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Abstract

The thesis presents a study of the ‘relationship’ between teacher and student in one-to-
one tuition in UK conservatoire vocal studies education. Predominantly vocationally
focused, the teaching of musicians in conservatoires is organised around the linking of
one student with one principal teacher in an on-going relationship. This pedagogic
model has been dominant in conservatoire education, yet has been relatively under-
examined. Only recently has it become subject to external evaluation, monitoring and
research (Carey et al., 2013; Gaunt, 2011).

Taking an interpretative phenomenological and contextualist approach, the study
comprised two strands of investigation. One strand involved in-depth case-studies of
teacher-student pairs and data were gathered through video-stimulated reflective
interviews.  Analysis produced highly nuanced in-depth constructions of the
experiential life-worlds of particular dyads. The second strand examined perspectives
of individual teachers and students across a wider range of cases and institutions; data

were collected through semi-structured interviews.

The study found that qualities of relatedness, power relations and teacher self-
reflexivity were key factors in influencing the teaching and learning experience, process
and outcomes in one-to-one tuition. | argued for student autonomy and capacity to
effect change as both individual and relational achievements. Troubling emotions and
relational tensions were discussed as inevitable and indicative of the process of
learning, however evidence of a threshold of tolerance beyond which the relationship

was experienced as harmful was found.

Findings suggest a need for systematic provisions in conservatoires that provide
reflexive support, mediation and monitoring, to enable teachers and students to
navigate the complexities of the ‘relationship’ that were identified in this pedagogic
context.

Inter-disciplinary in approach, this research is situated within the fields of music
psychology, music higher education, dynamic psychology and relational
psychoanalysis. A relational and intersubjective rendering of findings offers a unique

contribution to knowledge in this empirical field.
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Chapter 1: Introduction

1.1 Introduction and Aims

This thesis presents an empirical qualitative study of the relational dimension of one-to-
one tuition in conservatoire vocal studies education. The research seeks to understand
the influence of the ‘relationship’ between teacher and student on the experience and
process of teaching and learning in this particular context. Inter-disciplinary in
approach, the study draws on knowledge and understandings from the fields of music
psychology, music higher education, relational psychoanalysis and dynamic
psychology. The investigation examines experiences and perceptions of forms of
relatedness that emerge within this dyadic pedagogic context, with the aim of
understanding how these may enhance and/or disrupt teaching and learning. Drawing
on a dynamic relational interpretative lens, the study aims to provide conceptual

understandings of the relational system of one-to-one tuition.

In this chapter | discuss the personal and professional impetus for this study, outline
the research approach and key questions, provide a preliminary introduction to the
empirical context and conservatoire literature and discuss my choice of interpretative

approach.

1.2 Biographical Motivation for the Study

Motivation for undertaking this research arose out of personal and professional
experience. | am an ‘outsider’ to the conservatoire context and have not been trained
as a professional musician; however music making and participation have been
autotelic (Csikszentmihalyi, 1997) constants throughout my life. = The words
‘enthusiastic’, ‘amateur’ and ‘passion’ capture my relatedness with music. Playing the
piano, guitar and oboe and singing have provided valuable sources of private and
social enjoyment throughout my life. My discovery of opera and song in the past
decade opened up a world of experiencing that had a profound effect on me. | came to
know for the first time about my deep love of particular voices. Listening to the voices,
interpretations and performances of particular singers evoked emotional responses to
music that | had not previously experienced. This fuelled my desire to synthesise my
love of music, my fascination with the voice and my professional knowledge of human
relationship in this study.
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Professional and research interest in ‘one-to-one’ contexts evolved from my
engagement in and study of that context throughout my career of the past twenty years
in Higher Education as a counselling psychologist, psychotherapist and educator. My
clinical role in university counselling services involved providing one-to-one short and
long term relationships to individual students and staff to assist them in making sense
of difficulties that emerged within and that influenced the learning context. The
troubling nature of relationship with others was often a focus of therapeutic exploration.
Relationship was frequently recounted as a source of distress, conflict or disturbance.
Through the provision of a reflexive space to talk and reflect upon the relational
situation, this could often enable revisions in perspective which alleviated emotional
distress. This often concomitantly created shifts in the individual’'s experiencing of the

learning situation.

As a Senior Lecturer responsible for counsellor education in University contexts, | have
taught students about therapeutic relationship and theories of relating, and developed
interest in the interpersonal and emotional process of teaching and learning. This
began to raise questions for me about my own teaching practices and about how
students experienced the process of learning. | had developed awareness over
several years of teaching that students, who lacked a capacity to tolerate a degree of
frustration and pain in learning, could become overwhelmed, inhibited or withdraw in
the learning process. This led to my implementation of curriculum developments on a
Master’'s Degree counsellor training programme that | was leading, of inclusion of
theoretical perspectives and experiential learning opportunities that focused on the
emotional and relational dimensions of learning. A reflective and conceptual account
of the student’s subjective experience of their learning process was included as an
assessment to foster integration of theory, experience and reflexivity.  This
development enabled a framework of understanding and mutual language to emerge
between myself and the students that could be called upon during times of distress and
conflict in the learning situation. Rather than pain and anxiety becoming signals for
avoidance or anger; students and | began to consider such emotions as inevitable and
part of the process of learning. This could alleviate the intensity of emotions and
conflicts that emerged at times in teaching and learning, as such experiences could be
contained and ‘normalised’ through a shared framework of meaning. The current
research develops my interest in the vicissitudes of relationship and their influence in

pedagogic contexts.
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My engagement in one-to-one educational and clinical contexts has been as the
provider / practitioner, and as the participant / client / student. The range of positions
inhabited at different times (illustrated below in figure 1) has included being both
psychotherapist/psychologist and client; clinical supervisor of counsellors and clinical
supervisee; academic supervisor for students and research student. Shifting from one
role to the other side of the relational divide foregrounded different concerns,
experiences and responsibilities. Whichever position | was situated within, my vantage
point seemed to afford and occlude certain understandings from coming into view.
This study has been shaped by this interest in perspectivism as the current research
seeks to understand the relationship between teacher and student from both
perspectives, rather than either/or. The methodological approach taken (discussed in

chapter four) coheres with that perspectival aim.

Psychotherapis
8 Client

Clinical Supervisor

Academic Supervisor

=
PhD Clinical
Learning
Contexts
Music
Student

Figure 1: Positioning the Researcher

In terms of my engagement in the one-to-one relationship as a music student, as
mentioned earlier this has been at an amateur level and undertaken at different life
stages with different instruments. With the eruption of my curiosity about the voice and
opera in recent years, | entered into one-to-one weekly vocal training for a period of
three years. The experience of grappling with the complexities of trying to use the
breath, the body and the voice was exciting, intriguing, frustrating and often baffling.
Understanding my difficulties in learning was inevitably subject to the biographical lens
of my professional background. The dynamics of the relational world that emerged
between myself and the vocal teacher often came into my awareness as | considered

whether struggles were entirely my own, shared between us, or related to some aspect
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of the teacher and her methods of teaching. This reflexive process in relation to my
own vocal training became the kernel of an idea. | wondered if a dynamic
psychological perspective could afford insights into the workings of the one-to-one
tuition relationship in conservatoire vocal education that could be of value to a
professional community of practice that was different to my own, but that also shared

some similarities as will be discussed later.

My interest in the fusion of the arts and therapies has been long-standing and
expressed early in my career. Having qualified in a psychodynamic therapeutic
modality, | subsequently trained as an Integrative Arts Psychotherapist. The latter
recognises the role and value of the imagination, metaphor and the performing and
dramatic arts in human meaning making and expression. This project thus evolves
from my sense of being energised by work that seeks to traverse the borders of
disciplinarity. 1 am enlivened by the possibility of synthesising psychological knowledge
of relationship with the world of conservatoire vocal one-to-one pedagogy; and this

study emerges as an outcome of that synthesis.

1.3 Research Approach and Key Questions

In this qualitative empirical investigation | took a contextualist and interpretative
phenomenological analytic (Smith & Eatough, 2007) approach as this allowed for the
examination and analysis of individuals’ accounts of their lived experiences and
frameworks of meaning. Such an epistemological perspective enabled detailed and
complex accounts of the perspectives of vocal teachers and students within UK

London-based conservatoires to be explored.

The research questions were:

e What significance do teachers and students give to the 'relationship’
between them in one-to-one tuition?

e How do qualities and forms of relatedness between teacher and student
influence the process, experience and outcomes of teaching and

learning?

The study involved two complementary strands of investigation. One strand focused
on teacher-student dyads (N=6) within one conservatoire and data was gathered
through video-stimulated reflective interviews. This strand afforded depth of analysis of

the experiential life worlds of teacher-student pairs and produced rich and highly
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nuanced perspectival accounts of the relationship. The second strand investigated the
perspectives of individual teachers (N=8) who were drawn from four conservatoires
and individual students (N=15) drawn from two conservatoires, and data was gathered
through semi-structured interviews. This strand also afforded detailed constructions of
experience and perceptions, but the focus here lay on breadth of analysis, looking at
themes that were emergent across a wider range of cases and institutional contexts.
The methodological approach thus allowed for findings identified within particular dyads
in one conservatoire to be considered within the context of a wider range of cases and
institutions. A dynamic relational psychological interpretation of findings offers a
conceptual understanding and deeper insights into the workings and influence of the

relationship in one-to-one tuition.

The paradigmatic approach taken recognizes knowledge as contingent, partial,
provisional and intersubjectively constituted. The study is thus underpinned by an
assumption that the research narrative and process were co-constructively generated
in the relationship between the researcher and the researched. The influence of my
biographical presence and the affordances and constraints of my interpretative lens are

therefore discussed in the thesis.

Originality of this thesis in terms of contribution to knowledge lies in the synthesis of the
following:

e the in-depth interpretative and phenomenologically informed analysis of student
and teacher experiences and perceptions of the relationship in one-to-one
tuition;

o the ‘relational’ interpretation of findings that is unique to the extant literature;
and

e an ‘outsider’ researcher perspective to the empirical context of music higher
education, coupled with an ‘insider’ perspective to the study of human relating

due to my background as a psychological practitioner.

1.4 The Empirical Context: Conservatoire One-to-
One Tuition

There are eight conservatoires providing music higher education in the UK (Ford, 2010)
and their focus is to develop and prepare musicians for a professional career in
performance or composition (Burt, 2004; Mills, 2006; Presland, 2005). Predominantly

vocationally focused, the teaching of musicians in conservatoires has been organised
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around the linking of one student with one principal instrumental or vocal teacher in an
ongoing relationship for the duration of study (Nerland & Hanken, 2002; Nielsen, 2006;
Presland, 2005). One-to-one pedagogy has historically been and remains presently a
dominant mode of educational delivery of instrumental and vocal teaching of western
classical music tradition in the music conservatoire context (Nerland & Hanken, 2002).
Despite a long and well-established tradition that has involved large institutional and
individual financial investment, this mode of teaching remained unchallenged,
unmonitored and under-researched until recent times (Gaunt, 2011; Purser, 2005;
Roberts, 2005). The germination of empirical literature that specifically investigated
conservatoire one-to-one tuition began in earnest in the 1990s; and although ‘still
embryonic’ (Carey, Grant, McWilliam, & Taylor, 2013) a body of research is now
evolving. The ever growing demand for evidence based accounts and practice of
music pedagogy in conservatoires post 1990’s has pushed at the closed doors of one-
to-one tuition (ibid). Changes in cultural practices of higher education, with the
pressure of accountability, audit and financial constraint, have brought the investigative

lens of research into this relationship (ibid).

Conservatoire one-to-one tuition is typically characterised by weekly teacher—student
meetings. The question of interpersonal match between teacher and student is often
not considered in establishing one-to-one teaching relationships, despite the
suggestion that positively experienced interpersonal processes may underpin learning
(Barrett & Gromko, 2007; Whitelock et al., 2008). In its positive aspects, one-to-one
tuition has been noted as providing an experience that is interpersonally intimate
(Gaunt, 2006; Nerland & Hanken, 2002; Purser, 2005), trusting and special (Gaunt,
2010; Presland, 2005), fulfiling and inspiring (Gaunt, 2005), intense both emotionally
and in terms of subject commitment to music (ibid; Nerland & Hanken, 2002; Presland,
2005), and creatively collaborative (Wirtanen & Littleton, 2004). It has been reported as
a relationship that can be mutually enhancing, such that students gain in their learning
whilst teachers concomitantly experience improvements in their own performance
(Mills, 2004). However, in its more troubling aspects the isolation and intensity of the
one-to-one learning situation can magnify barriers to learning (Gaunt, 2006), create
strain and hurt (Nerland & Hanken, 2002), deteriorate into destructive and damaging
interactions (Gaunt, 2005; Persson, 1996b) and have far-reaching effects on a

student’s career trajectory (Nerland & Hanken, 2002).

The capacity to create, sustain and manage the interpersonal complexities of a
relatively private one-to-one relationship between two adults over a period of years
seems to underpin progression in this learning situation. However, most performer-

teachers have not been trained in philosophical, conceptual or methodological
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approaches to education or to the interpersonal management of long-term one-to-one
relationships. The teacher brings musical knowledge, expertise and experience as a
performer-musician to the relationship, but may be under-supported and under-
resourced to manage the educational and interpersonal dimensions of their role
effectively. Indeed, the need for training and consultative structures to support
performer-teachers in their work was noted in Gaunt (2006).

1.5 My Interpretative Lens: Why Turn to Relational
Psychotherapeutic Ideas?

| have turned to the conceptual landscape of psychotherapeutic knowledge, in
particular relational responsibility, relational psychoanalysis and intersubjectivity theory,
for an interpretative lens to investigate the relational dimension of vocal one-to-one
tuition in the conservatoire context. The application of ideas from psychoanalysis to
critique, interrogate and explain processes and phenomena in non-clinical contexts has
precedents. Several authors (Bibby, 2011; Britzman, 2009; Lapping, 2011; Murphy &
Brown, 2012; Schapiro, 2009) have considered and applied psychoanalytic ideas within
social and education research. In the field of music, Clarke (2008-9) conducted a
public lecture series entitled ‘Musical Subjectivities’ where he drew on concepts from
psychoanalysis and intersubjectivity to discuss music making processes between
musicians, relations between performers and audiences and musical improvisation,
and Losseff (2011) applied psychoanalytic concepts to theorise musical interpretation
and the relationship between performer / listener and classical musical works. The

present study continues along that trajectory of inter-disciplinary exploration.

Previous music higher education researchers have identified similarities between the
one-to-one tuition relationship and the one-to-one psychotherapeutic relationship
(Gaunt, 2006, 2008; Jgrgensen, 2000) and there is some empirical evidence of
teachers and students characterising one-to-one tuition as like a counselling
relationship (Purser, 2005). Such similarities may include longevity, frequency of
meeting, privacy of relationship, financial investment, interpersonal intensity and
commitment, exploration and communication of emotion, working towards a synthesis
of emotional, cognitive and embodied forms of knowing and supporting the
development of the individual's authentic voice. There are of course limits to such an
analogy, since therapeutic and pedagogic relationships have different functions,
purposes and aims. However, the areas of commonality suggest that knowledge
applied from the field of psychotherapy, where the dynamics of dyadic interactional

systems have been extensively explicated, may offer new understandings about the
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‘relationship’ in conservatoire one-to-one tuition. The applications and implications of
psychoanalysis outside the clinic were discussed in Frosh (2010). He warned of the
need for openness to the other discipline and modesty about claims, and also
advocated the value of bringing psychoanalysis into other disciplines since it may ‘help
open them up or disrupt their own received wisdoms’ (ibid, p. 38). In this regard the
approach taken here has the potential to offer unique insights and ask questions of the

tradition of conservatoire one-to-one music pedagogy.

This chapter has introduced my biographical motivation and research approach and
aims, situated the study in relation to the empirical context, and offered initial

reflections on choice of interpretative lens.

1.6 Outline of the Thesis

The structure of the thesis is as follows: Chapter 2 offers a review of literature within
the field of conservatoire and music higher instrumental and vocal education, with
particular focus on the one-to-one relationship. In Chapter 3, | outline the notion of
‘relational’ through a review of concepts from dynamic psychology, relational
responsibility and relational psychoanalysis. Chapter 4 presents the methodological
and conceptual approach taken. Presentation of findings from analysis of two case
study clusters of teacher-student dyads are detailed in chapters 5 and 6. Chapters 7
and 8 present findings from analysis of individual interviews with teachers and students
respectively. In chapter 9, the findings from the whole body of work are discussed and
contextualized through dialogue with the conservatoire and relational literatures.
Limitations, implications and horizons for future research are discussed in chapter 10.

A conclusion brings the thesis to a close in chapter 11.
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Chapter 2: Literature Review of One-to-One
Tuition and Music Higher Education

2.1 Introduction

This chapter seeks to examine what is known about teacher-student interaction and the
nature of the relationship in conservatoire one-to-one vocal and instrumental tuition
through a discussion of published writings and empirical works in the field of
conservatoire and music higher education. The empirical literature is a recently
flourishing area of research that began in earnest since the 1990’s and it has drawn on
a range of methodological and epistemological approaches. The latter are indicated in
this review along with areas of methodologial limitation, to enable areas of vulnerability

within the extant research to be understood.

2.2 The Teacher-Student Relationship in
Conservatoire Music Education

A conservatoire education appears in the literature as one that is inflected with notions
of prestige, quality, talent, competition and elitism (Davies, 2004; Nerland & Hanken,
2002). For a student, gaining admission to a conservatoire is a highly competitive
process (Burt-Perkins & Mills, 2009; Mills, 2006) and for a conservatoire teacher, such
a position is presented as one of high status and professionally sought after amongst
classical musicians (Mills, 2004; Nerland & Hanken, 2002). Conservatoire institutions
search for and appoint musicians and performing artists who work at the highest level
of their profession (Odam & Bannan, 2005; Purser, 2005). On this premise it has been
argued that one-to-one tuition is a relationship founded on mutual dependence and
trust, as both teacher and student derive and sustain status from being participant in

this elite community of practice (Nerland & Hanken, 2002).

The term ‘performer-teacher’ is used in conservatoire literature (Mills, 2004; Odam &
Bannan, 2005) suggesting a duality of professional identities. The binary construction
of ‘professional practitioner’ of music versus ‘pedagogue’ is discussed in Nerland and
Hanken (2002) who argued that conservatoire teachers frequently identify most
strongly with the former as a ‘musician’. Most conservatoire teachers are not trained or
qualified as teachers (Odam & Bannan, 2005; Persson, 1996b) and are commonly

appointed on the basis of musicianship and performance career, as aforementioned,
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rather than pedagogic knowledge (Purser, 2005). Teaching in the music academy thus
exists within the tension between values and practices of two different fields: the
professional field of music performance and the collaborative higher educational
community (Nerland & Hanken, 2002). This tension opens up important questions
about whether the skills, knowledge and abilities involved in becoming / being an
outstanding performer and musician are similiar or different to those involved in
becoming / being a ‘good’ teacher. Being able to communicate artistically and
musically with an audience, conductor and co-performers, would seem to be a different
process than being able to have awareness of, articulate and communicate embodied,
non-conscious, tacit and musical forms of knowing to a student, such that the student
can transform those communications into their own unique embodiment and
understandings. Indeed the soprano Renée Fleming (2005) reflected on this
problematic in relation to vocal teaching in her autobiography:

it's a miracle that anyone learns how to sing well, given the complexity of the

instrument. It's not surprising, for example, that most great singers do not

become great teachers. Some will openly admit that they haven’t a clue how to

explain what they do, and some can explain only that, without being able to
apply it to other voices (ibid, pp. 59-60)

She alludes here to the different skills involved in becoming a performer versus
teacher. The latter appears to involve a capacity to consciously articulate awareness
of that which is involved in singing and being able to enable the student to apply such

understandings to their own individual voice.

A study by Gaunt (2006) examining teacher and student perceptions of teaching
practices and conceptualisations of conservatoire one-to-one instrumental and vocal
tuition, revealed a disjuncture between teachers’ understandings of students’ learning
needs and teachers’ articulations of teaching practies. She found that although
teachers were supportive of students and of the notion of students’ having individual
unigue learning needs, their pedagogic practices were not adaptive to nor responsive
to individual student need and did not foster a student-oriented learning environment.
This is perhaps reflective of the lack of pedagogic understanding and skill that the
comments of Fleming and music education researchers aforementioned (Nerland &
Hanken, 2002; Odam & Bannan, 2005; Persson, 1996b; Purser, 2005) highlight. As an
outcome of her research, Gaunt (2006) recommended implementation of schemes of
professional development to support conservatoire teachers in this regard. Her study
was undertaken through semi-structured recorded interviews with instrumental and
vocal teachers (N=20) and students (N=20) in one London based conservatoire. Her

research will be discussed in more detail below as it provides a map of the empirical
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territory of one-to-one tuition and identified themes that have emerged across the

literature.

2.3 Mapping the Empirical Territory: One-to-
One Tuition in Conservatoire Education

Gaunt published a composite of related empirical works (Gaunt, 2005, 2006, 2008,
2010, 2011) over the last decade which were interlinked and derived from the body of
research undertaken in 2006 (detailed above). As an insider researcher and
instrumental teacher in the conservatoire context, she opened up the investgative
terrain of the one-to-one tuition in conservatoires at a time when the scope of literature
was limited. The key research questions of her 2006 study focused on how one-to-one
tuition was conceptualised by teachers and students and what kind of techniques and
strategies were linked with effectiveness in teaching and learning. Findings reported
on the way that the relationship was characterised, revealed tensions around intimacy
and detachment in the relationship, identified power as a significant feature of the
relationship, and evidenced that changing teachers was often a complex and troubling

process. This will be discussed in more detail now.

The relationship was found to be characterised variously as like parent-child, Dr-patient
and friendship relationship. These representations seem to be suggestive of power
relations, with the former two indicative of hierarchical relations of power and
dependence, and the latter of more equal or horizontal relations of power. The one-to-
one relationship was found to be highly valued by students for its provision of an
experience that was interpersonally intimate (ibid), trusting and special (Gaunt, 2010)
and intense both emotionally and in terms of subject commitment to music (Gaunt,
2005). However, teacher perspectives revealed a struggle around negotiating the
tensions of intimacy versus detachment in the relationship (Gaunt, 2011). Diverse
opinions about social boundaries of the one-to-one relationship were found; some
teachers sought social relationships with students, some had limited social contact and
others avoided it (ibid). Student perspectives on one-to-one tuition (Gaunt, 2010)
seemed to mirror that of teachers; they also struggled with making sense of social
boundaries, and there was a divide between those that enjoyed social relations with

teachers, and those that preferred a professional non-socialising relationship.

Gaunt found that dynamics of power between teacher and student had a strong
influence within the teaching relationship, but noted that this was largely implicit in her
findings; only four of her forty participants were reported as explicitly discussing power

and they were all teachers, not students (Gaunt, 2006, 2011). Her role as an ‘insider’
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researcher may have co-influenced this lack of articulation of a more interrogatory
perspective. Indeed, this was critically highlighted in her discussion of limitations of the
study (2006). She indicated that participants may have avoided voicing issues that
could jeopardise their position due to their awareness of her position as a member of

senior management.

The creative process was found to be often teacher-led and dominated, despite
teacher aspirations to develop student autonomy. She found a tendency in students to
be more passive, over-dependent on teachers for motivation, and to absorb and
internalise attitudes to learning of their teachers without questioning (Gaunt, 2010).
Her research identified a tendency towards teacher dominance and student passivity in
the relationship, but she also found evidence of teacher-student collaboration. Her
findings led to her questioning the potential of one-to-one tuition to inhibit the
development of students’ autonomy. The study did not aim to conceptualise a dynamic
psychological understanding of such teacher-student positions of dominance-passivity
or of the achievement of autonomy, but the identification of these phenomena led to
her call for further research to investigate dynamics of power in this context (Gaunt,
2011).

In relation to the process of changing teachers Gaunt (2010; ibid) found that this was
experienced by some students as anxiety provoking, confusing, delayed due to self-
doubt, and aroused anxiety about teacher reactions and betrayal of teachers.
Dissatisfaction with previous teachers and ‘traumatic experiences’ (Gaunt, 2011) were
found in a small number of cases to be linked to change of teacher. She indicated that
the exclusivity, intensity and isolation of the one-to-one situation could make troubling

teacher-student relationships even more difficult (2006).

Her works thus opened up vital questions about the role of the relationship, power,
intimacy and the development of student autonomy/independence, even though the
research questions had not specifically focused on the interpersonal relationship per
se. It thus established the importance of future research into the relational dimension

of one-to-one tuition.

2.4 The Influence of Attachment Styles and
Personality Characteristics

A study examining facets of vocal one-to-one tuition in higher education (Serra-Dawa,
2010) explored the role of attachment style and personality characteristics of teacher
and student in this relationship. The investigation was undertaken in higher education

vocal studies departments in Australia, Canada, Portugal and United Kingdom. The
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study involved different phases and a range of methodological approaches, including
longitudinal observation of teacher-student dyads, psychological questionnaires to
categorise personality traits (NEO PI-R) and attachment style (Adult Attachment
Scale), and questionnaires to evaluate expectations and realities of the singing
lessons. Findings of the earlier phase indicated that 40% of students (where N = 40)
wanted to change teacher with the most cited reasons being interpersonal or relational
issues. ‘Technical’ reasons were cited only second. This seemed to suggest that
dissatisfaction or difficulties within the relationship were often resolved through a desire
to end the relationship (change teacher) and that interpersonal issues could have a
strong influence on the experience of learning including on the continued viability of the
relationship. Findings from the second phase revealed that attachment styles were
influential in determining stability and relational quality of the teaching dyad. The most
stable relationships were those where both members of the dyad, were identified as
having secure attachment styles; and relationships that were less stable, less
communicative and evidenced less pedagogic methodological adaptation were mixed
dyads where teacher and student had different attachment styles. This study did not
expound a theoretical conceptualisation of the dynamics of the relationship as that had
not been an aim, but it drew on the psychodynamic concept of attachment which
formulates and articulates styles of relating in individuals. In analysing attachment
styles her study had focused on relatively stable characteristics of styles of relating
within the individual, and her findings indicated that the pedagogic experience was
shaped by and interdependent upon the pairing of the two individuals. The researcher
thus called for the matching process between teacher and student to be given greater
consideration. Drawing on a one-person psychological framework to categorise
personality traits of participants, this revealed teacher dominance as common in dyads.
However the study also found some evidence of dyads with inverted roles with student
rather than teacher dominance. This seemed to suggest that the relationship might be
configured differently according to the two individuals who were brought together in the
pairing, and the study thus seemed to open up the territory for further research to
examine dynamic, systemic two-person psychological understandings of such

relational configurations, as proposed in the current study.

2.5 Intimacy, Distance and the Interpersonal
Match

In a discussion of institutional and social constructions of the teacher-student
relationship in music academies in Norway, two authors (Nerland & Hanken, 2002)

talked of the development of interpersonal intimacy and close ties in one-to-one tuition.
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The sharing and exposure of personal emotions, viewed as inherent to the study of
music, were cited as creating conditions which were likely to foster interpersonal
closeness. Such interpersonal intimacy was presented as evoking vulnerability not
only in the student but also the teacher. This vulnerability was communicated as

constraining student ability to critically evaluate their teachers in one-to-one tuition:

it is clear that both the nature of the subject itself, as well as the way in which
the teaching is organised, create favourable conditions for the development of a
close and intimate relationship between teacher and student. This makes not
only the student, but also the teacher, vulnerable. Criticism can therefore cause
a strain in, or at worst, a breakdown of, the relationship (Nerland & Hanken,
2002, p. 181)

This passage raises an interesting paradox since intimacy, which might be considered
as creating closeness and thus enhanced possibilities for mutual honesty and self-
disclosure, was portrayed here as the very condition which could lead to relationship
breakdown. A contradiction seems to emerge and begs questions of this relationship:
does interpersonal intimacy or closeness give rise to lack of capacity for honest critical
feedback to be voiced? If so, does this imply the impossibility or at least the troubling
tension of the co-existence of teacher-student intimacy and criticism in the

relationship?

An empirical study examining approaches to instrumental teaching in conservatoires
(Purser, 2005) using questionnaire and interviews with male woodwind and brass
performer conservatoire teachers (N=6) found that participants struggled with
management of tensions in the teaching relationship between intensity, intimacy and
interpersonal distance. Teachers were also found to struggle with the need to be
honest versus the desire to be liked by students. This might indicate that recognition
needs, narcissistic needs and/or relational needs of teachers may exist in a dynamic
tension with the pedagogic needs of students. Purser also found some evidence of
problems with ‘personal chemistry’ (ibid, p. 292) between teacher and student; and
these were linked with teachers resolving such issues through moving students to other
teachers. As in Gaunt (2010, 2011) and Serra-Dawa (2010) change of teacher was
thus linked with tensions in the interpersonal relationship. Characterisations of the
teacher role in Purser’s study included being like a counsellor or a parent to students.
These seem to be suggestive of supportive and encouraging roles that also include
role-related differentials of power and dependence. The researcher found that teacher
participants perceived students as inviting a ‘dictatorial’ teaching approach; the
perception of a tendency of positions of teacher dominance-student passivity in the
relationship were again emergent. Purser’s paper did not provide a detailed account

with regards to methods of data analysis or epistemological perspective, and such
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criteria are viewed as important to establishing power of argument and claims in
qualitative research (Coyle, 2007; Fossey, Harvey, McDermott, & Davidson, 2002); yet
despite that limitation, the paper raised important insights into this relationship. It
revealed the significance of the interpersonal relationship in teaching, although this had

not been the explicit aim of the research.

A paper by Presland (2005), examining the student perspective of benefits and
disadvantages of one-to-one piano tuition in a UK conservatoire used semi-structured
interviews with 12 piano students. This study found that the relationship with the
professor was characterised as unique, special and intimate and the construct of
teacher as ‘friend’ was expressed. Despite this the majority of students favoured a
‘healthy distance’ and ‘personal detachment’ in the relationship and considered extra-
musical contact as undesirable. This links to findings from Gaunt (2010) where many
students were found to have expressed similar ideas on social contact. Presland
communicated that the matching process of students and professors in this
conservatoire was carefully considered, where a range of factors including technical
proficiency, musical maturity, personal independence, age, nationality, command of
language, and personality were taken into account. It is not clear however, how these
factors were employed in creating particular pairings since there was no detailed
account of the matching process. She noted that requests to change teachers
occurred rarely in the piano department in which the research was conducted and there
was no indication of changing teachers as troubling. This diverged with findings from
Gaunt (2010, 2011), Purser (2005) and Serra-Dawa (2010) on change of teachers.
This may reveal the effectiveness of the matching process she identified in her
conservatoire, which may have reduced incidence of changing teachers. However,
critical evaluation of the paper revealed that there was no detailed account of methods
of data analysis (Coyle, 2007) and a wide range of claims and interpretations were not
supported by detailed participant extracts. As such linkages between data, findings
and interpretations (Fossey et al., 2002) were difficult to evaluate. Despite
methodological limitation, this study raised important themes. It also indicated that
more in-depth research was required to understand what constitutes a well-functioning
dyad and to understand the significance of the teacher-student pairing on learning

outcomes.

2.6 Implications of Invisibility of the Instrument
for Teaching

Purser’s research (2005) detailed earlier revealed a finding that has particular salience
for the current study concerning the invisibility of areas of the body involved in the
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teaching of technique (e.g. tongue, embouchure, diaphragm) of brass / wind
instruments. This was found to generate difficulties for teachers in assessing students’
technical problems. The complexity of tasks and skills involved in diagnosis and
discerning individualised solutions for vocal issues in relation to the invisibility of the
instrument was discussed by Fleming (2005) in a chapter on apprenticeship. The
involvement and training of involuntary muscles required in vocal production and the
lack of initial shared language through which to communicate was viewed by Fleming

as a significant ‘barrier’ between teacher and student:

It can take six months to develop a common language between teacher and
student. What does she really mean when she says she wants me to have
‘higher resonance’? What does anyone mean by ‘more support’? Someone
can tell you that you need to relax, but relax where? Relax what? Oh, and now
you want more energy at the same time? When | feel energised | also feel
tense. How am | supposed to reconcile those demands? (ibid, p. 60)

Here, Fleming revealed the sense of absurdity and frustration that might be
experienced when a student is faced with trying to understand teacher instructions,
particularly when the medium through which such instruction is given is the domain of
declarative verbal language, yet what needs to be achieved is in the domain of non-
declarative embodiment. This seems to create the inevitability of failures of mutual
understanding and frustration in the interpersonal relationship, since communication
and shared understanding appear as difficult achievements in this situation. This
raises questions about how music pedagogy and in particular vocal one-to-one tuition

takes account of this phenomenon.

2.7 Student Passivity-Teacher Dominance and
the Question of Student Autonomy

There appears to be evidence of and a link made between student passivity, teacher
dominance and a question about how this may curtail student autonomy/independence
in the literature, but this interconnection is not theoretically or dynamically
conceptualised. The research of Gaunt (2010, 2011) and Purser (2005) as discussed
earlier had indicated such findings and the works of other researchers revealed similar
findings as will now be discussed. In this review of literature | noted that student
passivity appeared in studies through linguistic reference to passivity and dependence,
with students presented as the initiators or desirers of such a position in relation to their
teacher. Teacher dominance was referred to in terms of dominant and controlling
attitudes and in more extreme forms, in terms of abusive behaviours. | will now turn to
discuss some of those studies.
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In a study of the approaches taken by teachers to the development of student
independence (Burwell, 2005), lesson interactions were examined with a specific focus
on the type of questions used by teachers. Data were collected using video-
recordings, questionnaires and interviews, and a descriptive and interpretative case
study approach, alongside data quantification, was taken. The project, of which
Burwell's 2005 study had been a part, had revealed a relationship between student
ability (measured by learning outcomes) and the proportion of time students talked in
lessons. Greater verbal participation by the student was linked with enhanced
achievement. The study revealed some evidence of student dependence on teachers
and of student desire to be directed by teachers and she suggested that students might
tend towards being deferential to the expert teacher; i.e. ‘sitting at the feet of the
master’ (ibid, p. 213). The study also revealed that students valued feeling mutually
respected and treated ‘on the same level (ibid, p. 212). A tension in one-to-one tuition
was identified between teachers taking an instructive versus eliciting mode of
interaction. The development of student independence was argued as linked with
higher levels of student participation, but the researcher indicated a tendency of
teachers and students to fall into interactions in which the student was not pushed to
really reflect and question due to teacher style of questioning. Teacher-questions were
often either instructive, disguised instructions or rhetorical rather than exploratory, thus
by implication counter the development of independence. Teachers’ use of exploratory
questions was linked with students feeling more confident that their contributions in
lessons were respected and supported. She thus argued that a more collaborative and
elicitive style of teacher interaction could demand greater student participation and
develop student independence as a musician; but she also acknowledged that some
students found such interactional style more difficult to respond to than others. Her
work seemed to imply that teacher dominance and student passivity/deference were
evident in teaching, but that collaborative interactions were also present and advocated

as essential to developing student independence.

Evidence of the influence of the interactional field in the teaching relationship on the
development of student artistic identities was found in another study. The co-
constructed, mediated and negotiated nature of musical identities within the one-to-one
relationship was discussed by Wirtanen and Littleton (2004). The researchers talked of
musical interpretation as individually, relationally, socially and culturally constituted.
Thematic analysis of semi-structured themed interviews with classical solo piano
students (N=10) in the Sibelius Academy, Finland, revealed that processes of
collaboration and negotiation of meaning between teacher and student acted to support
the development of confidence in a student’s artistic identities. Equally where a

student’s desire to explore a particular aspect of musical interpretation was met by a
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teacher’s disapproval or rejection of such interpretative possibilities, this was found to
lead to loss of confidence and performance ability, and to efforts to conceal particular
identities in order to avoid teacher disapproval and interpersonal conflict. The
researchers argued that this led to the development of troubled musical identities. This
study raises interesting questions about the nature of artistic independence and
autonomy, as it found that students did not sequester contested interests or identities,
but rather concealed and held onto them. What might thus appear to be an act of
student submission to teacher dominance might also be interpreted as its opposite; i.e.
as contestation or subversion of teacher dominance and an assertion of independence
instead. This study evidenced the significant influence of the intersubjective co-
constructed field of relating upon the development of musical confidence and identity in
students and revealed that teacher dominance does not necessarily prevent student
autonomy or independence of mind, but perhaps excludes or isolates expression of
such autonomy to the outside of the relationship. This begins to ask questions of how
student independence, repeatedly depicted as an ideal for achievement in the

literature, has been conceived and understood.

In a paper by Jgrgensen (2000), the author usefully interrogated the nature of the
‘master-apprenticeship relationship’, the dominant historical pedagogic relationship in
instrumental instruction. He discussed the Master (teacher) as role model and source
of identification for students, who were understood to learn through imitation in this type
of model. Questioning if such a model afforded students appropriate opportunities to
develop independence and active initiative in learning, he suggested that not all
students want independence, freedom and responsibility, rather many want to conform
and be passive in the one-to-one relationship. Critical reading of the paper revealed a
lack in the following areas: detailed rendering of methods of data sampling, collection
and analysis, and substantiation of claims and interpretations through citation of
participant verbatim extracts. This opens up questions about validity and power of
argument (Fossey et al., 2002) but nevertheless, the research interrogated the
question of tradition and dominance of the one-to-one model of teaching at a time
when this was relatively uncontested, and Jgrgensen’ s propositions resonate with the
ideas and findings of aforementioned researchers. They also find some agreement

with the work of Persson (1996a; 1996b) which will now be reviewed.

2.8 When Teacher Dominance Becomes
Harmful

The themes of student compliance, conformity and lack of freedom and of teacher

control, dominance and intimidation, emerged in Persson’s studies (1996a; 1996b) on
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one-to-one instrumental relationships in music higher education. The author used an
exploratory narrative case study approach to examine teacher-student interactions and
perspectives of the relationship and situated the study in a music department of a
British University. Participants were one piano teacher and nine of her students (N=10)
(1996a) and one organ performance professor and six of his students (N=7) (1996b).
Methods of data collection for both papers included participant observation, informal

unstructured interviews and questionnaires.

In the study with the piano teacher (1996a) content analysis of the researcher’s
observation notes was undertaken. This revealed that the teacher made extensive use
of metaphor and imaginative ideas that students appeared to be unable to make use of
or found confusing. The incapacity of students to transform the teacher’s imaginative
communications into their music making was found to give rise to teacher impatience
and frustration. Use of pejorative descriptions to talk about students and use of
intimidation as part of the teacher’s interactional style were identified. Students’
criticisms of the teacher included lack of freedom of interpretation, sensitivity,
understanding and support. The paper did not aim to nor offer an in depth discussion
or conceptualisation of the dynamics of this style of relating, but it highlighted the
existence of teacher interactions that involved intimidation and ridicule of students in

this context.

Persson’s paper examining the lessons of the organ professor revealed evidence of a
highly committed, but ‘dominant and authoritarian’ (1996b, p. 41) teacher. Findings
revealed teacher interactions that were offensive, insulting, intimidating, ridiculing and
verged on ‘abuse’ (ibid, p. 41). There was a major divergence in teacher self-
perceptions of his behaviours towards students and his students’ perceptions of him,
suggesting a lack of mutual understanding of the nature of the interpersonal
relationship. The researcher expressed discomfort and confusion about students’
compliance with and acceptance of such teacher interactions. Several times in this
paper, there was iteration on the following disconcerting question for the author - why
do students tolerate harsh and insensitive treatment in their training? The researcher
argued that intimidation and control by the teacher made the development of student
artistic integrity and ‘creative independence’ (ibid, p. 43) more problematic, thus
highlighting the negative impact of extreme dominance and coercive behaviour on
learning outcomes. The paper was a-theoretical and thus did not proffer an in-depth
understanding of the dynamic workings of such disturbing relational dynamics. As
such, his findings seemed to call for further research to develop deeper insights into

the perplexing question he posed.
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2.9 Mutuality and Collaboration

Several studies, already discussed (Burwell, 2005; Gaunt, 2006; Wirtanen & Littleton,
2004), found evidence of mutuality and collaboration in the one-to-one relationship; this
was in addition to the tendency towards teacher dominance-student passivity. Further
evidence of the significance of collaborative relating was found in the following

research.

A paper by Barrett (2006) using a case study approach drew on ‘eminence studies’ of
creativity to examine beliefs, processes and practices of a composer-teacher in
individual tuition with composition students (N=3). Methods of data collection included
interviews, video-recording and observation of tutorials. Evidence of teacher-student
interactions involving creative collaboration, joint purpose and effort and mutual socio-
emotional support were found, despite asymmetry in terms of experience, power, skills

and knowledge.

In a later joint publication from Barrett (see Barrett & Gromko, 2007) using the same
case study approach with similar data collection methods, interactions between a
composer-teacher and a graduate student-composer (N=2) were examined. Here
there was evidence of reciprocity and mutual motivation; the creative process was
presented as developing over time with the student increasingly contributing to
dialogue and the teacher encouraging student reflexivity and articulation of intentions
and accomplishments. This collaborative mutual interactional style resonates with
Burwell's (2005) findings of greater student participation / talk in lessons leading to

enhanced outcomes.
2.10 The Influence of Non-verbal Sensitivity

Turning to the domain of implicit forms of relating, a study of non-verbal communication
in one-to-one music performance instruction (Kurkul, 2007) found that teachers with
higher levels of non-verbal sensitivity were rated as more effective in delivering
lessons, including on rapport, pedagogic skill and instructional competence. The
empirical context was a University, and participants were 60 one-to-one music
performance teachers and 60 of their non-music major students. Research methods
included: researcher lesson observation, video-recording of lesson interactions, the
Profile of Nonverbal Sensitivity (PONS) to measure ability to decode nonverbal facial,
bodily and vocal tone cues, and a Music Lesson Evaluation Form (MLEF) to evaluate
lesson effectiveness. Kurkul found that higher levels of teacher non-verbal sensitivity

may enable them to more accurately perceive students’ needs and therefore use such
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perceptions to guide instruction. This seems to suggest that teacher capacity to
decode and read non-verbal or implicit cues in the relationship was found to be
significant in influencing student experience of learning as revealed through their
lesson evaluations. The significance of the implicit relational dimension of one-to-one

tuition for teaching and learning was thus evidenced.

2.11 A Social Constructionist Perspective of
Conservatoire One-to-One Tuition

A theoretical paper from Burwell (2013) examined historical usage and meanings of the
terms ‘master’ and ‘apprentice’ in music education literature. The apprenticeship
pedagogic model in conservatoires and higher education music departments is
relatively unique within higher education. Burwell’s review revealed in the literature an
elision of terms ‘maestro’, ‘master teacher’, ‘master’, ‘coach’ and ‘teacher’ and that
usage of the term apprenticeship was associated with a wide range of themes
including: use of demonstration and imitation in instruction, acquisition of experiential
knowledge and skills, master as expert and representative of a community of practice,
and apprenticeship as a source of learner identity. She discussed the process of
imitation of the master as conceptually presented on a continuum in the literature;
passive reproduction and direct copying of the master was found to be located at one
end, and high levels of student engagement and active participation in a community of
practice at the other.  Power relations in the apprenticeship were found to be written
into the literature in a number of ways: dominance of the master, student desire for a
powerful master, abuse of power, power as resource for teaching and critically
interrogative perspectives on power in this context. She noted that historical literature
made little reference to the emotional and personal commitment of the relationship, and
suggested that the affective and intimate dimensions of learning had become more

prominent in contemporary writing.

She concluded that the terminology of apprenticeship was frequently referred to, richly
textured but also ambiguous and multifarious in definition in music education literature.
Her review reflected many of the themes that have been identified thus far in the
literature review in this chapter. This would arguably be inevitable since her review
examined many of the same texts, albeit from a particular perspective of exploring the

usage of particular terms in the literature.

Prior to the emergence of the empirical literature discussed thus far in this review, one

writer offered a conceptual framework for understanding the workings of the
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interactional system of master-apprentice relationship in the music studio. His work will

now be discussed.

2.12 Conceptual Insights: A Route to Conflict
Resolution in the Master-Apprentice
Relationship

Schon (1987) drew on a case study approach to discuss the interactional system of a
master and student in the music studio context. He articulated a conceptual framework
that offered a perspectival consideration of the master-apprentice relationship that took
account of both teacher and student perceptions of interactions and conceptualised the
emergence of interpersonal conflict, impasse and possible routes to resolutions for

such problematic situations in the relationship.

He framed the relationship as influenced by western cultural ideologies of
independence of mind. Such ideologies were discussed as potentially generating
conflicts for students in terms of anxiety about loss of independence, subordination,
loss of originality and reproducing the master’s actions through imitation without true
feeling and comprehension. However the capacity to surrender control and to become
dependent on the authority of the ‘master’ was presented as necessary for students to
learn and to subsequently evaluate knowledge once grasped. The author gave an
example from the one-to-one studio context of a student who was open enough to
temporarily surrender to the view of an authoritative master, without feeling threatened
by such surrender. This was in contrast to another student-master relationship where
the student refused to surrender and a situation of interpersonal combat developed.
Schon described the interactions in this relationship as developing into serial
miscommunications that ultimately led to failure to develop convergence of meaning
between teacher and student. The lack of mutual understanding and the interlocking
dynamic he termed the ‘learning bind’ (ibid, p. 127). This was portrayed as a situation
where teacher and student became fixed in an interlocking pattern of interaction
‘playing a kind of game in which they drive each other round in circles’, a ‘game of
attack and defense’ (ibid, p. 133). He considered the interactional situation from each
of the participants’ perspectives. The student was presented as seeking to defend her
own position whilst wanting the teacher’s appreciation, and she did not seek to
understand her teacher’s perspective; the teacher simultaneously sought to assert his
objectives unilaterally and did not attempt to understand the student’s perspective.
Schon argued that both participants perceive such a situation in terms of a ‘win-lose
game’ and an exercise of control, and the interaction becomes self-sealing. As such,

this inhibits reflection and learning since neither participant is able to risk being open to
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the challenge of the other, nor seek information that could lead to a change of
perception. Such an impasse prevents the student from learning what is necessary

and the teacher from enabling the student to discover that learning.

The resolution to the ‘learning bind’ was presented as possible through a process of
not only searching for a convergence of subject based meaning, but also through
attempts by both parties to listen to, convey, test, and try to develop understandings of
the other's framing of the interaction in which both are trapped. This he termed
‘reciprocal reflection-in-action’ (ibid, p. 138). This process required of the student the
ability to enter a zone of uncertainty and engage in ‘cognitive risktaking’ (ibid, p. 139),
and this involved surrender of habitual ways of constructing their understandings.
Teacher-student dialogue would require shared reflections upon their interactional and

communicative world. He articulated it thus:

student and studio master would have to extend their ladder of reflection,

adding to it a “rung” of reflection on their own interaction, their behavioural

world, and the theories-in-use by which they create and sustain it (ibid, p. 139)
A diagrammatic representation of ideas derived from Schon is presented in Figure 2

below.

| J

‘Reciprocal Reflection-in-Action’

Ladder of Reflection

° ‘ ‘The Learning Bind’

Stalemate - Win/Lose Strategies
Teacher Student

Figure 2: Diagrammatic Representation of Ideas from Schon

It seems that such openness and honesty about the nature of a difficult relationship,
where the teacher is in a power position, would require emotional robustness and
considerable trust on the part of the student, and mutual commitment from both parties
to a collaborative resolution for this to be effective. The potential for student critical
feedback to become part of the cycle of ‘attack and defense’ would seem an obvious
threat to the process. The potential of such dialogue seems to contrast with Nerland

and Hanken’s (2002) suggestion that student criticism may instead cause strain and
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relationship breakdown in one-to-one tuition. It seems that there may be a pedagogic
conundrum inherent in one-to-one tuition about how interpersonal tensions can be
productively navigated. Whilst reciprocal-reflection-in-action was presented by Schon
as a route to resolution of the ‘learning bind’, he also acknowledged that such a
process would require a strong sense of self and he located responsibility for initiating
such reflective processes with the teacher. His ideas and exemplification from the
music studio context offered a valuable framework for considering the interactional
world of the one-to-one instrumental tuition relationship and proffered ways of
understanding the development of and possible resolutions to interpersonal conflict in
this context. Although his epistemological perspective was quite different, his ideas
align with those from the conceptual world of relational psychoanalysis, which will be

highlighted in chapter 3.

2.13 Thinking of Instrumental Tuition as an
Interactional System

The idea of the instrumental tuition relationship as an interactional microsystem in
which human subjects are both, influencing / determining and reciprocally being
influenced / determined by one another was presented in the work of Creech and
Hallam (2003). Their paper reviewed literature within the field of music education for
children and adolescents, however it is considered here as it put forward a
conceptualisation of the workings of the teaching relationship as an interactional
communicative system. It is pertinent to the current study since their ideas and
findings expand understandings of some of the themes that have been elaborated in
this chapter. Moreover, their work drew on systemic thinking and such ideas are
integral to intersubjective theory that forms part of the interpretative framework in the

current study (to be discussed in the next chapter).

Creech and Hallam’s (2003) literature review considered understandings of parent-
teacher-pupil interactions in instrumental music education. They found that
interpersonal conflicts in such learning partnerships could lead to disengagement with
musical study, and noted a gap in the literature around investigation of possible
resolutions to such conflicts. A systems theory approach to the study of the parent-
teacher-student communicative system was proposed, and authors suggested that
such an approach conceptualised characteristics of each participant, not as intrinsic
and isolated to those participants, but instead as emergent properties of the system.
This moved away from a one-person psychological perspective, where for example
motivation (or lack of) would be understood as an isolated characteristic of the

individual teacher or the individual student, and instead considered qualities or
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characteristics as emerging in the mutual and reciprocal teacher-student interaction.
Such a systemic view of the instrumental tutelage relationship proffered the possibilities
of participants becoming agents of change in conflicted situations as there was
potential for those involved to reframe expectations, styles of relating and teaching
strategies. This could tip the balance towards possibility of conflict resolution and
improved prospects of positive musical outcomes, rather than into impasse and
termination of the learning situation. This dovetails with the ideas proposed by Schon
(1987) above on resolving the learning bind, although the theoretical underpinning is

different.

A later empirical paper by Creech (2012) drew upon this systemic theoretical model
and examined the influence of interpersonal interaction on teaching and learning of 11
violin teachers and their pupils (aged 10-16). Through quantitative and qualitative
methods, in-depth interviews, observations and a cluster analysis of measures of
interpersonal control and responsiveness, she found evidence of a range of
interpersonal interaction types. Interpersonal relationships that were characterised by
highly directive teachers and reticent compliant pupils (categorised as Type 1) were
conceptually linked to the teacher dominated, didactic master-apprentice pedagogic
model; and dyads characterised by reciprocity and mutual respect, with teachers who
were responsive, caring, supportive of autonomous learning and receptive to take in
student views (Type 6) were conceptually aligned to a facilitative student-centred
model. She found that that highest musical achievement had been found in Type 6
systems. Her findings indicated that particular qualities of relatedness in dyads - more
dialogic and reciprocal which involved teacher receptivity to students’ experience,
positively influenced learning. This seems to bridge with the findings of Kurkul (2007)
who linked higher levels of teacher non-verbal sensitivity with student perceptions of
lesson effectiveness, with the work of Barrett and Gromko (Barrett, 2006; Barrett &
Gromko, 2007) who found evidence of the benefits of mutuality and collaboration in
learning dyads, and with Burwell’'s (2005) findings of teachers encouraging greater
student verbal participation and use of exploratory modes of questioning as linked with

enhanced achievement.

Creech’s work identified and categorised characteristics of the dyad, rather than
characteristics of either teacher or student. This focus on the relational system as an
influencer of learning proffered a way of conceptualising the pedagogic context and the
outcomes of that context as affected by the co-influencing world of experiencing
between the participants. Her work brought into focus the significance of the emergent
properties or potential of the particular dyadic relationship. By implication it raised

questions about the interpersonal match and its role in enhancing or disrupting learning
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in one-to-one music education contexts, as previous researchers (Gaunt, 2011; Purser,
2005; Serra-Dawa, 2010) had indicated.

2.14 Summary and Contextualisation of the
Current Research Questions

Research literature examining one-to-one pedagogy in conservatoires began to
develop in the past two decades. The majority of empirical studies in this field were
designed upon research questions that focused on teaching strategy, methods and
approaches to one-to-one tuition, rather than on the nature of ‘relationship’ itself.
However, the body of research revealed evidence that the relationship between
teacher and student has implications for the experience and outcomes of learning in
this context. A range of features of the relationship were found to be significant
including: power relations, the common occurrence of teacher dominance-student
passivity, evidence of collaboration and mutuality, the teacher-student interpersonal
match, interpersonal conflict and its negative implications, the tensions of intimacy and
detachment and the process of changing teachers. The review revealed
methodological limitations for some of the qualitative research papers and this creates
both a space and demand for further research to build an evidence base that can

strengthen, elaborate and/or contest existing claims.

It is important to note that one-to-one tuition is the central pillar of the student learning
experience in the conservatoire and it takes place behind closed doors. Positive and
harmful implications of phenomena of the relationship in this pedagogic context were
identified in this review and previous researchers have called for further investigation
into the relationship. It thus seems critical to ask direct questions about the influence
and nature of the ‘relationship’ in this learning situation. The research questions in the

current study are formulated thus:

¢ What significance do teachers and students give to the 'relationship’
between them in one-to-one tuition?

¢ How do qualities and forms of relatedness between teacher and student
influence the process, experience and outcomes of teaching and

learning?

A particular gap in the current state of knowledge was also identified in this review.
There are currently no in-depth dynamic psychological or psychoanalytically informed
empirical studies or formulations of the workings of the conservatoire one-to-one tuition

relationship. Indeed Gaunt spoke of the need to ‘consider the relational aspects of
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one-to-one tuition in more detail... drawing on the experience of other fields of one-to-

one interaction’ (Gaunt, 2011, p. 177). In discussion of her findings she wrote:
the relationship itself may be a pivotal feature in determining the degree of
success for the student in learning, and clearly more research is needed to
explore student-teacher dyads in conservatoires from psychological and

psychodynamic perspectives, in relation to their impact on learning, personal
and professional development (ibid, p. 176)

The research approach taken in the current study offers a direct response to this call
through provision of a ‘relational psychoanalytic’ and ‘dynamic psychological’ reading of

the one-to-one tuition relationship.

The next chapter will provide a review of ‘relational’ concepts from psychotherapeutic
literatures. The concepts outlined there will constitute the lens through which | will

interpret findings from the current research.
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Chapter 3: Literature Review of Relational
Concepts within Psychotherapeutic and
Psychoanalytic Literature

3.1 Introduction

This chapter provides an outline and discussion of ‘relational’ concepts as they have
emerged within psychotherapeutic and relational psychoanalytic literatures. The
chapter enters discussion by positioning the concept within the paradigm of dynamic
psychology and then proceeds to an examination of particular ideas from relational
responsibility, intersubjectivity and relational psychoanalysis. The term ‘relational’
appeared in the application of social constructionism to psychotherapeutic practices in
the work of McNamee and Gergen (1999) who developed a perspective known as
‘relational responsibility’ and it became prominent in the field of psychoanalysis when
the term ‘Relational Psychoanalysis’ was first coined by Greenberg and Mitchell (cited
in Aron, 1996, p. 13).

3.2 Dynamic Psychology

In the field of psychology the long tradition of categorisation systems including trait and
personality theories, motivational typologies and learning styles and the western world
assumption of the unified self and of notion of the individual inner psychic world of self
became the subject of critique in the latter part of the twentieth century. Such systems
of thought were criticised as too rigid, static and limiting to capture the complexity,
inconsistencies and self-contradictions of human experiencing (Apter, 2003; Gergen,
2009; McNamee & Gergen, 1999). A dynamic psychology that took account of
patterns and dynamics within systems of human interaction and of the socially
constructive nature of human communication thus developed. Within that
psychological paradigm a relational perspective emerged which is the focus of

discussion in this chapter.

3.3 Relational Responsibility

The historical prominence of the discourse of the self and of the focus on the individual
as an isolated unit to describe and explain human functioning was critiqued by authors
McNamee and Gergen (1999). They argued that the notion of self was born of
relationship and that feelings, explanations of intentions and justifications for actions

were relational moves which were accompanied by relational implications. Their work
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examined the language and discourses of mental life and of relatedness. They argued
for relational responsibility and the interactive negotiated nature of mental states and
conditions, rather than the latter being framed as properties of the isolated individual.
Their work explored the nature of social existence and the situated-ness of the
individual within complex networks of relations. The inevitability and ubiquitous nature
of conflict, disharmony and failures in mutual understanding in human relationship were

discussed. They wrote:

disruptions, annoyances, and even wrenching upheavals within any relationship
should not be considered unusual or deeply problematic deviations from the
normal... complete harmony is bought at the price of vast suppression (ibid, p.
24)

Periods of harmony, mutual agreement and smooth interchange between individuals
were advocated as partial, shifting, temporary and precarious and thus, problems in
relationship were to be understood as an ordinary and unavoidable part of human life.
They argued that ‘Glitches are the normal order of things’ (ibid, p. 24). Problems and
tensions in relationship were similarly not to be thought of as fixed, permanent and
unalterable, but rather open to the possibilities of transformation and renegotiation
through what they described as ‘relationally responsible inquiry’. So what did this form

of inquiry involve?

The authors theorised that through a shifting and altering of an individual’s own position
and perspective within a relationally problematic situation, this could bring about a
difference in dimensions of relatedness. The passage below captures the way that
relations were presented as being recast and re-organised through one individual
reconsidering their own claims to identities, positions or emotions. This was
understood to invite new possibilities for relating or ‘alternative dances of relationship’
(ibid, p. 27) as they described it.
to talk with a new voice is to invite the other to treat one in a different way; to
define oneself differently also defines the other in a new way... to move from
the position of authority to questioner, from assured to the ambivalent, or from
the angry to the sympathetic invites an alternative identity from the other. To
become questioner invites the other’s authority; to be ambivalent opens the way
for the other's ambivalence, and to replace anger with sympathy enables

defensiveness to be replaced by good will. If effectively pursued, relationally
responsible inquiry has transformative potential for the participants (ibid)

The pursuit of relationally responsible inquiry thus seemed to suggest that in a
problematic relational interlocking conflict, the capacity in one individual to reconsider
their perspective, to reposition and reorient themselves in their orientation to the other,

could open up the possibility of transformation of the interpersonal situation.
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This idea was explored in the work of Burkitt (1999) who talked of the shifting, changing
and continual reconfiguring of relationships as a generative dance. The author wrote

as follows:

persons in relationships are constantly repositioning themselves like dancers
engaged in fluid but patterned formations. In relationships, people are always
repositioning themselves in respect of others and also in respect of previous
relationships and their outcomes (ibid, p. 75)

Burkitt discussed the rise of blame in negative interactions and suggested that the
conditions that enabled such relationship configurations to emerge needed to be
brought into view. Thus responsibility was presented as always shared, since all
actions were understood to take place within interrelationships and interdependencies,
and within the contexts of other actions. Burkitt argued that no action emerged in a

‘mythical rarefied stratosphere above relationships’ (ibid, p. 72).

The intertwining nature of human interactive processes and their constituting and co-
constructive nature were highlighted in these writings. The possibility of change and
conflict resolution appeared to be captured in this work through the capacity to take
account of the relationship and the positions taken up within it, and through a flexibility
to generate ‘alternative dances’ rather than become rigidly ossified into one position or

perspective.

3.4 Relational within Psychoanalysis

Psychoanalysis as a theoretical paradigm arose from investigation into psychological
phenomena that occurred in the clinical consulting room where an ‘analyst’ and a
‘patient’ worked together to alleviate psychological suffering in the latter. The early
Freudian psychoanalytic methodology involved the analyst interpreting the client’s
subjectivity through conducting a metaphoric excavation into the contents of the
patient’s unconscious mind (Rabin, 1995), and this later shifted to a focus on the
analyst interpreting the client’'s experience of the analyst’'s subjectivity (Aron, 1996,
1999). The focus of analysis and interpretation thus became the interactional nexus
(Dunn, 1995), the intersection of the subjectivities of the analyst and the patient
(Ogden, 1999), or the ‘realm of the between’ (Gergen, 1994, p217, emphasis in the
original). The issues inherent in interpreting the experience of another human being
also became a focus for relational psychoanalysis. These theories began to recognise
the irreducible subjectivity and influence of the analyst on the therapeutic process; that
therapeutic outcomes were influenced by qualities of relationship between therapist

and client, and that analytic method was not a disembodied transmission of insight or
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knowledge but was rather an affectively and intersubjectively imbued process (Aron,
1996; Stolorow, 1997).

The term relational came into the language and discourse of psychoanalysis in the
1980s. This marked a revisioning of psychoanalysis from the classical positivistic,
quasi-biological one-person psychology, into a contextual psychology that recognised
the bi-directionality and mutually constitutive nature of intersubjective relations and the
primacy of relatedness in the making and shaping of human experience (Aron, 1996;
Dunn, 1995; Stolorow, Orange, & Atwood, 2001). The ‘Relational Tradition’, a term
used by Mitchell and Aron (1999), referred to the coalescing of diverse schools of
psychoanalytic thought that shared some common clinical and theoretical sensibilities
(Aron, 1996; Ghent, 2002). Central to this tradition was the conceptualisation of the
mind as relational, interpersonal, interactional, intersubjectively constituted and socially
constructed (Mitchell & Aron, 1999; Stolorow, 1997; Stolorow et al., 2001).

Evolving and gaining ascendancy in the United States (Mills, 2005), ideas from the
lineage of psychoanalytic thought gathered into a wave of relational thinking and two
approaches in particular, Sullivan’s (1953) American based interpersonal psychiatry
and British based object relations theory!, became central to this movement.
Relational ideas were shaped by interdisciplinary exchange and wider historical and
cultural transformations and key influences included: intersubjectivity theory, social
constructionism, postmodernism, feminism, political theory, gender studies,
perspectivism, and dynamic systems theories (Aron, 1996; Mitchell & Aron, 1999;
Rabin, 1995; Stolorow, 1997). The contours of key epistemological approaches within
those other disciplines, for example the commitment to deconstructing absolutist
narratives, the interrogation of binaries and the understanding of knowledge as partial

and contextually constructed, was sculpted into this approach (Aron, 1996).

The stream of relational psychoanalytic ideas did not merge into a unified system of
thought (Ghent, 2002; Mills, 2005; Mitchell & Aron, 1999), rather theorists within the
tradition argued for distinct emphases, priorities and metaphors, and advocated
different definitions even for the same term (see 3.4.1 and 3.4.2 for discussions on
divergent definitions of ‘intersubjectivity’). The coexistence of contradictions in their
midst was understood as reflecting differing vantage points. With variance in
perspectives, a community of practice emerged in debate and dialogue around what

was known as a ‘relational way of thinking’ (Ghent, 2002).

! See Gomez (1998) for overview of object relations theory and key psychoanalytic writers within that
tradition.
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Having sketched relational psychoanalysis onto the historical map, key ideas and

concepts will now be outlined.

3.4.1 Intersubjectivity Theory: Dynamic, Dyadic, Intersubjective
Systems

Within  relational psychoanalysis, intersubjectivity was broadly defined by
intersubjectivity theorists (Stolorow et al., 2001) as the relational contexts in which all
experience takes form. They argued that their perspective was different to an
interpersonal theory since its focus was not predominantly on analysis of behavioural
interaction; instead they located their perspective within phenomenological field theory
and dynamic systems theory as their work sought to understand the interweaving of
worlds of experiencing (ibid, p. 475). The notion of a dynamic, dyadic, intersubjective
system (Stolorow, 1997) was put forward to theorise the interplay of two subjective
worlds within the one-to-one therapeutic relationship. Dynamic systems theory (Thelen
& Smith, 1994) had a key influence on the development of psychoanalytic
intersubjectivity theory. Ideas from the former became central to the latter; such ideas

from dynamic systems theory included:

e order and patterns emerge out of complex living systems,

e emergent qualities or phenomena cannot be predicted from the characteristics
of the individual elements in the system,

¢ whatever emerges within and from the system is totally different from the
elements that constitute the system itself, and

e change within a dynamic complex living system arises through periods of
disorganisation and disturbance within the system. Loss of stability and
coherence provide the process through which the system can work its way to

discovering and exploring new, stable patterns.

These ideas were recast within the intersubjective frame and gave rise to the following:
the notion that psychological phenomena and experience were not constituted from
isolated intrapsychic mechanisms or fixed structures, but instead were created and
emergent at the interface of reciprocally interacting worlds of experience. The
emergent potential of the relationship was understood to be more than and different to
the personalities and subjectivities of the two individual participants. Theory of
therapeutic and personal change was presented as arising out of unpredictable
disturbance and disorganisation within the relationship, and this could lead to potential
new experiences and ways of being in the relationship. Change was understood to be

possible and sustainable only if the two participants in the relationship could tolerate
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and contain painful affect states that accompany periods of destabilisation in the

relationship (Stolorow, 1997).

With some similarity to Stolorow’s ideas, intersubjectivity was articulated in the work of
infancy researcher Stern (1998, 2004) as a basic condition of mind and relationships.
Stern also discussed the emergent properties of complex dynamic systems to theorize
processes of therapeutic change (as detailed below). His theories, derived from
observations and analysis of infant-caregiver interactive systems, conceptualised
intersubjectivity as occurring all the time in any dyad. He articulated the co-influencing
nature of dyadic human interactional systems, writing that ‘two minds create
intersubjectivity. But equally, intersubjectivity shapes the two minds’ (Stern, 2004, p.
78). His theory emphasised the place and role of the intrapsychic and the
intersubjective, rather than either/or. The intersubjective field was defined by Stern as
the:
domain of feelings, thoughts, and knowledge that two (or more) people share about
the nature of their current relationship. Not only is this intersubjective domain
shared, but the sharing also is validated between them, implicitly or explicitly. (ibid,
p. 243)
It was thus presented as both a declarative (explicit) and non-declarative (implicit) field

of shared experiencing and knowing that emerged between individuals in relationship.

3.4.1. Implicit Relational Knowing

Stern (1998) used the terms ‘implicit relational knowing’ and ‘schemes of ways of
being-with-another to describe the non-declarative, implicit understandings that
develop in interactive processes with specific other human beings and these were
articulated as part of the intersubjective field. The endless myriad of interactive
processes and moments of being in relationship with a specific other were framed as
creating familiar canons of moments of life (ibid) within the specific relational context.
Implicit relational knowing, he described as a repertoire of affect patterns, motor
procedures, relational expectations and patterns of thinking that develop within a
specific relational context, and this knowing was articulated as largely non conscious,

but not unconscious in the psychodynamic sense of repressed (ibid; Stern, 2004).

3.4.1.i Now Moments and Moments of Meeting

Stern argued that such implicit relational knowing afforded the individual an
understanding of how the relationship was expected to move along moment by
moment, and it was only when the ‘normal, canonical way of doing business together’
(Stern, 1998, p. 304) was destabilised by an unexpected, unpredicted emergent

property of the relationship that the possibility of a new intersubjective context was
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offered. Such moments in the dyadic relationship, termed ‘now moments’ (ibid),
involved both individuals encountering the unfamiliar within their intersubjective
relational field. He likened this interactional phenomena to a ‘moment of truth’, as such
moments were likely to be experienced as affectively charged, difficult, challenging,
anxiety provoking, and important for the immediate and long-term future of the
relationship (ibid). He argued that ‘now moments’ required a unique, authentic
genuine response, that was non formulaic and non-habitual from both partners in the
dyad, a kind of improvisational response that involved risk. Mutual recognition of this
moment by both parties was required, in order that a new intersubjective shared state
could come into being. Such relational moments were referred to as a ‘moment of
meeting’. A ‘now moment’ could thus present an emergent point in the relationship that
could offer the possibility of positive permanent change in the relationship in the form of
a ‘moment of meeting’. This had resonance with the idea of change in Stolorow’s
(1997) work discussed above. Stern also argued that now moments that were not
transformed into moments of meeting, could have serious consequences for the
relationship. In the context of a therapeutic dyad, he argued that part of the
intersubjective terrain would become closed off, giving rise to a sense of a kind of ‘no-
go area’ in relating. This could ultimately lead to the continued existence of the

relationship being put into serious question (Stern, 1998).

3.4.2 Intersubjectivity: Dialectic between Mutual Recognition
and Complementarity

Contrasting with the previous authors, Benjamin (1999) and Aron (2000, 2006) argued
for intersubjectivity as a developmental progression and a capacity that is intermittently
and repeatedly created, destroyed and re-created, rather than as a condition of all
relating. Intersubjectivity was defined by these authors as a capacity to navigate the
dialectical tension between relations of complementarity and of mutual recognition.

This perspective will now be outlined.

3.4.2. Complementarity and Impasse

Benjamin (1999) theorised power relations within dyadic relationships and discussed
the way in which human relationships intermittently, repeatedly and inevitably fall and
habituate into binary oppositional dynamics: what she termed ‘complementarity’. | will

outline this concept now.

In complementary binary relations, one party in a relationship asserts their will, point of
view, meaning, reality or need; the other person reacts by taking up a complementary

(that is, polar opposite) position (Aron, 2006; ibid). A complementary structure of
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relating begins to organise the relationship into a power struggle of submission—
dominance, ‘doer - done-to’, victim-persecutor, powerful-powerless, active-passive,
authoritarian-deferential and so on. It is as if the position of one person in the dyad co-
determines the position of the other. The relational experience is one of a tug-of-war;
with each person feeling relationally pushed, pulled, pressured or nudged into position
by the other.

An impasse in complementary binary relations emerges when both people in the
relationship become locked into a fixed pattern of oppositional relating where each
person is unable to recognise the subjectivity of the other. When the interlocking
system of binary relating becomes rigid, ossified and permanent, the stalemate of an
impasse arises. The more one person locks into a singular position, the more rigidly
the other becomes locked into their opposing, complementary, binary opposition (Aron,
2006). The complementary structure can oscillate, allowing roles to be reversed, but
the structuring of the relationship around the polarities of power becomes fixed and
unalterable in the impasse (ibid; Benjamin, 1999). So for example, an individual in a
dyadic relationship who feels persecuted by the other may flip into the position of
becoming or being experienced as the persecutor. Thus, the binary structuring of
positions in the relationship becomes inflexible and intransigent, but the positions may
be reversed. Neither individual is the sole guardian or claimant of one position. Aron
spoke of the consequences of the interlocking relational configuration as follows:

it is when individuals get locked into narrowly defined roles with limited

interactional options that they stop thinking in action. (Aron, 2000, p. 680)
Aron proposed that when a therapeutic relationship becomes fixed in complementarity
this heralds the beginnings of a therapeutic impasse (a stalemate) that seriously limits
the potential of the relationship (Aron, 2006). Ongoing complementarity in a
relationship stifles thinking, freedom, fluidity, playfulness and unpredictability because
the cycle of power struggle dominates. Only through the dissolution of such
permanently fixed binary power relations can intermittent entry into intersubjectivity and
mutual recognition become possible (ibid; Benjamin, 1999). The route to mutual
recognition as framed in this theory is through the creation of what is known as ‘the
third’ (Aron, 2006; Benjamin, 2009).

3.4.2.i ‘The Third’ in Intersubjectivity

Through having the capacity to step out of the relational configurations of power
struggle where one person is defined in binary opposition to the other, a third position,
a space for thinking and reflecting upon the complementary relational dynamic, opens

up. This third point, achievable through self-reflexivity, transcends the binary positions
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of powerful-powerless, doer—done-to, dominant-submissive relations in intersubjective
space, and it is through the creation of the third position that the possibilities of the

development of new forms of relating may arise. This was termed ‘the third’ (ibid).

Aron (2000) explained that self-reflexivity, also described as the reflexive function of
mind, was a capacity to manage the dialectical tension between experiencing oneself
as a subject and of reflecting upon and thinking about oneself as an object. This was
presented as involving both an observational mode of self and an experiencing mode
of self. The observational mode of self, involved taking a view of oneself as if from
outside looking upon oneself as an object of thought; it thus involved cognition. The
experiencing mode of self, occurred in the immersion and immediacy of the present
moment as a subject, as an experiencing emotional being. The capacity for self-
reflexivity was thus theorised as integrating thought and affect, mind and body.
Importantly the capacity to manage the tension of shifting smoothly between
experiencing and observational modes of self, allowed for the emergence of a
triangular relation of: self, the other and the other’s view of the self. He wrote of self-

reflexivity that it:

involves the mediation of the self-as-subject with self-as-object, the "I" and the

"me," the verbal and the bodily selves, the other-as-subject, and the other-as-

object. (ibid, p. 684)
It was through this self-reflexive capacity in a therapist to be able to think about their
own reactions and positioning within a power struggle (i.e. through creation of ‘the
third’), that the relationship could open up to the possibilities of negotiated
collaboration. Self-reflexivity could thus prevent a pattern of submission—domination
becoming permanently fixed (See Figure 3 below for a diagrammatic representation of
ideas relating to creation of ‘The Third’ in a therapeutic dyad)

= Stepping out of power
struggle
e Third space to think and
reflect together
The Third e Reflection upon self, other and
other’s view of self

= Self-reflexivity permits new

Q . forms of relating

Therapist Client

Figure 3: Diagrammatic Representation of 'The Third'
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These ideas find resonance with ideas discussed earlier, including the concepts of
relational responsible inquiry and the generative dance which involve repositioning and
reconfigurations of relational positions in order to afford the possibility of transformation
of conflicted interpersonal situations, and with Schén’s (1987) notion of the route out of
the impasse of the ‘learning bind’ as achievable through the process of ‘reciprocal

reflection-in-action’.

3.4.2.ii Intersubjectivity and Mutual Recognition

Benjamin (1999) argued that in dyadic relationships, intersubjectivity referred
specifically to the zone of experience where the other was recognized as having a
separate and equivalent centre of self. It involved mutual recognition which was
manifest in the capacity to sustain and balance the contradiction between asserting
one’s own subjectivity (e.g. needs, feelings, wishes, desires, demands), whilst also
recognising the subijectivity of the other, particularly when their reality, need or will was
contrary to one’s own (ibid). Aron (1996) argued that mutuality of recognition of
separate subjectivities, subject-subject relating, coexisted in a dynamic tension with
subject-object relating. Mutual recognition was thus not a stable and once and for all
achievement in dyads, but rather was achievable periodically and intermittently and co-
existed with the inevitable repeated collapse into complementary binary relations. He

articulated mutuality of recognition as essentially recognition of each other’'s autonomy:

For mutuality of recognition to exist in a relationship, there must be two
participants who feel themselves to be autonomous people capable of
agreement and disagreement. (ibid, p. 151)

Mutuality and intersubjective negotiation were thus not to imply an absence of discord
or conflict in relationships, rather they would enable the possibility of the recognition
and co-existence of conflicting viewpoints in dyadic relations (ibid, p. 157). This
echoes with McNamee and Gergen’s (1999) proposition of the inevitability of conflict,

disharmony and failures in mutual understanding in human relating.

3.4.2.iv Autonomy: Deconstructing the Binary of Separation and
Relatedness

A concept termed ‘dynamic autonomy’, referred to by Aron in his discussions of mutual

recognition, was offered by Keller and defined as:

a product of relatedness with others as well as of separation from them.
Dynamic autonomy develops not only from a sense of competence and
effectance, but also out of a sense of continuity and reciprocity of feeling in
formative interpersonal experience. (Aron, 1996, p. 151)
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This notion of autonomy was valuable as it sought to deconstruct the binary
oppositions of autonomy versus connection that had emerged in psychological
literature. It seemed to give rise to a notion of autonomy or independence as emerging
out of or through relatedness. Furthermore it brought into question the idea of
autonomy as a static stable property or achievement of the isolated individual and

offered a relational co-constructive framing of this achievement.

Having discussed the concept of intersubjectivity, this chapter draws to a close with a

final area of consideration - the tension between intimacy and isolation.

3.4.3 The Tension of Intimacy and Isolation

According to a relational paradigm, inherent to human relating is the encounter and
negotiation of the tension between the desire to be known and not known by the other,
and to know and not know about the other (Aron, 1996). These contradictory desires

were articulated as follows:

We each have an essential, built-in desire for contact with the other... which
includes two distinct aspects: the desire to know the other and the desire to be
known by the other... | would emphasize the wish to reveal oneself to the other
as well as the longing to find the essence of the other... In addition to these two
complementary wishes — to know and be known — there is a contrasting set of
wishes and needs. There is a strong desire to avoid contact with the other, to
be hidden, protected, left alone. (ibid, p. 234)

Human relationship is thus presented as plagued by this paradox of opposing and
competing desires. This raises inescapable questions and unavoidable anxieties about
being in relationship with another. For example, when and how to be or not to be
intimate or detached? How close is too close and how distant, too distant? When
does intimacy become intrusion? When does distance become abandonment? When
does closeness become claustrophobic? When does detachment become unbearable
disconnection? And so on. Such questions would be framed in a relational paradigm

as inevitable to being in relationship.

3.4 Summary

This chapter has discussed the notion of relational within the field of psychotherapeutic
literatures. Positioned within a dynamic contextual psychological paradigm, concepts
from relational responsibility and relational psychoanalysis were outlined. Divergence
and convergence of meanings between different conceptual frameworks were
highlighted. This conceptual landscape has been outlined as it provides an approach
to analysing the interactive, dynamic and conflicted nature of dyadic relationships. The
theories articulate understandings of patterns and forms of relatedness in human
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interactive systems. As such this chapter has provided key ideas that will constitute
the interpretative lens through which | will examine the relational dimension of one-to-

one vocal tuition relationships.

The next chapter is dedicated to an account of the methodological and epistemological

approach taken in this study.
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Chapter 4. Methodology

4.1 Introduction

This chapter begins with an introduction to epistemological stance and methodological
approach taken, followed by an overview of methodological design and preliminary
comments about analytic approaches employed. Detailed descriptions and critical
reflections on methods of data collection and analysis are then presented. A brief
outline of how findings will be presented in this thesis then follows. Finally critical
reflections on my role as an ‘outsider’ researcher and on issues of validity are

addressed towards the end of the chapter.

4.2 Epistemological Stance and Methodological
Approach

A contextualist and interpretative phenomenological epistemological position is taken in
this study. A contextualist perspective differs from an essentialist positivist approach
that argues for one reality that exists ‘out there’ in the world that can be examined or
observed objectively as if isolated from the researcher (Madill, Jordan, & Shirley, 2000;
Shaw, 2010). Rather, contextualism understands knowledge as local, provisional,
partial, context dependent and socially and intersubjectively constituted (Coyle, 2007;
Kvale & Brinkmann, 2009; Shaw, 2010). Paradigms of social constructionism and
symbolic interactionism are relevant to the study as they seek to understand a situation
from the perspective of the actors, and to explain how social actors recognise, produce
and reproduce social actions and how they come to share an intersubjective
understanding of particular situations (Schwandt, 2001). Sitting between essentialism
and constructionism, contextualism recognises the way that individuals make meaning
of experience, and that such meanings are mediated and shaped through interaction
with the social and contextual environment (Braun & Clarke, 2006; Larkin, Watts, &
Clifton, 2006).

Turning to interpretative phenomenology; phenomenology is concerned philosophically
with lived experience and the phenomenological stance taken focuses on participant’s
individual concerns, cares, experiences and cognitive and affective reactions. The
interpretative stance contextualises claims within social and contextual environments,
and endeavours to understand the mutually constitutive relationship between ‘person’

and ‘world’ drawing on a psychological framework (Larkin et al., 2006; Smith, 2004
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Smith, 2011a). In this regard the psychological framework employed in this study is a
dynamic relational psychotherapeutic perspective and its epistemological
underpinnings cohere with those discussed above (see chapter 3 for details of

epistemological influences of that framework).

Below | provide an overview of methodological design, introductory overview of each

strand of investigation and a rationale for the methodological design.

4.2.1 Overview of Methodological Design

The methodological design of this study involved two strands of investigation (see

figure 4 below) which were undertaken concurrently.

In-Depth Case Studies

Cluster 1:
Bl Teacher (N=1) & Students (N=2) j—
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Individual Interviews

Teachers (N=8) Thematic Analysis
Students (N=15)

Figure 4: Methodological Design

4.2.1. In-Depth Case Studies Overview

One strand, entitled ‘In-Depth Case Studies’, involved the in-depth analysis of teacher-
student dyads within two clusters. This approach provided highly detailed, nuanced
and rich descriptions of idiosyncratic individual experiences and perceptions. Aims of
this strand were:

e To understand how a teacher and student experienced, perceived and made
sense of qualities, patterns and forms of relatedness that emerged within their

particular dyadic relationship
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e To understand how forms of interpersonal relatedness in teaching dyads were

experienced and perceived as influencing teaching and learning

Data was gathered (discussed in detail in section 4.3.3.ii) through video-recording of
lesson interactions and video-stimulated reflective interviews. Interview data was
subjected to interpretative phenomenological analysis (I.P.A.) which sought to provide
an evocation of the particularity of the experiential life-worlds of participants (Smith,
2004) within the context of their particular teacher-student pairing. This approach
enabled highly detailed examination of the shifting, complex, dynamic, partial and
contradictory nature of participant accounting for experience. Analysis of data allowed
for identification of themes and sub-themes within individual accounts that were salient
to the aims of this strand. Through triangulation of teacher and student perspectives
within a dyad, this allowed for analysis of points of convergence and divergence of
experience, perception and meaning making between co-participants within a specific
relationship. Analysis of convergence and divergence of themes across dyads within a
cluster, and across clusters was undertaken to develop understandings of individual
experience and perception of forms of relatedness as emergent within different dyadic
contexts. A relational interpretative reading of the data is offered. The case study

clusters were situated within one conservatoire, conservatoire ‘A’.

4.21.i Individual Interviews Overview

The other strand entitled ‘Individual Interviews’ involved the collection of two sets of
data through semi-structured interviews conducted with individual teachers (N=8) from
4 conservatoires and individual students (N=15) from 2 conservatoires. Aims of this

strand were:

e To understand what teachers and students perceived as significant about the
‘relationship’ in one-to-one tuition

e To understand how qualities and forms of interpersonal relatedness between
teacher and student were experienced and perceived as influencing teaching

and learning

Convergence and divergence of meanings, claims, experiences and phenomena were
examined through a phenomenologically informed thematic analysis (Braun & Clarke,
2006). This approach, also afforded rich detailed accounts and interpretations.
However the level of detail of textual analysis and attention to nuance and contradiction
within single accounts was inevitably constrained by the larger number of participants
in this strand of the study, and this contributed to the decision to undertake a thematic

analysis rather than an |.P.A. with these data sets.
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4.2.1.iii Rationale for Methodological Design

The methodological design allowed for the production of rich complex and nuanced
detailed constructions, derived from the dyads in the case study strand, to be
understood and situated within the context of a larger number of individual cases,
derived from the individual interviews. The choice of I.P.A. for the case study strand
allowed for depth of analysis and perspectival insights into the dynamic workings of
particular dyadic relationships that were situated within one specific institutional
context. The thematic analysis of the individual interviews strand, whilst also offering
rich and detailed constructions of experience and perceptions, aimed for breadth of
analysis, across a wider group of teachers and students and across conservatoire
institutional contexts. This second strand enabled identification of convergence and
divergence of themes within groups (of teachers and of students) and between groups.
The analytic methods thus share epistemological underpinnings but the decision to
employ two different methodologies took account of the difference in approach to depth
versus breadth in analysis. The two strands are complementary and allow for the
question of ‘typicality’ (Fossey et al., 2002) of the case study findings to be considered
since the design affords the possibility of contextualising the unique idiosyncratic
findings from case study participants within a wider collective of concerns and

experiences and contexts.

I will now provide an initial commentary on both analytic approaches before entering

into detailed discussions of procedures of data collection and analysis.

4.2.2 Preliminary Comments on Interpretative
Phenomenological Analysis

Interpretive Phenomenological Analysis (I.P.A.), a qualitative research methodology,
was developed in the field of psychology by Smith (1996) and since then a corpus of
empirical work has evolved which is situated in particular within the field of health
psychology (Cassidy, Reynolds, Naylor, & De Souza, 2011). The approach seeks to
reveal the meaning of an individual's experience of specified phenomena through
attending to experiential accounts that are grounded in the everyday life-world of the
individual (ibid). This methodology is idiographic in approach; this refers to the study
of ‘individual’ persons as they engage with specific situations or events in their lives
(Larkin et al., 2006).

Theoretical origins of I.P.A. derive from writings of 20™ century philosophers including
Husserl, Heidegger, Gadamer and Schleiermacher. Their theories of interpretation

(hermeneutics), phenomenology and idiography are central tenets of I.P.A. (Cassidy et
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al., 2011; ibid). Heidegger's notion of ‘dasein’, or ‘there being’ understands the
individual as always a ‘person-in-context’. The individual is viewed as constituted by
relatedness to the world and cannot be understood nor exist in isolation from a
contextual world (Larkin et al., 2006). As Cassidy et al. (2011) describe it:

Heidegger’s position was that human existence is utterly and indissolubly bound
up in the world, a world of people, things, language, relationships, and culture
(ibid, p. 265)

Inherent to I.P.A. methodology are the assumptions that there is no direct access to the
experience of another human being and that the researcher is not seeking to uncover
an essential truth or ‘reality’ about the lived experience of participants. Rather the
researcher is engaged in interpretation: a ‘double hermeneutic’. Interpretative activity
is undertaken by the researcher bringing their own ways of making sense to the
participant’s experience, and the participant is concurrently seeking to make sense of
their own experience (Smith, 2011a). The focus on ‘sense making’ places mentation at
the heart of this approach (Smith, 2004). The influence of the researcher, their
methods, theoretical constructions and biography, are acknowledged as both
structuring the encounter with participants and shaping the analytic account that

emerges (Larkin et al., 2006). Cassidy et al. (2011) elucidate:

what is captured of another’s experience using IPA will always be indicative and
provisional rather than absolute and definitive because the researchers
themselves, however hard they try, cannot completely escape the contextual
basis of their own experience (ibid, p. 266)

With these assumptions inherent to the approach, a sensitive, empathic and
responsive researcher attitude to the subject matter is viewed as critical (Larkin et al.,
2006) in order to aim at capturing and reflecting closely participants’ perspectives,

albeit within these constraints.

Analysis in I.P.A. involves in-depth close reading of participant’s talk and since it is
linguistically based it is dependent upon participants’ abilities to articulate thoughts and
feelings adequately (Chamberlain, 2011). Different to discursive constructionist
approaches which seek to examine language and the social and cultural contexts,
practices and conditions that create, sustain and obscure particular meanings or
experiences (Braun & Clarke, 2006), I.P.A. instead assumes a link between language
and experience:

there is a chain of connection between embodied experience, talk about that
experience and a participant’'s making sense of, and emotional reaction to, that
experience (Smith, 2011a, p. 10)
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As an idiographic approach, this involves examination of individual cases in depth and
detail and through cross case analysis there is a search for convergence and
divergence of themes (Coyle, 2007; Smith, 2004). This enables the individual account
to be situated within collective accounts so that the existence of patterns of experience
and meaning can be identified. The method does not seek to measure incidence or

answer questions of causality.

Concerns with identity and self, attention to bodily feeling within lived experience and to
perceptions of the body in illness have been areas of particular focus in I.P.A. research
(Smith, 2011a; Smith & Eatough, 2007). [.P.A's particular attention to embodiment
makes this approach apposite to the current study which examines the experiences of
singers, and this is reflected in the methodological choice of I.P.A. for a study that
examined opera choristers’ professional identities (Oakland, 2010; Oakland,
MacDonald, & Flowers, 2013). The voice was articulated in that research as
inseparable to embodiment and sense of self for professional singers and the term the
‘embodied voice’ was used. An evocative description of the intertwined nature of voice
and identity for opera singers was offered in Oakland’s thesis:

The voice is never absent from the body and unlike an external musical

instrument it grows with the body and dies with the body. Consequently, the
voice is an essential part of a singer's identity. (2010, p. 29)

I.P.A. thus offers an appropriate methodological approach to analyse data from the in-
depth case studies of vocal teacher-student dyads since it attends to experience,
emotion, meaning making, embodiment and perception and is particularly appropriate

for the analysis of small samples (Smith, 2004).

4.2.3 Preliminary Comments on Thematic Analysis

Thematic Analysis is a qualitative method of analysis used widely in psychology for
identifying and analysing patterns within data. Discussions and suggestions proposed
in Braun and Clarke (2006) for employing thematic analysis in psychological research
were drawn upon in this study. Theoretically flexible, this method has and can be used
within a range of epistemological positions - essentialist, constructionist or
contextualist, depending on the purpose and aims of the research (ibid). A
phenomenologically informed contextualist approach was taken in this study, as this
was congruent with the aims and enabled analysis of experiences, meanings and
realities of participants, whilst acknowledging the ways that broader context impinged
on and influenced particular meanings. The method allowed for patterns of meaning
and experience to be identified within and across individual accounts, and within and

across the group of teachers and group of students.
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4.3 Procedures of Data Collection

4.3.1 Recruitment and Samples

Recruitment of participants took place through purposive, self-selected and snow-ball

sampling. Recruitment activities included:

e Contacting senior academic and faculty staff listed on websites of all London
based conservatoires via email inviting participation

e Placing hard copy advertisements on noticeboards in these institutions (see
Appendix 1 for example)

e Making contacts via collegiate contacts of staff within my institute of study

¢ snow-ball sampling through participants

Two conservatoires facilitated institutional access and ethics approval specific to one
institution (named Conservatoire ‘A’) was required in addition to approval from my
institute of study; this was undertaken and granted (detailed discussion of ethics

appears in section 4.3.2).
Inclusion criteria for teacher participation were:

¢ Currently engaged in vocal teaching in a UK conservatoire
e Currently engaged in one-to-one tuition of vocal students

e Fluent in English language
Inclusion criteria for student participation were:

e Currently studying voice as principal instrument in a conservatoire in the UK
e Currently being taught voice in a one-to-one context
¢ Undergraduate or postgraduate

¢ Fluent in English language

A pre-interview questionnaire seeking information on demographic variables (see
appendix 2 for student sample), an ethics informed consent form (see appendix 3) and
an information sheet about project aims (see appendices 4A and 4B for examples

used) were sent via email in advance of interviews.

Time and space for all interviews were negotiated by email with participants and these
took place within institutional contexts in most cases. A small nhumber of interviews
were conducted at the homes of teacher participants; all student interviews were
conducted in teaching studios or spaces connected to the student’s institution.
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The samples across the two strands (case studies and individual interviews) were of a
teacher-student ratio of approximately 1:2. This afforded a sense of symmetry,

although such quantifiable measures are not required in qualitative research.

Having outlined common features to both strands of investigation, aspects that were

strand-specific are now outlined.

4.3.1. In-Depth Case Studies: Recruitment and Sample

Due to issues of access as an ‘outsider’ researcher it proved difficult to recruit teachers
directly to the In-depth Case Studies strand. This may have been due to issues
pertaining to the degree of commitment that was perceived as involved extending over
a period of weeks, and/or concerns about exposure, trust and allowing a stranger to
record lessons with students. As a result recruitment of teachers was undertaken
initially to the individual interview strand (see section 4.3.1.ii below), since this involved
a one-off interview only. All teachers who patrticipated in the individual interviews were
asked about willingness to participate in the in-depth case studies; six out of ten
teachers expressed interest. Ultimately however only two teachers took part;
recruitment to this strand of investigation was determined by factors including
availability, room issues, exam pressures, illness of potential co-participating students

and time constraints.

Student selection for participation in the case studies was determined by the case
study teachers. Each teacher was asked to select students to take part with them (see
figures 5 and 6 below for demographic profile of teacher-student clusters). These
clusters were situated within conservatoire ‘A’ (name of institution removed for
anonymity) and pseudonyms have been given to these participants (for purposes of

anonymity).

A letter of participation was sent independently to teachers and students who agreed to
take part in the case studies. It advised on the nature of participation, highlighting that
involvement would include lesson observations, video-recording of a lesson and an

interview with me.
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Teacher: Jody
Female
Age: 42
High Soprano
English - First Language
White (Other)

Figure 5: Case Study Cluster 1

Teacher: Connie
Female
Age: 73
Soprano
English - First Language
White (Other)

Figure 6: Case Study Cluster 2

Student: Marcus
Male
Age: 20
Undergraduate, 2nd Year

Baritone-Lyric

English - First language

White (UK)

Student: Antonia
Female
Age: 24
Undergraduate, 2nd Year
Soprano-Lyric

English - Second Language

White (Other)

Student: Hannah
Female
Age: 27
Postgraduate, Final Year
Mezzo-Soprano/Soprano
English - First Language
White (UK)

Student: Lara
Female
Age: 28
Postgraduate, Final Year
Soprano

English - First Language
White (Other)
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Issues pertaining to teacher selection of student participants are acknowledged. As an
educator myself, | was aware from experiences of peer teaching observation and
external audit that performance anxiety and desires to be perceived positively may
shape decisions about which classes / students | might prefer to be observed with
during teaching. This links with the notion that individuals may ‘distort’ information and
present socially desirable versions of stories or self (Oppenheim, 1992) in the process
of participating in research. | sought to empathise with the teacher participants and to
make transparent potential concerns of being witnessed in the teaching process by an
outsider, acknowledging that data captured was inevitably partial, time and context-
dependent and mediated and influenced by me and the research process. | talked with
both teachers about the aims of the research - to understand both positive and
troubling relationships and their implications for learning. They were then asked to
consider inviting student participation which might reflect that spectrum of relational

experiencing.

There is a potential for teacher authority to assert influence on students’ decisions to
participate. The desire to seek a teacher’'s approval or concerns about negative
consequences for refusal to participate, are in potential in such a methodology. |
attempted to address this with both teachers and students through providing
information and communications independently to each individual participant, and by
reiterating the importance of freedom not to participate without consequence. 1 also
offered to meet with students separately from their teachers (with their teachers
knowledge) prior to participation with the aim of offering an independent space to
discuss the project and any concerns; however none of the students took this offer up.
Once the project was underway, | noticed that students were particularly willing,
responsive to and intrigued by the research process. Each of them expressed positive
reactions post participation including: enjoying time to reflect on their learning
relationship, valuing the opportunity to observe themselves in lessons on DVD and
finding a third presence in the studio added a valued performance perspective to

lessons.

4.3.1.ii Individual Interviews: Recruitment and Samples

Sample sizes in the individual interview strand of the study were determined by:
restricted access to participants as an ‘outsider’, data saturation where no new themes
emerged or added complexity to the findings, and capacity of a lone researcher to

manage a large complex qualitative data set within the timeframe of the study.
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Teacher Interviews

Ten teachers took part in individual interviews; however as indicated earlier two
teachers were recruited from this sample to the case study strand. Their data have
therefore been excluded from this data set to allow findings from this strand of the
study to be analysed as a separate and discrete body of information. Sample size was
thus N=8.

The detailed demographic profile of this sample of participants appears in appendix 5.

Summary information is as follows:

e Gender: 6 female, 2 male.

e Age: Minimum 32 years, maximum 64 years.

e Self-identified Voice Type: 3 Soprano, 1 Mezzo-soprano/Soprano, 2 Mezzo-
soprano, 1 Tenor, 1 Baritone.

e All spoke English as first language.

e Ethnicity: 7 White (UK) and 1 White (Other).

e |Institution/s of employment: 5 at conservatoire ‘A’, 3 conservatoire ‘B’, 1

conservatoire ‘C’, 1 conservatoire ‘D’

Student Interviews

Fifteen students took part in individual interviews. None of these students were part of
the case studies. The detailed demographic profile of student participants in this

sample appears in appendix 6.
Summary information about the sample:

e Gender: 10 female, 5 male.

¢ Age: Minimum 21 years, maximum 40 years, average 26 years.

e Level of Study: 3 Undergraduate, 12 Postgraduate.

e Self-identified Voice Type: 8 Soprano, 2 Mezzo-Soprano, 3 Tenors, 1 Baritone
and 1 Bass-baritone.

e Ethnicity: 1 Asian (Other), 11 White (UK), 2 White (Other), 1 White (UK/Other).

e English Language: 12 as a first language; 2 as second language; 1 did not
indicate.

¢ Institution of Study: 4 at Conservatoire ‘A’; 11 at Conservatoire ‘B’.
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4.3.2 Ethical Issues

Ethical approval for the project was sought and granted through the Institute of
Education. Ethical conduct of the researcher and research process were ensured
through adhering to the Code of Ethics and Conduct of the British Psychological
Society (2009).

Prior to beginning interviews in both strands of the study, participants were asked to
read the information sheet in my presence so that they were clear about participation
and could raise questions. | discussed my responsibilities to data management and to
safeguarding the well-being of the participant. | offered a debriefing or referral for
support should unforeseen reactions arise from the research process. Participants
were advised that they were free to decline to participate without consequence, free to
decline to answer any questions and / or to indicate if they wished to remove their data
from the project up to the point that it was transcribed. They were also advised that
extracts of data from interviews would be utilised in anonymised form in the report of
findings. Participants signed consent forms. All interviews were digitally voice
recorded and transcribed. Names of individuals, institutions and countries of origin of
participants from overseas, were removed in order to reduce likelihood of recognition in

a small community of practice.

4.3.2. Ethical Considerations Specific to Case Studies

The well-being of participants was paramount in relation to considering the potential
implications of one person discussing their perceptions, experiences, and feelings
about another person with whom they were currently engaged in a one-to-one tuition
relationship. This issue was discussed with each participant at the start of their
interview so that they could make informed decisions about what they revealed. |
explained that information gathered in the interview would not be disclosed to the co-
participant during the study in order to respect the immediate on-going life world of the
relationship. | also explained that it would not be possible to guarantee that their
comments would not be recognisable by their co-participant in future publication/s
since the data gathered were to be analysed in relation to pairings and extracts would
appear in the final report. Participants were made aware that at least two years would
elapse between data gathering and submission / public availability of the thesis. This
ameliorated the possibility of negatively influencing the immediate life of the teaching

relationship.
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4.3.3 Methods of Data Gathering

Methods of data collection for each strand of investigation will be outlined shortly; but
first I will foreground my general approach to interviews as both strands of the study

involved conducting in-depth interviews.

4.3.3. Approach to In-Depth Interviewing

Due to the intention to seek highly detailed information about participants’ experiences,
feelings, thoughts and unigue concerns about the teaching relationship, an in-depth
interviewing method was utilised. This provided a means of establishing participants’
perspectives on their experiences as expressed in their own words (Taylor & Bogdan,
1998). It allowed for issues to be clarified with participants (a form of verification) and
for the interpretative process to begin in relationship with the participant where
interpretations and ideas could be tested dialogically (Kvale & Brinkmann, 2009). Such
an approach further allowed for recognition and analysis of the ‘episodic, complex, and
ambivalent realities’ (ibid, p. 283) of human beings and this was pertinent to research

seeking to garner insights into the complexities of human relating.

| thought of the research interview as a relational encounter (Bodone, 2005; Bradbury
& Lichtenstein, 2000). Seeking to encourage participants to share intimate and
personal stories with me - a stranger, | sought to create an atmosphere that was
supportive and permissive (Oppenheim, 1992), respectful (Elliott, Fischer, & Rennie,
1999) and permeated by curiosity (Cohen & Manion, 1994). The ‘core conditions’
(Rogers, 1957) of humanistic psychology - empathy, congruence and a non-judging /
accepting presence were important as such relational conditions are understood to
foster the development of rapport (Fontana & Frey, 2005; Taylor & Bogdan, 1998).
Such an attitudinal stance seeks to assure participants of the value of what they have
to say about a subject in the context of their lives, and aims to facilitate the provision of

rich detailed experiential accounts (Smith & Eatough, 2007).

4.3.3.i Procedures Specific to In-Depth Case Studies

I undertook the following data collection processes in the In-Depth Case Studies strand

of the research (see figure 7).

Figure 7: Data Collection Process in In-Depth Case Studies
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Lesson Observations without Camcorder

Two lesson observations, with each teacher-student pair, were conducted by me
without a camcorder (total of eight lesson observations). This allowed for mutual
familiarisation to reduce impact of stranger anxiety. On arrival into the studio spaces,
both teachers introduced me to their students and invited me to position myself
wherever | wished throughout lessons. | felt that | was a welcome guest in their world
throughout my engagement with these teachers in the research. Initial social
exchanges were light hearted and humorous amongst all involved, and once lessons
began, | remained silent and became a ‘discrete presence’ (Serra-Dawa, 2010). At
times, however, both teachers involved me briefly in interactions during lessons, thus

my presence was clearly recognised and felt by all parties involved.

Video Recording of Lesson Interactions

A video recording of a third lesson of each teacher-student pair was undertaken. There
are variations in methods and rationales provided for data collection using video-
recording in the extant music education research literature. For example, researcher
absence from the lesson and use of stand-alone camcorder was advocated as
reducing disturbance of usual teacher-student interactional flow (Zhukov, 2012),
participant-control of camcorder in the presence of researcher was articulated as
reducing impact of participants’ modifying behaviour (Barrett, 2006; Barrett & Gromko,
2007), and multiple camcorders were utilised and focused on different participants with
the researcher present to observe (Kurkul, 2007). | noted from my experience of the
lesson observations that some lessons involved extensive teacher and student
movement around the territory of the studio. Serra-Dawa (2010), in her research on
the conservatoire vocal teacher-student relationship, found similarly and she took the
approach of being present and in control of the camera in order to reduce the
possibility of significant data loss that can occur with a stand-alone camera (ibid). This

study followed her precedent.

Video-Stimulated Reflective Interviews

Video data from the teacher-student lesson interactions were utilised in video-
stimulated reflective interviews conducted independently with each member of the
teaching dyad. These interviews were digitally audio-recorded. Conducting separate
interviews with each participant in a dyad was designed to support the eliciting of
independent individualised in-depth perspectives on the relationship, without the
influence of the co-participant. This reduced the likelihood of student deference to or

compliance with their teacher’s perspective, and potentially vice versa.
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Video-stimulated reflection in interviews was utilised in research exploring beliefs about
gender interactions in music lessons in school education (Rowe, 2008). Rowe
discussed the prevalence of video-stimulated recall in educational research and
teacher professional development. She highlighted that use of video for ‘reflection’ not
only for ‘recall’ offered a valuable means in research for participants to watch, consider,
reflect on and develop their thoughts about concerns that were salient to the research
aims. Her approach was drawn upon in this study, in addition to the notion of interviews
taking the form of ‘reflective “interactive conversations” (Minichiello et al. cited in Barrett
& Gromko, 2007).

In the interview, the participant was invited to initially talk freely to me about their
relationship with the co-participant, with relatively minimal interviewer intervention.
After initial discussion, an excerpt derived from video data of the lesson was shown on
a laptop with sound audible through small speakers. After watching the excerpt, the
participant was encouraged to reflect on interactions in the video data and to consider
these interactions in relation to more generalised feelings about and experiences of
that relationship across its entire duration. Participants were encouraged to elaborate
on emerging thoughts or directions of interest, rather than stay focused only on the
video interactions. A list of potential prompt questions enabled focus to be maintained
on the relationship (see appendix 7). The same process was repeated later in the
interview with a second video-excerpt. Both participants in the dyad thus observed
identical moments of interactional phenomena in their relationship as a stimulus to

discussion of their experience of that relationship.
Selection of Video-data Extracts

Purposive event sampling of video-data was considered but rejected on the basis of
having undertaken a verification check. | had selected an interaction from video data of
a lesson which | perceived as involving moments of teacher anger and student anxiety.
This sample was observed by a professional colleague (a psychotherapist and
professional pianist) who was recruited for the purpose of undertaking this verification
check. Perceptions of intensity of teacher anger were found to significantly differ
between us. Time sampling was therefore chosen to remove the influence of my
perceptions determining what constituted ‘meaningful events’. My approach followed

Rowe (2008) who used time-sampling in her video-stimulated discussion interviews.

Time samples extracted from the video-data were as follows:

First sample: Duration of sample - 2 minutes
Start and end times: 10 minutes to 12 minutes into recording.
Second sample: Duration — 4 minutes

Start and end time: 30 to 34 minutes into the recording.
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Use of time sampling of video-data allowed for interactions to be captured at different
stages of a lesson, with the first being relatively early in a lesson, and the second
emerging half way through the one hour lesson. This approach is understood to
increase the likelihood of variation in types of teacher-student interaction being
observable and to reduce likelihood of a whole time sample being exclusively music-

making without conversational interaction (ibid).

Critical Comments on the Methodology of the In-Depth Case Studies

The presence of a camera and a researcher in lessons is likely to influence
interactional encounter between teacher and student. Indeed Jody talked of initially
feeling she had to push herself harder in my presence, Marcus expressed feeling
familiar with a third person present as his lessons had recently been observed for a
performance project, and Connie and Hannah independently talked of enjoying the
heightened performance atmosphere created by my additional presence. Clearly my
presence was felt. In response to this issue, the qualitative researcher’s personal and
political values, history, biography, subject positions and humanity are understood as
potentially shaping and co-constructing interview interactions and research
interpretations (Burr, 2007; Elliott et al., 1999; Fontana & Frey, 2005) and in I.P.A.
specifically, interpretations are recognised as co-constructed and influenced by the
‘biographical presence’ (Smith, 2004) of the researcher. The aim of this study was not
to analyse interactions per se, or directly, but rather to capture interactions as a means
of presenting them back to participants for observation and reflection. The interview
approach encouraged participant discussion about their perceptions of how the
interactions reflected typical or atypical behaviours within the life of the teaching dyad.
As such it focused on meaning making, experiencing and on identifying patterns of
relatedness across time in a relationship rather than analysis of only one interactional
moment. With this understanding, the methodological influence on data construction is

acknowledged.

The most common method of data collection in studies employing I.P.A. is the semi-
structured interview and thus this study deviated from that norm. However Smith
(2004) and Larkin et al. (2006) have advocated pushing the boundaries of the
methodology and encouraged creative approaches as long as the focus remained with
the individual phenomenological account. The use of video-stimulated reflective

interview in the current study has been responsive to that call.
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4.3.3.iii Procedures Specific to the Individual Interview Strand

The interviews with individual teachers and students were conducted by me through
use of a semi-structured interview method. These varied in length between 41 and 72
minutes (teacher interviews) and 34 and 64 minutes (student interviews). The
interview method provided a general structure to maintain focus around the key
research questions, whilst affording opportunities for flexibility, improvisation and the
possibility of capturing and following up on that which could not be anticipated (Barbour
& Schostak, 2008; Smith, 2004).

An initial pilot schedule (see Appendix 8) of potential questions/topics for discussion
was drawn up, derived from my research focus and from having engaged in an initial
review of literature (Barbour & Schostak, 2008). Question effectiveness was tested
through three pilot interviews with graduates of conservatoires; these interview data are
not included in the study. Arising from wisdom of being in dialogue with interview
participants (Kvale & Brinkmann, 2009) this revealed that revisions to questions were
required to increase effectiveness in relation to eliciting information salient to the
research aims. Final iterations of individual interview schedules appear in appendix 9

(for teachers) and appendix 10 (for students).

4.4 Approach to Data Analysis

As mentioned earlier, the methods of analysis employed in the two strands of the study
were:
o |.P.A forthe in-depth case studies

e Phenomenologically informed thematic analysis for the individual interviews.

The analytic methods involved areas of common procedural process, shared
epistemological underpinnings and involved identification of themes and patterns of
meaning / experience within and across cases. Indeed, I.P.A. is based on thematic
analysis (Cassidy et al., 2011); | therefore outline below procedures | followed for the
thematic analysis first as these were employed in and were common to both strands of
data analysis (see section 4.4.1). The processes, degree of detail of textual analysis
and levels of interpretative mode that were additional to the I.P.A. of Case Study data
and that differentiated that from the thematic analysis are subsequently outlined in

section 4.4.2.
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4.4.1 Procedures for Analysis that were Common to both the
Thematic Analysis and I.P.A.

Transcripts from audio-recorded interviews with teachers and students were subjected
to thematic analysis which was shaped by phases outlined in Braun and Clarke (2006).
Analytic guidance on developing codes / themes in I.P.A. (Cassidy et al., 2011; Larkin
et al., 2006) was drawn upon due to the phenomenological focus of both analyses.
Key phases of analysis (left hand column) with detailed descriptions of processes |

undertook in relation to each phase (second column) are listed in table 1 below.

Key Phases of Description of Processes Undertaken
Thematic Analysis
(Braun & Clarke, 2006)

1. Familiarising yourself  a. Post-interview: made initial notes of key phrases, ideas,
with your data metaphors and themes that seemed significant to participants.
b. Transcription of audio data.
Reading and re-reading of transcripts
Noted initial impressions, reflections, reactions, free

associations to the reading process.

2. Generating initial a. Initial coding of transcripts (using computer software package
codes NVivo to support this process).

b. Moved away from NVivo to making notes on hard copies of
transcripts.  Rationale: experienced the fracturing of data
through use of technology as alienating me from the human
experience of the interview.

c. On hard copy of transcripts noted: key words, key objects of
concern, phrases, metaphors, associations, ideas, and
idiosyncratic features of speech, emotions, thoughts and
behaviours. Also noted linguistic features including laughter,
repetitions, exclamations, pauses and emphasis (see
Appendix 11 for a sample of a section of annotated transcript).

d. Undertook ‘Cumulative coding’ (establishing patterns of
meaning within one transcript) and ‘Integrative coding’
(patterns of meaning across each data set of transcripts)
(Larkin et al., 2006)

e. Developed a list of initial codes for each data set (see

Appendix 12 for initial list for Individual Teacher Interviews).

3. Searching for themes  Collated codes into a list of potential themes
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4. Reviewing themes Identification of key themes and sub-themes.
Iterative process of checking themes reflected closely the coded
data extracts and worked in relation to capturing key aspects of

each data set.

5. Defining and Naming a. Multiple iterations of themes and sub-themes. Refining and
Themes reorganising themes on hard copy and through use of software
package ‘mindmap’ (see Appendix 13 for range of examples at

different stages).

b. Generating clear names and defining features of each theme.

c. Excluding themes that were not of strong enough significance
to the research question or appeared to lack substantial
evidence.

d. Re-listened to selection of sound files against transcripts to
revitalise data as connection between textual data and the
human being who had communicated an individual story felt
disrupted through the analytic process.

e. Returned to use of NVivo to assist with coding of transcripts
(see Appendix 14 for sample of a coded transcript using
NVivo)

6. Producing the report Use of NVivo to assist with extraction of vivid and compelling
of findings examples of participant talk that illustrated each theme clearly

(Robson, 2002) - See appendix 15 for sample of extracts relating

to one sub-theme. Used extracts to substantiate themes in the

narrative account of findings (see chapters 5, 6, 7 and 8).

Provided a psychological conceptual analysis of the themes in the

report of findings, thus moving beyond description.

Table 1: Key Phases of Thematic Analyses

4.4.1. What Constitutes a Theme?

The question of what constitutes a theme in a data set is discussed in Braun and
Clarke (2006). They suggest a determining factor should be the ‘keyness’ of a theme in
capturing something of significance in relation to the research question and they query
themes being determined solely on prevalence across cases. This allows for marginal
voices (i.e. an occurrence of an instance of a theme in a small number or even a single
case) to be given equal significance to majority voices (where occurrences of themes
appear across the majority of cases) since the significance to the research question is
a priority. In this study ‘keyness’ in the thematic analyses of both strands was
established through an iterative process, through identification of both ‘prevalence’ of a

theme across cases and through capturing that which appeared to be particularly
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meaningful or highly salient to understanding the nature of the relationship in one-to-
one vocal tuition even when this was identifiable in only one account. My interpretation

of what appeared as ‘key’ in the data was influenced by the following:

o the degree of emotional charge / significance that was conveyed by a
participant as they communicated their concerns / experiences,

o the degree of insight that the theme might offer to understanding the workings
of the relationship in this pedagogic context,

¢ the avoidance of providing a wide range of banal and predictable descriptions of
facets of the relationship,

e my professional experience of listening to individuals (teachers and students)
talk about the teaching/learning relationships in clinical interviews,

e my clinical experience of identifying and interpreting what might be of
significance to an individual in their ‘talk’ about relational situations,

e my epistemological, conceptual and methodological influences that are
embedded in my clinical approach to understanding relatedness,

e my engagement with empirical literature on conservatoire one-to-one tuition

which had foregrounded particular phenomena and themes.

The analytic process involved movement from description of data to interpretation; to
include theorising the significance of themes and broader implications and meanings in
the report of findings in chapters 5-8. Themes were analysed at a semantic level, i.e.
looking at the explicit and surface meanings of the data, due to the phenomenological
and contextualist epistemological assumption that language reflects meaning and

experience (ibid).

Having discussed that which was common to both data analyses, | will now turn to
procedures that were additional and specific to the I.P.A. of the In-Depth Case Study
Data.

4.4.2 Procedures Specific to IPA of In-Depth Case Study Data

The phases outlined for the thematic analysis above were employed in the I.P.A of data
transcripts that were derived from audio recordings of the video-stimulated reflective
interviews in the in-depth case study strand of this research. Several highly detailed
accounts of approaches to the analytic process using I.P.A. (Cassidy et al., 2011; Gee,
2011; Jonathan A. Smith, Flowers, & Larkin, 2009) were drawn upon to shape my
approach here. Features of this I.P.A. that were methodologically additional to the

processes indicated in section 4.4.1 were as follows.
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A higher level of detailed analysis and discussion in the report of findings (in chapters 5
and 6) was given to revealing and unravelling subtleties and contradictions within
individual accounts (Smith, 1996). Much greater significance was given to detailed and
nuanced analysis of linguistic characteristics of speech including metaphors,
repetitions, emphases, exclamations, laughter, temporal referents and shifts in a text.
Identification of what Smith (2011b) referred to as ‘gems’ was used to establish some
of the key and sub-themes, and these reflect the vivid nature of the participants’
speech. Gems are short passages of text or single utterances that shine out or play a
pivotal role in understanding the experience of the individual, the phenomena, the
transcript and/or the data as a whole, and capture something of significance that

reaches beyond the small part of the transcript that the text represents (ibid).

4.4.2. Approach to Interpretation in I.P.A.

Social psychology and identity theories have been the dominant means of
conceptualising and situating I.P.A. interpretations, and there is evidence of a small
number of psychodynamic and relational interpretations, albeit limited in [.P.A.
empirical literature. In relation to this, analysis drawing on psychodynamic literature
has been critigued by Smith (2004). He argued for inductive analysis where claims and
interpretations were grounded in close readings of the text, supported by what the
participant discussed elsewhere during their interview and informed by a psychological
interest, but without being influenced by pre-existing formal theoretical position. His
critique seemed to be levelled specifically at psychodynamically influenced I.P.A.
researchers and not at those drawing on social psychology and identity theories. Why
this is so is not quite clear, since the latter perspectives are also pre-existing formal
theoretical frameworks. Indeed Smith had himself (1999) drawn on the relational
writings of Mead and on psychoanalytic concepts to theorise the notion of a relational
self in women’s preparation for motherhood in an IPA study of his own. Thus despite
his critique, he nevertheless had employed psychodynamic theory in his own I.P.A. and
he acknowledged that some psychodynamically informed studies did include analyses
that were based on close textual reading and a foregrounding of the participant

account.

Smith’s critique has been borne in mind in my approach to I.P.A. in this study due to
my choice of a psychodynamic relational theoretical interpretative lens. | have stayed
close to and foregrounded the participant’s account in the report of case study findings
(in chapters 5 and 6) through presentation and close discussion of verbatim extracts
which substantiate all themes/sub-themes. | have clearly demarcated the distance
between the text and the higher level of theoretical interpretation (Smith, 2004) by

indicating and sequencing the mode of interpretative reading. Interpretative levels
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employed include: a) descriptive phenomenological readings that convey empathic
understandings of the experience and b) critical interpretative interrogative readings
(Cassidy et al.,, 2011). Such interpretative stances link respectively to the
‘hermeneutics of empathy’ and the ‘hermeneutics of suspicion’ (Larkin et al., 2006).
Critical interrogative interpretations involved more speculative and questioning
accounts of the data and were influenced by the psychodynamic relational
interpretative perspective. Critical interpretations are understood to lead to readings
that participants may themselves be unable or even unwilling to accept or acknowledge
(Smith, 2004) and these emerge from a higher degree of interpretative work and
abstraction. The consideration of both interpretative stances is understood to provide a
more complete understanding of the participant’s lived experience. In the report of
findings in chapters 5 and 6, phenomenological / empathic interpretations of participant
extracts are presented first, followed by critical interrogative and relationally informed

readings.

Critical Evaluation of I.P.A.

Areas of contention in I.P.A. have emerged with regards to interpretation and data
analysis. Chamberlain (2011) interrogated the ongoing codification and ‘prescriptive
mandating of method’ that has become widely accepted within [.P.A. and advocated
that researchers take risks and develop more heuristic and creative approaches. Smith
had argued many years prior that his methodological steps to I.P.A. had been offered
as support to novice researchers in the approach and were indicative; never intended
as prescriptive. He had clearly stated that his guidelines for data collection and
analysis were precisely that: guiding, suggestive, flexible and open to researchers to
develop (Smith, 2004).

Regarding interpretation, Chamberlain critiqued the need for researchers to articulate
prevalence of themes across data sets (for example, the number of participants who
had articulated a theme), since that was viewed as leading towards a situation where
themes would only be considered ‘worthwhile’ or valid if quantifiably common in the
data. The idiographic emphasis and the value of a lone voice that articulates
something of profound meaning and implication for the research question was instead
highlighted and this is consonant with Braun and Clarke’s (2006) position on the value
of marginal voices versus prevalence in conducting thematic analysis (as discussed

earlier).

In the I.P.A. of data from the case studies | have drawn upon suggestions from Smith
(2004) and as mentioned earlier from other researchers employing I.P.A. (Cassidy et
al., 2011; Gee, 2011; Smith et al., 2009) to guide my analytic strategy. My approach to

data interpretation has also been inspired by Chamberlain’s call for researchers to take
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risks with ‘strong’ interpretation being derived from the researcher and from their
informed insights from theoretical and other empirical research. To that end, the
relational intersubjective interpretations of data are drawn from my theoretical and
professional biographical influence and this perspective offers a unique contribution to
empirical literature in conservatoire one-to-one tuition. Furthermore, the triangulation
of findings from either side of a dyadic relationship affords the possibility of
understanding divergence and convergence of individual perspectives on the
experience and meaning making within their particular relationship. This offers insights
into the interconnection or relational interweave of worlds of experiencing and meaning
making. As such, the approach to I.P.A. taken in this study presents a creative

methodological elaboration within I.P.A. empirical literature.

4.5 Presentation of Findings

Findings from the In-Depth Case Study Strand are presented in chapters 5 and 6 and
from the Individual Interviews strand in chapters 7 and 8. Where there are citations of

verbatim extracts from participant accounts the following apply:

e [...] empty square brackets indicate editorial elision where short pieces of text,
single utterances, sub-vocalisations or single words were removed which have
not altered meaning;

e ... indicates pause in speech;

e Underlined text indicates participant’s emphasis.

4.5.1 Presentation of Findings from the Case Study Clusters

The report of findings from the case study clusters are presented as follows: Chapter 5
presents Cluster 1 — Jody, Marcus and Antonia; Chapter 6 presents Cluster 2 —
Connie, Hannah and Lara. Within each chapter, narrative accounts are presented for
each dyad in turn. A title had been given to each dyadic pair which captures the key
theme of the pairing. The account is structured through presentation of all themes and
sub-themes for the first dyad, followed by the same procedure for the second dyad.
Within the account for each dyad, key themes that were identified across the dyad
about their relationship are presented from each of the participant’s perspectives in
turn. Sub-themes are indicated in relation to each key theme; these reveal the
individual perspective of first the teacher, followed by the student’s perspective. After
themes from one dyad have been presented, a brief discussion of triangulation of their
perspectives is offered. The same narrative structure is then followed for the second

dyad in a cluster.
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Following that narrative of findings from both dyads in a cluster, there is a preliminary
discussion and summary of findings of that cluster at the end of each case study
chapter. That discussion highlights convergence and divergence of perspectives and
themes within each dyad and across the dyads in the cluster. Further detailed
discussion of the case studies which highlights convergence and divergence of themes
across the clusters and in relation to the findings from the individual interviews is

provided in the main discussion chapter (see Chapter 9).

4.6 An ‘Outsider’ to the Empirical Context

As an ‘outsider’ to the research context and with no prior connections to the field of
inquiry, | encountered continuous struggles with access to participants and
orchestration of practical arrangements. Advantages to being an ‘insider’ researcher to
the conservatoire context have been expressed by several authors (Ford, 2010; Gaunt,
2006; Persson, 1996b); these include ease of access to participants, arranging
interview venues, time efficiency, fitting research activities around daily working life,
and ability to establish rapport and credibility with participants due to shared
professional understandings. In relation to practical and organisational issues, my

experience was indeed one of navigating an obstacle course.

In relation to rapport and credibility however, | found that once engaged with
participants my professional background as a psychotherapist / psychologist afforded
particular skills and knowledge in conducting interviews. Researchers have been
critiqued as often lacking in training, conceptual understanding and tacit knowledge of
the subject matter of interviewing. The knowledge produced in a study, which is
derived from the interview process, is thus potentially diminished by such a lack (Kvale
& Brinkmann, 2009). The psychotherapist is presented as an exemplar of a
professional role where training in and learning the art and practise of interview skills is
fundamental to and part of daily professional life (ibid). My professional life spent in
facilitating individuals in talking about intimate and sensitive subjects and experiences
of being in relationship after meeting with me for only brief and specified periods of
time, seemed to be facilitative of conducting these research interviews. Further
discussion of the influence of my researcher position is provided in Chapter 10 in

explication of limitations of the study.
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4.7 Validity

Sensitivity to context and commitment (Yardley, 2008) and familiarisation with the study
context (Fossey et al., 2002) are understood as important measures of validity and
quality in qualitative research. These criteria include demonstration of prolonged in-
depth engagement with the research topic and development of familiarity with the
participants and the empirical context. Due to my lack of familiarity with context as an
‘outsider’, as discussed above, | addressed this through immersing myself in the
empirical field through wide-ranging activities (see Appendix 16 for list of activities)
which were additional to the data collection processes already outlined in this chapter.
The methodology for the in-depth case studies also involved contact with participants
over a period of weeks. This thus allowed for development of deeper insights into the
participant’s life-world and avoided the npitfalls of ‘tourist interviewing’ (Kvale &
Brinkmann, 2009, p. 299). The latter is a critical term used to refer to researchers who
engage in all-too brief encounters with participants, capture snapshots of conversations
and attempt to use information to try to say something of interest on a subject (ibid).
My in-depth prolonged engagement in the empirical context | would therefore argue
allowed me to develop and demonstrate appropriate levels of sensitivity and

familiarisation to context.

Yardley (2008) and Coyle (2007) indicate that measures of quality and validity for

qualitative researchers also include:

1. Reporting of detailed and transparent accounts of methods of data collection
and analysis;
Reflexive discussion of methods used:;
Consideration of the ‘speaking position’ of the researcher;
Triangulation of perspectives and/or methods to enrich understanding of a

phenomenon by viewing it from different perspectives

In this chapter, in relation to these criteria, | have provided a detailed outline and critical
reflexive evaluation of methods of data sampling, collection and analysis. | aimed to
offer transparency in my approach by detailing procedures in depth. Ciritical discussion
of ethical issues, including power relations between teacher-student in relation to co-
participation, was undertaken. A critical discussion of IPA was offered to indicate its
appropriateness to the aims of the current study, to highlight its philosophical origins
and to reveal areas of contention. As an ‘outsider’ researcher, limitations and
potentials of my ‘speaking position’ were unearthed and this is further discussed
throughout the thesis. In relation to the fourth point above, the design offered a means
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of triangulation in a range of ways, including in relation to methods and participant
perspectives. Use of two methodological approaches to data collection and analysis
offered a means of triangulating and considering findings from each strand in relation to
the other; the in-depth case studies allowed for triangulation of perspectives within and
across dyads.

4.8 Summary

In this chapter | have outlined the epistemological stance and methodological approach
to the study. A detailed critical and reflexive account of the two strands of data
collection and analysis in the project was presented. Interrogative questions of
methods were posed and explored and issues of validity in this qualitative study have

been discussed.

The next chapter is the first of two chapters that present findings from the In-Depth

Case Studies.
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Chapter 5: Findings from Case Study
Cluster 1

5.1 Introduction

The chapter presents findings from Case Study Cluster 1 — Jody, Marcus and Antonia.
Themes and sub-themes from the cluster appear in tables 2 and 3 (presented
overleaf). As outlined in the Methodology Chapter (section 4.5.1), the narrative
account is presented in dyadic order of perspectives from Jody and Marcus first,
followed by Jody and Antonia. Each key theme with associated sub-themes is
presented first from the teacher perspective, then student perspective. Following
presentation of themes from each dyad, there is brief discussion of triangulation of
teacher and student perspectives. At the end of the chapter | discuss findings from the
cluster and highlight points of convergence and divergence within and across the
dyads.

5.2 Brief Introduction to Participants

A diagrammatic profile of these participants appeared in the methodology chapter (see
figure 5, section 4.3.1.i)). Jody taught in conservatoire ‘A’ only, described current
professional identities as including principal study/private singing teacher, a working
singer? and mentor. She identified her voice type as high soprano. She was white,
aged forty-two and from an English speaking country abroad. | experienced her as
friendly and informal, highly supportive of the research process, committed to her
teaching and able to laugh at her-self and situations readily. Marcus, a white, British,
twenty year old man?, identified his voice type as baritone-lyric and he had been
studying with Jody for one and a half years. | experienced him as thoughtful, courteous
and considerate throughout. | noticed in lesson observations that he rarely moved from
his position in the room unless invited to by Jody; any approach between them was
teacher-instigated. Antonia, a twenty four year old woman, identified her voice type as
soprano-lyric. She was from a southern European country; English was not her first
language although she was fluent. She had been a student with Jody for two years. |
experienced her as confident and assertive and noticed that she approached Jody and
the piano frequently during lessons that | had observed. Both students were second

year undergraduates in conservatoire ‘A’.

? She had an active performing career as a chorister in an opera house
* Marcus was the youngest participant in this study
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Tables of Themes & Sub-themes for Cluster 1

Jody & Marcus: A Struggle for Change

Jody’s Perspective >

< Marcus’s Perspective

‘Resistance’ Trouble with Barrier to Change
Challenge Challenge: ‘Tough Love’
Change
S/pace Space
‘Authoritarian’ Power Relations ‘Force of Nature’
‘On a Level Hierarchical but Collaborative

Table 2: Themes for Dyad - Jody & Marcus

Jody & Antonia: Supporting the Student in Charge

Jody’s Perspective >

< Antonia’s Perspective

Rapport

Rapport

Friendly but Not Friends
Care

Progress
Responsibility

Bringing About
Change

Challenge: ‘Friendly, but Hard’
Directness

Not Authoritarian

Power Relations

Equal but Hierarchical

Table 3: Themes for Dyad - Jody & Antonia
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5.3 Jody and Marcus: A Struggle for Change

The narrative of this dyad is entitled ‘a struggle for change’ as two key themes were
identified from analysis of data from this pair: ‘trouble with change’ and ‘power
relations’. The relationship appeared to be experienced as a struggle, both in relation to
effecting change in the student’s singing and within the interpersonal dynamics. Key-

and sub-themes themes will now be examined.

5.3.1 Trouble with Change

Jody’s Perspective >

Two brief extracts from Jody’s interview conveyed her positive feelings about her work

with Marcus:
we work really well together and he’s becoming increasingly reflective this year
lovely easy rapport

This gave a sense of Jody’'s experience with Marcus as one characterised by
enjoyment and ease. However this co-existed with a narrative of her feeling
emotionally troubled by the slow pace of change that she perceived in the student’s
learning. She spoke of ‘a big change’ that was required in Marcus’s singing and
explained: ‘it's beautiful in this lovely embryonic teenage way, but he’s got to do more
now’. She required of the student ‘more manly’, robust, expressive and less restrained
singing. Three sub-themes were identified in her account of the trouble with change:

resistance, challenge and s/pace; these are now discussed.

‘Resistance’

Jody’s interview revealed that she perceived a stasis in the student’s learning. She
spoke of him as ‘treading water’ and talked of his ‘resistance’ to change. The passage
below presents her reaction to having watched the first video-excerpt of her lesson with
Marcus. Video-interactions included her impatient reactions towards Marcus whilst he

was struggling to sing due to an obstruction in his throat:

| perceive him to have a tendency to resist things that are a bit difficult or
uncomfortable and to take a while to move forward, | think | probably almost had
a response of ‘Come on, get over it, you are using this to stop doing what we are
doing’ [...] | have a sort of, I'm aware of him putting obstacles just in a very
urbane, charming way, but having a tendency to put obstacles in the way of
making change [...] over a longer story arc, my, my feeling that he does that may
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have influenced my response in that instance, but | think that that was unfair, |

think | pushed him too hard at that point.
Empathic interpretation of this passage revealed Jody’s perception of the student as
resistant to change; he was portrayed as putting ‘obstacles in the way of making
change’. Temporal reference to the ‘longer story arc’ of their relationship indicated this
framework of meaning had developed over time and was not only related to the
observed video-interactions. Her words ‘Come on, get over it’ seemed suggestive of
impatient intolerance, but this emotional reaction was questioned by Jody. She
revealed thoughts about her reactions in terms of unfairness to the student and
relational interpretation might consider this act of self-questioning as a capacity for self-
reflexivity (Aron, 2000). In this regard, there seemed to be a shift between
experiencing mode of self, i.e. feelings of irritation, and an observational mode of self,
i.e. cognitive reflection on her reactions, in addition to consideration of the student’s
perspective of her, i.e. was she ‘unfair to him? These three aspects constitute defining

features of Aron’s notion of self-reflexivity.

Further evidence of Jody’'s reflexive questioning of her frustration in response to
struggling to bring about change in Marcus was evident in her response to watching the
second video-data extract of their lesson. Video-interactions included her initial
praising of the student; then her emotional tone changed as she raised her voice in a
harsh manner and hammered out an accompaniment on the piano with intensity,

increased volume and energy. She spoke as follows after watching this video excerpt:

he really wants to progress and | really want him to progress. And | can see, on
a sort of physiological level what needs to occur, but I, | uhm, | wish | had, |
suppose | just, | shouldn’t be frustrated, but | wish | had a magic wand and
could just get him to just do it, you know, and, and uhm, 'Why am | not patient?
| don’t know why I'm not patient'. | don't think, you know, when | look at that |
feel like | am not being patient.
Empathic reading suggested that Jody had a cognitive understanding of the change
that needed to occur in his music making and the extract revealed that both she and
Marcus were perceived as motivated for change; both want progress. However she
appeared to be troubled by her incapacity to enable the student to bring about the
necessary physiological change. The phrase ‘I wish | had a magic wand’ might be
suggestive of a sense of powerlessness as there was a call to super-natural powers
(‘magic’) to resolve this difficulty. Jody was evidently troubled by her impatience with
the student as the circling self-interrogation around the question ‘Why am | not patient?’

seemed to suggest.
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The next sub-theme identified in Jody’s account in relation to trouble with change was

that of challenge.

Challenge

Challenge of the student was revealed as a potential and desired way of resolving the
perceived resistance to change, but such challenge was associated with conflicted

feelings, as will now be discussed.

Jody communicated her desire to confront Marcus’s resistance and talked of a recent
episode where she had challenged him. This evoked concerns that she had been too
forceful, but the challenge was perceived as having significant transformative effects on

his music making:

| feel what | need to do is just go ‘ba-bum' [vigorous voice raising] but | don’t
really want to do that, so then I just get [sub-vocalisation sucking sound and
tensing of body posture]. It's a sort of feeling of, uhm 'what is it the feeling?'
Uhm. | guess itis just frustration. | can’t quite, yeah. Yeah, | just don’t think its
very kind? It's not very. You know all those things | don't like about it. But, |, I,
and | also don’t really know whether I, you know, even in a theoretical way,
whether | think there is a place for it. And | think that’s quite confronting, for me
[...] | don’t really want to do it, and so if it appears to have worked on this
occasion in the last couple of weeks [...] | suppose maybe there is a way of
doing it where | can be really frank but not exert a sort of, so much of a feeling
that there’s quite a lot of power, behind it. Uhm, but I'm not completely
convinced that that would have done the trick. | think it was, unfortunately, the
fact that he did stay awake most of the night and really consider pushing
himself in a different way that probably meant that he did take a much bigger
step.
There was a lot happening in this passage. Empathic interpretation suggested that
Jody seemed to have felt the need to forcefully challenge the student in order to
breakthrough his ‘resistance’. This is linguistically expressed through a loud and
explosive vocalisation ‘ba-bum!” Sub-vocalisations and physical tensing of the body, in
addition to linguistic reference to ‘I don’t really want to do that’ indicated that she was
conflicted about the impulse to be forceful and confrontational. Self-restraint of this
desire however seemed to give rise to ‘frustration’; there was a sense of having to
contain herself or reign in the force of feeling. Concern for the student was
communicated in relation to her sense of exertion of ‘quite a lot of power and the
querying of her challenge as potentially unkind or questionable. Despite her questions
about use of challenge, this had however delivered transformative effects; the student
was described as having taken ‘a much bigger step’. This tension seemed to be
perplexing as it seemed as if Jody questioned whether the end was justified by the

means.

81



Relational interpretation revealed a shift between experiencing mode of self, i.e.
experiencing frustration and desires to be forceful / exert power, and an observational
mode of self where Jody appeared to reflect cognitively upon her reactions and
considered their possible impact on the student. This can be theorised in terms of
capacity for self-reflexivity and to create ‘the Third’ (Aron, 2006; Benjamin, 2009) as

this involves the ability to open up one’s consideration of the other’s view of the self.

Such episodes of interpersonal challenge might be critically interpreted through an
intersubjective lens as an emergence of unpredictable disequilibrium in relationship
(Stolorow, 1997). The concept of a ‘now moment’ (Stern, 1998) seems applicable since
such moments emerge in the intersubjective field when habitual ways of relating are
destabilised in a dyad. Such moments are experienced as affectively charged, difficult
and challenging, and understood to proffer the possibility of change. Looking at Jody’s
account, her challenge was perceived as destabilising and affectively charged for
Marcus, as it was recounted as having kept him awake all night. This is suggestive of
anxiety, and this was felt to provoke change in his performance. Although effective,
Jody was however troubled by being so challenging. This was perhaps due to
challenge being both an enactment of under-lying frustration and motivated by the
pedagogic need of the student. Jody’s concerns may also have been linked to her
perceptions of Marcus as an individual who was ‘un-contentious at all times’ (as

expressed elsewhere in the interview). She said of him:

My sense is that he’s so, just sort of, wanting the relationship to be positive, one
that he, he wouldn’t really dream of dissent
This suggested a perception of Marcus as conflict averse and anxious to maintain
relational harmony. As such, this might arguably have intensified Jody’s anxieties
about being confrontational, since such challenge would be perceived in this dyadic
context as generating more anxiety / distress for this particular student, than perhaps

for other students who may be less conflict averse.

The next sub-theme captured Jody’s thoughts and feelings about giving space and

about pace of change with Marcus.

Slpace

Jody revealed in relation to her perception of Marcus as resistant, that she also

considered alternative ways of resolving this issue:

I've got this dual thing running, which is ‘give him space, give him time to take the
steps, give him the encouragement, give him the tools, talk about the process but
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give him the time’ and on the other hand, if things start to overtake and the
expectation of the institution is that his progress will be at a certain rate and it's
not. And he’s come in sort of, seemingly one of the best people in the year [...]
that then, becomes a problem for his self-image about what kind of singer he is
and what his outlook is [...] So | do sometimes struggle to know whether,
whether to allow someone a bit of time or, or, or whether to try harder in some
way to achieve a speedier change.

Repetitions in speech ‘give him... give him... give him... give him’ seemed to suggest
Jody’s commitment to trying to afford the student space and time to learn at his pace.
However the shadow of wider contextual forces broke into the narrative; institutional
expectations of rate of progress were cast as stalking their relationship and this was
perceived by Jody as potentially having a negative influence on Marcus’s sense of self
as a singer. Jody seemed to feel caught between being a servant of two masters; one
the student’s need for time and space to learn at his pace, and the other, the
institutional demands for progress to be evidenced at a particular rate. This seemed to

generate pressure to push ‘harder’, i.e. to agitate rather than wait for change.

Further evidence of this struggle appeared elsewhere in her interview:

I have been working a lot with trying to give more space but at the same time,

sometimes a student like that, | feel like, sometimes | just want to put a rocket

under him really [laughed]
The juxtaposition of Jody’s actions and aims versus her desire was clearly illuminated.
The tension between giving space and using confrontational force was reiterated. Use
of an explosive metaphor ‘1 just want to put a rocket under him’ echoed the earlier
mentioned explosive vocalisation ‘ba-bum’ that was associated with talk of challenge.
Such metaphors seemed to reveal intensity of frustration and the degree of force that
she perceived as necessary to provoke change in this student, but her laughter in the
interview seemed to act to diffuse intensity of feeling. | sensed that this teacher was
able to laugh at and reflect on the force of her own feelings, rather than act without

regard or thought for the student’s experience.

Having outlined Jody’s narrative in relation to trouble with change, it was evident that
her struggle was felt both in the interpersonal relationship with Marcus, and intra-
personally in relation to her own conflicted feelings, thoughts and beliefs about her

teaching practices.

I will turn now to Marcus’s perspective on the Trouble with Change.
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Marcus’s Perspective »

Marcus described his relationship with Jody as ‘comforting’, ‘reassuring’, ‘relaxed’,
‘well-humoured’ and ‘patient’ and this gave a sense of a positively experienced

relational climate. He spoke of his work with Jody as:

very exciting, and especially | mean especially if things are going well of course,
but even when things are going badly you know you're learning at the time and,
uhm yeah so stressful but exciting
This passage revealed enthusiasm and excitement co-existed with the experience of
stress that was evoked by more troubling times in learning. The troubling nature of
change revealed three sub-themes in his account; these were Barrier to Change,
Challenge: ‘Tough Love’, and Space.

Barrier to Change

The first two extracts from Marcus introduce his perception of his difficulties with

bringing about change.

very early on in our work together [...] she was just, kind of, getting me to kind
of push through a barrier that I'd kind of built up for myself of my own
expectations

When | first started learning with her, | was always a bit tentative [...] | would

think that | was giving all that | could. And | thought that maybe Jody was being

a bit unreasonable in wanting more. Whether it be physicality or expression
Empathic interpretation suggested that Marcus framed his difficulties as self-
constructed, and both he and his teacher were presented as pushing through his
obstruction. The second passage revealed a self-perception that he had a tendency
towards being tentative, which may be critically interpreted as indicative of a stable
characteristic of his style of relating. He revealed that he had perceived himself as
giving maximum effort in trying to effect changes that Jody required of him, and had
perceived his teacher as unreasonable in her demands for more. Temporal reference
to their early relationship placed these struggles in the past rather than the present.
The next extract revealed a shift in Marcus’s perception of Jody’s ‘pushing’ in their

current relationship:

now we’ve kind of built up a rapport, | think now | know when she pushes me, |
can, | physically can do more, it’s just whether I, kind of, let myself do more and
so | know that she is pushing me for a good reason

There was a shift in sense making evident here; Jody’s demands were now understood

as for ‘good reason’ rather than ‘unreasonable’. Interestingly, the pattern of interaction
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was perceived as unaltered as Jody was still presented as ‘pushing’ him, and the
construal of his difficulty with effecting physical change continued to be framed as
under his control. In this regard, he narrated his understanding of his difficulty in terms
of granting self-permission, ‘whether I, kind of, let myself do more’. This seemed to
suggest a sense of ownership or agency in relation to the issue and a location of

control of the ‘problem’ within himself.

Challenge: ‘Tough Love’

Analysis of data from Marcus’s interview revealed a prominent theme regarding his

experience of Jody’s style of challenge; he experienced this as a form of ‘tough love’:

Marcus: In the heat of the moment if can seem like she is just being tough

[...] and she is asking too much [...] but

Paula: So it's quite tough sometimes, in the heat of the moment it can
be tough?
Marcus: Yeah, uhm, but | mean ‘tough love’ always is

The phrase ‘tough love’ was called upon by Marcus on ten occasions in his interview to
describe Jody’s way of relating with him. Such repetition seemed to suggest that this
was a pervasive pattern of relating within the dyad, since it was reiterated with
frequency by the student. The fusion of these two words was evocative; ‘tough’ and
‘love’ were synthesised together. This might suggest that his experience of Jody was
often difficult and hard to cope with, but that he also felt cared for in such interactions.
After all, she was not merely characterised as ‘tough’. His mention of ‘heat of the
moment’ suggested intensity, affective charge and pressure in their interactions when

he felt subject to her ‘tough’ relational style.
The next sub-theme is space.

Space

| asked Marcus in his interview about key moments in their relationship and the

following extracts arose:

actually having a bit of time apart was a bit of a turning point

a bit of time for me to, not experiment, but just work out exactly, exactly what
she wanted, and exactly how to apply it to my instrument [...] and to kind of
internalise what she wanted

85



Space, time alone and separation from Jody were identified by Marcus as offering a
turning point in learning. This afforded him time to make sense of (‘internalise’) Jody’s

teaching in relation to his own embodiment. Another extract offers further elaboration:

much like if you're learning a script for a play. It's all very well sitting down and,

kind of, reading the script over and over again; but actually, uhm I, I certainly

find that it's time away from that, that means that it just gradually sinks in
Marcus’s use of the metaphor of learning a script seemed to act to conceal and reveal
the tensions he experienced with Jody. The metaphor conveyed a sense of discipline,
constraint, demand and repetition, as revealed in the phrases ‘it's all very well sitting
down’ and ‘reading over and over again’, and this was juxtaposed with a sense of
freedom (associated with ‘time away’ from his teacher) that allowed for gradual
emergence of his own understanding. A critical interpretation might suggest that
separation from his teacher was experienced as a key moment due to the interactional
field with Jody being experienced by this student as overwhelming. Thus space may
act to allow for expression of autonomy and agency that he perhaps found difficult to
relationally achieve with this particular teacher.

I will turn now to the next key theme that emerged in both accounts — power relations.

5.3.2 Power Relations
Jody’s Perspective »

Two sub-themes were identified in Jody’s account, ‘Being Authoritarian’ and ‘On a

Level’. The first of these will now be discussed.

‘Authoritarian’

This brief passage captured Jody talking about her recent interactions with Marcus and
her feelings about being authoritarian.

| don’t really agree with a really authoritarian. It was slightly authoritarian. It was
like 7’'m going to tell you the way it is, and you’re just going to have to listen.’
Her use of the term ‘authoritarian’ and her display of how she might talk to Marcus, i.e.
‘I'm going to tell you the way it is’ was suggestive of her experiencing herself as
exerting considerable power over the student in a sort of dictatorial manner. However,

such power relations did not appear to sit comfortably with Jody:

although | can do it very easily [...] | don’t like exercising that kind of, what feels
like a kind of quite powerful persona. [...] | don’t generally approve of that as a
way of teaching and | don’t really enjoy, | don’t want to be that bossy, | don’t
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want to be that, that uhm, uhm pushy. Yeah, | don't, I'd rather that we arrived

somewhere together [...] So | think that is probably the frustration
Reading this passage from an empathic stance, Jody revealed that she viewed herself
as able to exercise power / force quite ‘easily’. This might therefore be understood as
a relatively stable characteristic of her way of relating. However she was conflicted
about this aspect of her relating. Linguistic repetitions of ‘I don’t... | don't... | don’t...’
(up to six times) perhaps revealed the extent of her desire for a different form of
relatedness. Disapproval of her dominance over the student was communicated, and
the desire to be collaborative, i.e. to ‘arrive somewhere together was expressed.
However the tension between that which she found easy or habitual - exercising power,
being ‘bossy’ and ‘pushy’, versus her desire to be collaborative seemed to give rise to
frustration. There appeared to be a struggle as she was unable to be in relationship
with him in the way that she would like to be. This could be relationally interpreted as
signifying a collapse into complementarity (Benjamin, 1999) since she experienced a
repeated pull towards binary positions that patterned their relating of teacher

dominance—student passivity.

The next extract offered insight into Jody’s understanding of her tough pushy

interactional teaching style:

in the past [...] | would have just pushed really hard [...] because | was more, |
think | was taught, you know that thing about | was taught like that for a lot of my
time as a student, | was really pushed [...] as a singer, by a, yeah, [...] the
modelling that | had was sort of, quite grumpy, tough
This passage revealed her own history of learning with a ‘grumpy, tough’ teacher who
‘pushed’ her. The notion of the past relational experience as influencing her present
relating was invoked. Interrogative work might suggest Jody struggled with an intra-
psychic conflict around being forceful, as she re-enacted the relational positions of her
own past experience in the present. Taking up the position of tough forceful teacher to
Marcus, the student was then relationally pushed into the position that she had once

suffered herself, and thus she experienced a conflict.

‘On a Level’

Despite the pull towards being ‘authoritarian’ with Marcus, her interview revealed a
desire and attempts to break down the formality of power positions between teacher

and student; to bring them ‘on a level'.

when | was a more formal teacher, | would stay at the piano and if he was staying
away, then that would be the distance. Now | have become much more into
breaking that distance down [...] because it's very ‘you've got a big grand piano’
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[continues after short digression] | do feel that works quite well with someone like

Marcus, just to, just to kind of be more on a level and, you know, break down that

formality
Jody introduced the notion of territory and proximity in the relationship as meaningful in
this passage. Staying with the ‘big grand piano’ (her emphasis) seemed to be
symbolically associated with maintenance of formality and distance in teacher-student
relations. A conscious shift in teaching approach was revealed, as she sought in the
present to ‘be more on a level’ with Marcus. This evoked a sense of a horizontal plain,
of teacher and student inhabiting power relations on a level, rather than a sense of the
vertical power-over relations of her authoritarian style. This resonates with earlier
comments about her wanting a more collaborative sense of togetherness in her
teaching.

Further evidence of this theme arose as she referred to an exchange of humour that
had taken place in the lesson that | had video-recorded. She had joked with Marcus
about herself and the opera chorus at her work spitting and being disgusting during

performance and explained:

| would do that quite consciously because | know he, it would relax him, and
make us feel like we’re both colleagues together and we’re all disgusting. You
know that’s a kind of a, a leveller
The desire to be on a level was once again expressed here and she conveyed a
commitment to trying to bring about more equal, collaborative or collegiate styles of
relating. This was intentional and aimed at easing his difficulties in learning (relaxing
him).

A relational interpretative reading might suggest that this was further evidence of self-
reflexivity (Aron, 2000) as Jody was able to consider the relationship interactions from
a third perspective, taking into account herself, the student and the student’s needs in
relation to her. She appeared to have reflected upon and made conscious use of
interpersonal proximity, territory and humour with the student in order to attempt to
facilitate his experience of their relationship. It is also possible to interpret this through
the notion of ‘relationally responsible inquiry’ (McNamee & Gergen, 1999) where her
shifting of relational position sought to bring about different forms of relatedness
between them or ‘alternative dances of relationship’ (ibid). Rather than become stuck
in the binary of forceful authoritarian teacher versus passive acquiescent student, her
shifting of positions can be understood to invite an alternative possibility in the

student’s positioning.

88



Marcus’s Perspective >

Marcus’s account revealed two sub-themes under power relations: ‘Force of Nature’

and ‘Hierarchical but Friendly’.

‘Force of Nature’

Having watched the second video-data excerpt where Jody had raised her voice and

hammered on the piano in his lesson, Marcus described Jody’s interactions:

Marcus: It's kind of a bit of a force of nature really. It's uhm
Paula: Is that characteristic of your interactions or is that unusual to
Marcus: No, no, no that’'s was uhm very typical actually

His metaphor ‘a force of nature’ could be considered as a ‘gem’ (Smith, 2011b) since it
stood out in his account and revealed so much about his experience of Jody.
Extemporising with this turn of phrase, Jody seemed to appear in Marcus’s life world as
a ‘force’ that was not mechanical, systematic or contained, but rather as a ‘force of
nature’ - uncontained, unpredictable, to be weathered or perhaps to be reckoned with.
Such forceful relating by his teacher was experienced as patterning their interactions,
since he clearly stated it was ‘very typical’. This clearly mirrored Jody’s own self-

perception of being forceful, authoritarian and pushy.
Marcus’s thoughts about how he reacted to Jody’s forcefulness were revealed here:

Paula: Do you sometimes give a ‘force of nature’ back?

Marcus: Uhm uhm... Usually not actually [...] just because it's how | am. And I'm
sure, I'm sure she has pupils who do, not backlash, but kind of meet her
force of nature with their own, but uh [...] to an extent it's the way | am
and | also think, it means that you, if | was to kind of give as good as |
got [...] actually then that would probably upset, upset the balance
between teacher and pupil

Marcus indicated that his lack of retort to Jody’s force was part of his way of being in
the world, ‘it's how | am’. This could be interpreted as revealing a relatively stable
characteristic of his relational style — he did not react with equal force, but rather was
more reticent or self-contained as an individual. He called on the words ‘backlash’ and
‘give as good as | got’ which were suggestive of fighting back, retaliation or forceful
counter-reactions. However, he revealed that such reactions towards his teacher
would trouble him as they were imagined as potentially disturbing the ‘balance’ of their
relationship. His account thus revealed evidence of anxiety about interpersonal

discord.
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Hierarchical but Collaborative

In his interview Marcus discussed his beliefs about the need for hierarchical relations

with his teacher:

| think there should always be a, kind of, hierarchy of teacher-pupil; but I think the
two extremes can, kind of, meet each other to an extent, which | feel is when a
teacher and a pupil work best together. Uhm because otherwise if there is too
much of a divide then, there is no collaboration, it really is the teacher telling the
pupil what to do and the pupil doing it. Whereas | always think there should be
some room for, kind of, discussion and humour as well. And you can’t have as
much humour when there is as much of a divide.
This passage conveyed thoughts about teacher-student collaboration and power
differentials; a ‘hierarchy’ between teacher and student was perceived as essential to
Marcus. However an extreme ‘divide’ or gradient of power was depicted as inhibiting
‘collaboration” and ‘humour’. Another extract offered further evidence of his experience

of hierarchical relations:

the hierarchy is kind of maintained, if you like, because there is a distance, but
then she’ll come over to me, uhm which is, you know, very kind of reassuring,
comforting [...] and personal, which is nice
Empathic hermeneutics suggest that Marcus accepted hierarchical relations with Jody,
and his teacher’s initiatives of approach towards him in the teaching studio were felt to
be emotionally soothing. His words ‘reassuring’, ‘comforting’ and ‘personal’ suggested

that such moments of interpersonal proximity were felt to be supportive.

5.3.3 Triangulation of Perspectives: Jody » < Marcus

Analysis of findings from this dyad revealed conflicted feelings and shifting
understandings in both accounts as their narratives were unravelled. Triangulation of
findings suggested convergence of teacher and student perspectives around change
being experienced as a troubling process in this dyad. Both revealed a shared framing
of the difficulties in learning as a barrier / obstacle to change that resided within the
student. They both shared the perception of a pattern in their relating of Jody pushing
and being forceful with Marcus, and both revealed a sense that her demands or
challenge may be experienced as ‘unreasonable’ (Marcus) or unfair (Jody) at times.
Teacher and student independently employed the same linguistic descriptors, ‘tough’
and ‘pushing’, to refer to her interactional style. Despite difficulties within the dyad,
there was evidence of the student feeling cared for, supported, sharing humour with his
teacher and of excitement and enjoyment in the relationship. Jody’s toughness

seemed to be counterbalanced by a sense of care; it was ‘tough love’, not just ‘tough’.
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This can be relationally conceptualised in terms of teacher capacity for self-reflexivity
(Aron, 2000) which | would propose features in the student’s experience of feeling
cared for. In this regard, her capacity to think about the student from his perspective,
not only from her own reactive positioning may be part of the phenomenon of the
experience of care. Although her forcefulness was clearly identified in both accounts, it
seemed that the student was able to tolerate such interactions. As such this may have
been related to her capacity to consider his subjectivity in the relationship and to
mediate the tension between her emotional reactions and her consideration of these

reactions from her own and the other’s perspective.

Their accounts also showed significant divergence in understandings of resolutions to
the resistance / obstacles in learning. Jody’s account conveyed a kind of
epistemological commitment to student centred learning (i.e. allowing space and time
for student led pace of learning) but revealed doubt about its true efficacy in bringing
about change in this student. She seemed to struggle to believe in the student’s
capacity to lead the process or pace of change, and ultimately seemed to feel the need
push for change through confrontation. Conversely Marcus experienced space and
time alone as critical to his ability to integrate knowledge. Over the duration of the
relationship, the student conveyed that he had become more accepting of his teacher’s
confrontational interactional style, shifting from viewing it as ‘unreasonable’ to ‘with
good reason’. The student’s need for space and the teacher’'s demanding pursuit of
him could be relationally interpreted as a habitual collapse into complementarity
(Benjamin, 1999). As such, positions of pursuer-pursued, pushing-resisting seemed to
frequently configure relating in this dyad. Such a ‘generative dance’ (Burkitt, 1999)

would thus be considered as co-created.

Power relations were revealed in both accounts to habituate to binary positions of
teacher authority / dominance — student passivity / acquiescence. This offered further
support for the idea of a repeated collapse into complementarity (Benjamin, 1999).
Findings revealed complexity here, as there was evidence of Jody’s conflicted feelings
about being positioned as authoritarian / forceful and of her employing strategies and
expressing a desire for more horizontal collaborative teacher-student relations.
Findings from Marcus mirrored his teacher’s perceptions; he perceived her as forceful
and also desired and experienced at times a more collaborative albeit hierarchical

relationship with Jody.

Triangulation of findings also indicated that teacher and student shared intersubjective
knowledge of Marcus as conflict averse and revealed the positive effects of Jody
reducing proximity in the studio with Marcus in order to foster positive relational
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conditions. There was convergence of meaning around the significance of humour;
Jody’s account revealed this was consciously engendered in their interactions to
modulate the effects of formality and distance in power relations and to support Marcus
in feeling more at ease, and Marcus’s account evidenced that humour was felt to

emerge where hierarchical relations were less polarised.

I will now turn to present findings from the next dyad in this cluster.

5.4 Jody and Antonia: Supporting the Student in
Charge

The title given to this teacher-student pair, ‘supporting the student in charge’, captured
a key relational theme of this dyad. This student was experienced as leading and
authoritative in the relationship and this was linked with a perception of progress in
learning. Key themes in the dyad were ‘rapport’, ‘bringing about change’ and ‘power

relations.’

5.4.1 Rapport
Jody’s Perspective >
Rapport

The short extract that follows was derived from Jody’s response to watching the first

video excerpt of her lesson with Antonia:

she has a lot of humour about her own uhm, obstructions - when she gets
stuck, she can also laugh about it afterwards [...] | find it very easy to work with
her, even when things are difficult, we, our rapport, she trusts me and | trust her
and | feel we understand what'’s going on.
Empathic reading indicated that Jody experienced this relationship in terms of a sense
of ease, rapport and trust. Antonia was viewed as experiencing ‘obstructions’ in
learning at times, but her capacity for humour was perceived by Jody as allowing for
difficulties to be weathered more easily. This relationship was communicated as
involving mutuality, as trust was conveyed as both given and received: ‘she trusts me

and | trust her’.

Antonia’s Perspective >

Analysis of Antonia’s account revealed two sub-themes under the theme of rapport,

‘Friendly but not Friends’ and ‘Care’.
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Friendly, but Not Friends

The following extract encapsulated the first sub-theme:

she’s my teacher and | am a student, it is a friendly relationship but it's not a
friendship relationship [...] If, if if that makes sense, we're not, we're not friends,
but we are friends in a way, we’re friendly student and teacher but | rate her as
my teacher, and | know she rates me as the student [...] which is important for
me, it keeps, it keeps things easier to also make the point when they need to be
made.
The significance of a friendly rapport with Jody was conveyed, and the student also
highlighted the import of role related differences. There was a teasing apart of the
difference between being friendly versus being friends, as indicated through the
unwrapping of this idea in several ways. The ‘point’ which may ‘need to be made’,
referred to at the end of this passage, seemed to allude to a sense that difficult
interactions may be inevitable at some stage in their relationship; thus some degree of
emotional separation from Jody (friendly, but not friends) seemed to be important to
cope with such periods. A sense of high mutual regard was expressed in the passage
and this mirrored Jody’s perception of mutuality in their relating. Antonia’s phrase: ‘|
rate her [...] and | know she rates me’ seemed to mirror her teacher’'s phrase: ‘she

trusts me and | trust her’.

Care

Antonia’s perception of Jody as a caring teacher was conveyed in her interview.
she would care how you are, how you doing, how you getting along with things
[short digression] she cares for the whole not just what happens in that hour, in
her classroom [...] She is aware that there is more things going on

Empathic interpretation revealed that Antonia experienced this teacher as caring, not
only within the confines of the studio or even within the parameters of their particular

relationship, but ‘for the whole’ as she put it.

5.4.2 Bringing About Change

I will now turn to discuss the theme of ‘Bringing about Change’ that was identified in

this dyad in terms of a sense of progress.
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Jody’s Perspective >
Progress

Jody revealed that she perceived Antonia as making impressive strides in musical

development, as captured in the following extract:

she did this amazing leap [...] an amazing leap in interpretive commitment. And
| was not part of that - she did that. She just came along and with it, that class
were 'Oh my God!" You know. And, and in some ways stunning everybody with
this extraordinary, you know, driving everyone to tears.
Empathic textual analysis suggested that Jody was profoundly impressed and moved
by the student’s progress. Capacity to bring about change was characterised as an
‘amazing leap’, not a slow gradual process. Repetitions of the word ‘amazing...
amazing’ evoke a sense of astonishment and referents to the emotional reactions of
others act to emphasise. A collective perspective, ‘the class’, was drawn upon; these
others were depicted as stunned by reactions of awe and admiration. The invocation
of an exclamatory collective voice ‘Oh my God! acts to heighten the significance of
Antonia’s progress. Student progress was rendered in this text as emotionally
affecting others - ‘driving’ them ‘to tears’. Student progress was communicated by
Jody as independently earned by Antonia, as she stated ‘| was not part of that — she

did that’. This might indicate a link between progress and student independence.

Responsibility

Antonia was perceived by Jody as a student who took considerable responsibility in the

one-to-one relationship and this was linked with progress:

she’s really continually interrogating herself about what she believes in and
what kind of singer she wants to be and she, she really, she, she’s very
reflective and very much using our relationship as a, as a resource for her
learning but that she’s also doing it. She’s putting it together. She, she’s really
uhm, mentally in a place where she’s ready to take responsibility and ready to,
to, to be really active in her learning.
The text revealed Jody’s perception of this student as reflexive and taking a strong
‘active’ lead in their relationship. There was acknowledgment of the significance of the
relational context that Jody provided for the student’s development, referred to as a
‘resource for her learning’. However, there was strong emphasis on this student’s high
degree of responsibility and agency revealed in phrases such as ‘She’s putting it

together’, ‘ready to take responsibility’, and ‘really active’.

94



The next passage was derived from Jody’s response to watching one of the video

excerpts of their lesson interactions:

See I'm being quite lazy. I'm sitting there. Usually | would have got up and, but
because she is so close - | don't bother (Laughs) [...] it doesn’t seem to create a
problem but | am being quite lazy [...] | suppose, quite seriously, [...] because
she’s so responsive and so, taking, so much responsibility and all that - |
probably do need to watch out that | don’t get a bit lazy, you know. But I, but |
mean, | mean, | think it's not a real problem, but | should really have stood up and
demonstrated that rather than just sort of slummacked around on the piano seat.
Empathic reading of this passage suggested that Jody perceived herself as becoming
passive in response to the highly responsible and responsive stance of Antonia. The
highly active position of this student was emphasised through iterations of this: ‘she is
so close... so responsive... so much responsibility’. In contrast, Jody reiterated the
word ‘lazy’ three times in this passage to describe herself. Her behaviour in the video
interaction was treated to a self-caricature as she painted herself as ‘sitting there’,
‘slummacked around’, as a lackadaisical teacher. Her reiteration of this as
unproblematic might indicate a sense that it was genuinely insignificant to her overall
sense of their working relationship. An interrogative interpretation might however ask if
the teacher did in fact experience some uncertainty or self-judgement since the self-
caricature was at odds with her self-account as authoritarian and pushy in the previous
dyad. A relational interpretative reading could posit that within this dyad the
relationship intermittently collapsed into complementarity along the binary positions of

student dominance-teacher passivity.

Two extracts from elsewhere in Jody’s interview offered further evidence of her sense

of this relational configuration. She said of Antonia:

I mean she is right there, you know. | don’t need to. I'm not - There’s no, there's
no pushing at all required

it's really very rarely the right approach with Antonia because she’s already

thrashing herself. She doesn’t need me to thrash her, you know [laughter]
These comments revealed that Jody was not experiencing herself as pushing in this
dyad, indeed there was ‘no pushing at all required’, no need to ‘thrash’, since Antonia
was presented as already inhabiting that position. A relational reading might argue that
the dynamic of this relationship nudged Jody into a position that was less familiar to
her. The position of being passive seemed to sit in contrast to the dominant, bossy,
authoritative style of relating that she had indicated was quite familiar and easy to her

in the previous dyad.

95



Antonia’s Perspective >

Antonia’s account revealed two sub-themes under the key theme of bringing about

change, these were ‘Challenge: Friendly, but hard’ and ‘Directness’.

Challenge: ‘Friendly, but hard’

In the following two extracts Antonia revealed how she experienced Jody and the

process of change.

there will be days that she’s like ‘OK, so you reached this level nhow so now it’s
stable this thing, so now | can be more picky [...]. So you realise, oh so there is
a change. And then for a while it will be like [...] sort of friendly, but hard,
friendly, but hard, and then one day, it's like 'oh ok' you’'ve reached, sort of,
which makes you realise 'ok so she sees evolution as well in me'. (Laughs).

She is persistent, very persistent, and very picky

These passages suggested that Antonia experienced Jody as demanding, persevering
and caring. This was conveyed through use of language; Jody was depicted as ‘picky’,
‘persistent’ and ‘friendly, but hard’. The latter phrase seemed to reveal that Jody was
experienced as challenging but supportive. Achievement of progress, indicated in her
words ‘evolution’ and ‘change’, seemed to be experienced as gradual and emergent
after periods of difficult but supportive work with Jody, as indicated in her phrase
‘friendly, but hard’.

Directness

The next passages open up the sub-theme of directness in this relationship. The first

extract revealed Antonia’s self-perception and the second, her perception of Jody.

| can be perceived like rude sometimes, and I’'m not trying [...] I'm not trying to

be, | think it is because I'm very direct, uhm it's how we are there, we are very

direct, but people don’t take it badly [laughs]
Antonia revealed she viewed herself as ‘very direct’ and emphasised the word very on
second iteration. Her cultural background and southern European cultural norms of
relating were conveyed in the interview as influencing her direct manner and she
revealed that peer students in the English conservatoire environment often
misunderstood this as indicative of rudeness. Her use of the plural noun: ‘we are very
direct’ was a referent to people of her cultural background. She also viewed Jody as

sharing this direct style of relating:

for me it is important to be told what is expected and, and, and the straight is
the best, because then you will tackle it. If people make too many turns to tell
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you something, you, you sometimes will get lost in the beginning of the turn,
and you won’t get the real point, what they tried to tell you. | think Jody is very
straight forward.

The metaphor of a circuitous path being navigated in order to try to get to ‘the real
point’ was revealing. This student preferred direct honest feedback, ‘the straight is the
best’ and this was linked with being able to address ‘problems’ in learning. The next
extract provided further evidence of Antonia’s perception and valuing of Jody’s capacity
to give honest direct critique:

She won’t say something good to tell you something bad either. She can say

something bad straight away, so you know that she’s not trying to meld you

around, you know, she’s not trying to make you feel better.
Antonia’s perception of Jody as direct and honest in criticism was evident here as Jody
was portrayed as able to ‘say something bad straight away’. This was communicated
as of greater value to Antonia’s learning, than having her feelings mediated through a
teacher’s discursive manoeuvres. The notion of being told ‘something good’ or being
made to ‘feel better’ in order to be told ‘something bad’ appeared of little value and
almost a disruption to learning for this student. This seemed to suggest robustness in
this student in being able to tolerate interpersonal directness and challenge with this

teacher.

5.4.3 Power Relations

The theme of power relations was identified as significant in both teacher and student
accounts in this dyad. From Jody’s perspective a thematic of a relationship that was
‘Not Authoritarian” emerged and in Antonia’s account a theme of ‘Equal but

hierarchical relations was identified.

Jody’s Perspective >
Not Authoritarian

An extract from Jody’s interview revealed her thoughts about power in her relationship

with Antonia.

what she has appreciated, and she’s voiced this, is that we don’'t have an
authoritarian relationship. Whereas in the previous relationship with her teacher,
she did [...] Where the teacher would always just say the way it was and that
was that, and if she didn’t understand it was her fault, you know [...] she said very
much - you know, within the first couple of lessons 'l feel like this is going to work
‘cos | feel like you listen to me and | feel like we can talk’. And, and so | do think
that, that we have that rapport is - has a direct effect on her, uhm, her ability to
make progress.

97



Jody set a scene of past and present of Antonia’s learning relationships as understood
from Jody’s perspective. The words ‘we don’t have an authoritarian relationship’ stood
out in this interview as they were presented unambiguously. Jody appeared to be
making sense of the student’s sense making of their relationship — a kind of double
hermeneutic. She indicated that she perceived that she and the student shared an
understanding that the relationship worked well and was achieving progress. The
capacity to effect change was linked with the conditions of their relationship, including
interpersonal rapport and lack of teacher authoritarianism. These forms of relatedness
seemed to be juxtaposed with Antonia’s previous one-to-one relationship, where the
past teacher was depicted as dictatorial, authoritarian and blaming of the student.
Interpretative reading suggested that collaborative forms of relatedness in this dyad

were viewed as essential to facilitating progress with this student.
Two other brief extracts from Jody elaborate.
she’s in that state of ‘I'm, I'm taking charge’
she really makes her best progress when she’s feeling free and listened to

These extracts gave further evidence of Jody’s sense that Antonia was felt to exercise
authority in this relationship; she was portrayed as ‘taking charge’. Progress in learning
was linked with notions of student freedom in the relationship, and this might be
relationally interpreted through the notion of dynamic autonomy (Keller, 1985, cited in
Aron, 1996). Dynamic autonomy, rather than connoting radical separateness and
independence from others, is framed instead as a product of relatedness with and
separation from others; this is understood to give rise to a sense of competence.
Jody’s account seemed to suggest that she provided relational conditions that
supported Antonia’s capacity to exercise freedom / autonomy in the relationship, rather

than through isolation from the teacher.
I will turn now to Antonia’s perspective on power in their relationship.

Antonia’s Perspective >
Equal but Hierarchical

This paragraph from Antonia’s interview revealed her perceptions of equality and
hierarchy.

It's quite equal in many points [...] still there is a position but it's not a super
position, it's more of a position ‘'you're a teacher, you're a student’, it's not like
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the teacher is above you like a proper, proper hierarchy type. It's more like 'l
have got a knowledge and, and you’re coming here for that knowledge’ but we,
we, we nu- nutritious, you know, each other in, in different ways [...] because
there will be things that | will bring and there is of course 99% that she brings
(Laughs)
Empathic interpretation revealed that Antonia experienced herself as an equal in this
relationship. The image of a mutually nutritious relationship was suggestive of Antonia
feeling her contributions were of equal value to Jody’s. She appeared to make sense
of her life-world with this teacher as one in which she was able to enrich Jody’'s
experience, albeit to a lesser degree. There was a perception of power differentials,
communicated through reference to ‘hierarchy’, but Jody was not perceived as
accentuating such positions, i.e. not taking up a ‘super position’ as Antonia put it. A
relational interpretation could suggest that this indicated evidence of a collaborative
and mutual but asymmetrical relationship; it involved a commonality and sharing that

was different in form, quantity, quality or degree for each party (Aron, 1996).

Elsewhere in Antonia’s interview the meaning of equality/mutual relations with Jody
took on more significance as she shared a past experience of a one-to-one teaching
relationship where power relations were experienced as harmful. The following set of

extracts referred to her previous teaching relationship:

| think it was a game of power in that case [...] it might be good for some other
people, but not for me

It makes you doubt, you know. Now, now | am quite strong in saying how
harmful it was, but when you are in the situation there can be moments that you
don’t see it that clear

manipulation psychologically
harmful, harmful

Empathic reading of these comments about her past tuition relationship revealed that
coercive power relations were experienced as deeply disturbing. Use of the phrase ‘a
game of power’, reference to ‘manipulation’ and repetitions of the word ‘harmful’
conveyed how seriously troubling such power relations were. The phrase: ‘it makes
you doubt’ seemed to suggest that the relational situation was difficult to make sense of
at the time of its happening. The student revealed in the interview that she changed
teachers due to this issue and once extricated from the situation, it seemed that more
insight could emerge. It is perhaps important to note that there is no possibility of
triangulation of this perspective with the particular teacher’s perspective, since this

teacher was not involved in the current study.
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5.4.4 Triangulation of Perspectives: Jody »< Antonia

Findings from this dyad revealed convergence of perspective around a sense of
relational rapport and mutual respect. Bringing about change in the student was
experienced in terms of progress and this appeared to be linked with the student taking
a high degree of responsibility in learning. The emergence of a binary of teacher
passivity in relation to a highly responsible student was discussed. There was some
divergence here between Jody’s account of herself and Antonia’s experience of her, as
Jody indicated feeling passive and ‘lazy’ at times, yet the student perceived Jody as
often demanding, tough and persistent. The student’s perception was thus more

aligned with Marcus’s experience of Jody.

For Antonia, progress or ‘evolution’ was linked with mutual interpersonal directness in
their relating. Challenge and direct criticism of the student appeared in this dyad as if it

would be welcome from the student perspective.

Triangulation of accounts revealed convergence of perception of the shadow of
coercive power relations from a past teaching relationship. This seemed to influence
understandings of power relations in the present relationship in both interviews. The
student’s account evidenced a past experience of a one-to-one tuition relationship in
which the student perceived power relations as coercive, manipulative and harmful to
her, and the relationship was terminated by the student for that reason. Through a
change of teacher and through working with Jody, Antonia appeared to flourish and
progress. Progress was linked in both of their accounts with the student feeling more
like an equal and able to mutually contribute to and exercise autonomy in the
relationship. Power relations in the current dyad were perceived as equal, but
asymmetrical (i.e. there was recognition of role-related hierarchical differences in the
student findings), and at times as falling into complementarity along the binary of

student dominance-teacher passivity (according to findings from Jody).

5.5 Preliminary Discussion and Summary of
Findings from Cluster 1

This case study cluster revealed the way in which two different dyads, involving the
same teacher with two different students, brought about quite different relational
patterns and dynamics of power. The teacher in this cluster experienced herself and
was experienced by the students in very different ways in the different relationships,
but there was also a perception of what might be thought of as the teacher’s stable

characteristics of relating. Triangulation of findings from all three accounts revealed
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that the teacher could be demanding and tough, indeed the two student accounts
revealed linguistic similarities in descriptions of the teacher. Marcus talked of Jody’s
interactions in terms of ‘tough love’ and Antonia employed the phrase ‘friendly, but

hard’. Both phrases synthesised a sense of care with tough demand.

Triangulation of findings across dyads also revealed that the two students brought forth
very different qualities of relatedness within their teacher. The two dyadic worlds
seemed to habituate or have a tendency to fall intermittently into quite different patterns

of relating and different binary configurations.

Findings from this cluster revealed that teacher dominance was not a static
psychological property or category of teacher, nor a fixed position taken by the teacher,
rather it was periodically desired, taken, resisted, questioned, actively unsettled and
associated with troubling feelings in the teacher. In this regard, teacher dominance
with Marcus was found to be a conflicted experience for Jody due to her beliefs about
and aspirations regarding collaborative forms of learning relations. In the presentation
of findings, | discussed the way that Jody employed a range of strategies and self-
reflexivity to avert becoming the dominant teacher and to foster collaborative horizontal
relations of power. In the dyad Jody-Marcus the relationship seemed to fall
intermittently into the following teacher-student binary positions: dominance-passivity,
authoritarianism-deference, desire for confrontation-aversion of confrontation, force—
acquiescence and pushing-resistant. Such binaries seemed to be associated with
trouble with effecting change. A desire for a relationship that could allow for
collaboration and that recognised role-related hierarchical power differentials was
evident in findings from both students. With the other student - Antonia, teacher
dominance did not emerge as a feature of the generative dance of relating (Burkitt,
1999). Rather that relationship was conveyed in terms of equality and intermittent
collapse into teacher-student binary positions of passivity-dominance and lazy-
responsible. Such relational configurations that positioned the student as dominant or

responsible seemed to be linked with student progress in effecting change.

Findings from the cluster thus evidenced that the pairings gave rise to opposite
tendencies in regard to binary relational configurations. Teacher dominance-student
passivity emerged in one pairing, whilst teacher passivity-student dominance emerged
in the other. This aligns with systemic ideas that emergent phenomena in a system
cannot be predicted from the characteristics of individual elements in a system (Thelen
& Smith, 1994). Teacher dominance in this cluster could not be formulated only as a
characteristic of the individual teacher, but instead was found to be contingent upon the
pairing with particular students. Findings thus highlighted the significance of the
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teacher-student pairing upon the emergent relational dynamics of the dyad. The
mutually constitutive nature of relational positions taken up by teacher or student in
one-to-one tuition was thus highlighted. This resonates with the intersubjective notion
that psychological phenomena are co-created, rather than derived solely from isolated

intra-psychic properties of the individual (Stolorow et al., 2001).

Although findings indicated that dyads appeared to fall into complementary binary
configurations, these were not found to be fixed, permanent or unalterable; but rather
were subject to change. This was arguably related to teacher reflexivity, as there was
evidence of her capacities to reflect on herself, the student and the student’s view of
her. Findings suggested that the teacher questioned her affective reactions in
particular feelings of frustration and impatience, and that such emotional states were a
source of concern to her in terms of their potential impact on her student. The data
analysis suggested that there was evidence of the teacher’s reflexive self-awareness,
defined by Aron (2000) as the dialectical process of experiencing oneself as a subject
and of cognitively reflecting on oneself as an object of thought and an object other
people’s experiences and thoughts. The methodology of the research may have
additionally created the conditions through which reflexivity emerged, since the teacher
was invited to view and reflect upon her interactions with the student in the video-data
from an observational perspective. As such this could be considered as supporting the
creation of ‘the third’ (Aron, 2006).

Findings from both dyads suggested that there was evidence of mutual understanding
of the nature of the intersubjective field of relating (Stern, 2004). Between Jody-
Marcus, there was shared knowledge of their relationship as a site of interpersonal
struggle, of Jody as forceful, tough and pushy and of Marcus as conflict averse.
Between Jody-Antonia, there was shared knowledge of the student as needing to exert
freedom and autonomy in the relationship and of a shared sense of rapport and mutual

regard.

In relation to the theme of the trouble with effecting change that was identified in the
dyad Jody-Marcus, findings revealed that there were different frameworks of meaning
employed in regard to the nature of the ‘problem’. Teacher and student located the
problematic in the student at times, and at times the student located the problematic
also in his teacher’'s unreasonable demands. Troubling emotions of irritation,
frustration and anxiety appeared to be aroused in the teacher by her perception of the
student as resistant. It was as if the resistance to change was experienced as an

interpersonal transaction, i.e. resistance to the teacher.
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Triangulation of teacher-student perspectives revealed different understandings about
best resolutions to such stasis or resistance in learning. Findings from this cluster
revealed the value of challenge and confrontation in effecting change. This was also
found to exist in a dynamic tension with allowing the student time/space to lead pace of

change.

In one dyad the student was revealed as conflict averse (according to both teacher and
student accounts) and in the other dyad the student appeared to enjoy directness and
robust criticism. It was notable that Jody experienced conflict about being challenging
with the former student. This may have been due to intersubjective knowledge that
conflict would be experienced as more troubling for this student. It is also possible that
she felt troubled by challenge due to her desire to challenge being infused with feelings
of frustration and irritation that were aroused by a sense of powerlessness to elicit
change. Trying to offer a more student-centred approach to allowing space and time
for student pace of development with Marcus was found to be complicated by anxieties
in the teacher’s relatedness to institutional pressures. The teacher seemed to have a
stronger belief in the power of forceful challenge with Marcus to resolve issues in
learning, and struggled to believe in the possibility of allowing that particular student to
lead the process. Conversely with the other student, Antonia, the teacher allowed the
student to take charge and to be self-determining. It thus seemed to foreground the
influence of the interactional nexus (Dunn, 1995) between teacher and student in

constraining or affording possibilities for the students to exert autonomy and agency.

Findings from this cluster also revealed that one-to-one tuition could be experienced as
a harmful relationship. There was evidence that one student had experienced a past
relationship with a teacher as ‘a game of power’ and that relationship was terminated
for that reason. The student's choice of language was resonant of Schén’s
descriptions of the ‘learning bind’ (Schon, 1987). He described this situation in terms of
a ‘game of attack and defense’, the ‘win-lose game’ and argued that this trapped
teacher and student in an interlocking cycle of attempts to exercise control over the
other. The impasse was understood to ultimately inhibit learning. Intersubjective
interpretation of this finding might also frame this as an impasse of complementarity
(Aron, 2006; Benjamin, 1999). In such a situation the relationship becomes dominated
by a power struggle which curtails individual freedom and often preludes termination of

relationship. The latter was also evident in findings here.

This chapter presented findings from cluster 1 and revealed how a teacher and her two
students experienced, perceived and made sense of their respective relationships.
The findings revealed the significance of the dyadic interweaving world of experiencing
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on the process and experience of teaching and learning. Further discussion of findings

is undertaken in chapter 9.
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Chapter 6: Findings from Case Study
Cluster 2

6.1 Introduction

This chapter presents findings from the second case study cluster, Connie and her two
students, Hannah and Lara. Key themes and sub-themes from the cluster are detailed
in tables 4 and 5 overleaf (presented together for comparison). The narrative account
follows the same structure as the previous chapter and presents findings from the dyad

- Connie and Hannah, followed by those from dyad - Connie and Lara.

6.2 Brief Introduction to Participants

Diagrammatic illustration giving a brief profile of these participants appeared in the
methodology chapter (see figure 6 in section 4.3.1.i) and | will now introduce them in

more detail.

Connie had taught for several decades in a number of conservatoires and had had a
performance-career as a soprano in her earlier life. She was white, aged seventy-three
and articulated current professional identities as including voice teacher, author,
researcher and occasional performer. She was currently teaching vocal students in
conservatoires ‘A’ and ‘C’. On meeting her | experienced her as energetic, strong
minded, passionate about teaching voice and able to laugh easily. Her name came up
in various contexts during my engagement in the empirical field as other teachers and
students referred to her as an outstanding example of a teacher and technician for the
voice. It seemed that she was held in high esteem. Hannah, was a white, British,
twenty-seven year old woman, who had been working with Connie for eleven months
after leaving a previous troubling teaching relationship. She had experienced a shift in
understanding of voice type from mezzo-soprano to soprano whilst working with
Connie. During my first lesson observation | noted that Hannah was physically unwell,
struggling with low energy and vocal health issues. Lara was twenty eight years old,
from the same English speaking country abroad as Connie, and she identified her
voice type as soprano. This student struck me as effervescing with vitality, fun and
enthusiasm. Both students were in the final year of a postgraduate opera programme

in conservatoire ‘A’.
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Tables of Themes & Sub-themes for Cluster 2

Connie & Hannah: The Legacy of a Traumatic Learning Experience

Connie’s Perspective » < Hannah’s Perspective
‘Respect’ Respect ‘Pearls of Wisdom’
#Sgl?:w};t?é A Legacy of ‘Trauma’ in Learning
‘A Wounded Healer’ Learnin
ning Gratitude & Change
Experience
‘Partner in the Process’ Power
. Challenge: Contesting Teacher Authority
Relations

Negotiating Challenge

Table 4: Themes for Dyad - Connie & Hannah

Connie & Lara: Who’s Responsible for the Golden Throat?

Connie’s Perspective » < Lara’s Perspective

Ir/responsibility & the Golden Throat “It's all Kind of too Fun’
Discipline & Authority: Trouble with

ing i ?
‘| Can’t Be the School Mistress’ Change Doing it for the Teacher?

Challenge: ‘Frighten the Rabbits'? Challenge: "Pulling Me Up

‘Lovely, Lovely’ Rapport ‘Warm and Lovely’

Table 5: Themes for Dyad - Connie & Lara
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6.3 Connie and Hannah: The Legacy of a Traumatic
Learning Experience

The title given to this dyad captures the main theme that dominated both of their
respective interviews. Their relationship was revealed in both accounts as understood
to be working with the vocal and emotional implications of the student’s previous
traumatic experience in a long-term one-to-one tuition relationship. Three key themes
were identified across their accounts: Respect, Legacy of Traumatic Learning
Experience and Power Relations (see table 4 above). Their individual perspectives will
now be revealed through sequential presentation of sub-themes under each key
theme.

6.3.1 Respect
Connie’s Perspective >
‘Respect’

Two extracts from Connie open up this theme.

| have respect for her, because there’s a lot of talent in there, and there’s a lot
of guts [...] A lot of courage, for courage, for her guts and her talent

| like her very much. She’s game, she’s very desperate to get it sorted

Empathic reading suggested that Connie held Hannah in high regard and that she
experienced a sense of connection with and ‘liking’ of this student. The mention of
‘respect’, ‘courage’, and ‘guts’ and the description of the student as ‘game’ suggested
Hannah was perceived by Connie as brave and open to taking risks in the process of

learning.

Hannah’s Perspective >
‘Pearls of Wisdom’

Hannah’s account revealed that respect for her teacher was deeply felt:

| love my lessons. Every week is a real pleasure [...] she’s so well known as a
teacher, around the world, the fact that she wanted to teach me was a huge
honour anyway. So, just every lesson is a chance to go in and be like, ‘What
pearls of wisdom do you have for me,’ [...] | have so many good things to say
about her [laughs]
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Empathic interpretative analysis indicated that Hannah was perhaps in awe of this
teacher. The words ‘a huge honour and reference to Connie’s status on the world
stage gave a sense that the student felt grateful to be able to work with this teacher of
such international repute. Feelings of joy were communicated about learning with
Connie in words such as ‘love’, ‘pleasure’ and ‘so many good things’. The use of the
metaphor ‘pearls of wisdom’ seemed to highlight the sense of learning in this

relationship as precious and valuable.

6.3.2 A Legacy of Traumatic Learning Experience

The next key theme that dominated both interviews was the legacy of a traumatic

learning experience.

Connie’s Perspective >
‘A Wounded Healer’

Connie began to teach Hannah after the end of the student’s undergraduate vocal
training. Their work focused on trying to resolve a range of problems that were framed
as the legacy of a previous teaching relationship. The text that follows was drawn from

a much longer elaboration on these issues:

She’s struggling now, because she’s got to juggle a completely new technique
and she’s right at the end of her training [...] I've only had a short time with her
and | have to tell her that she’s not a mezzo, she’s a soprano with a depressed
larynx and a tongue root problem...
This passage offered a brief excerpt of Connie’s perceptions of Hannah’s learning
situation. The student was understood to be struggling with trying to change vocal
technique and habits and with discovering that her voice type had been misdiagnosed
in her previous one-to-one teaching relationship. Connie recounted during her
interview that the student was suffering repeated voice loss, a range of technical issues

and vocal health problems that had required medical intervention.
The next extract captured Connie’s understanding of her role with this student.

| think I'm having to heal her. She’s been damaged by a system, and I’'m acting
as a wounded healer, | think that’'s what I’'m doing. Because I've been through
that kind of dispossession, as well, as a young singer.
The claiming of an identity, ‘a wounded healer’, suggested that Connie experienced
teaching Hannah in terms of a remedial role. She was trying to repair ‘damage’ that

had been done to the student. The synthesis of words, wounded and healer could
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suggest that the teacher identified with this student, since the position of ‘healer’ and of
‘the wounded’ (i.e. like Hannah) were both claimed. Reference to the Jungian
archetype, the wounded healer *, seemed to appeal to notions of cure and
transformation of another person’s suffering through awareness of both one’s own
suffering and through connecting the other to their inner capacity for self-healing. The
word ‘dispossession’ has various meanings including being cast out, made homeless,
or deficiency. This word was employed to describe her own experience in the past,

revealing Connie had also suffered as a young singer — like Hannah.

Connie’s feelings about the suffering that she perceived as having been inflicted on her

student were revealed in the next passage:

I’'m angry that her teacher, previous teacher at [Conservatoire ‘A’] didn’t pick up
on any of this [...] and yet he’s a very arrogant and very young arrogant
teacher, who thinks he’s God’s gift to the singing world. So there’s a bit of me
that really, really resents what’s been done to her
Empathic textual analysis revealed a sense of grievance and outrage that was directed
towards the teacher who was clearly positioned in the account as responsible for harm
to the student. Repetitions of the word ‘arrogant’ and reference to the previous
teacher’s self-ordination as ‘God’s gift to the singing world’ seem to be alive with
mockery and indignation, indicating intensity of anger. An interrogative interpretation,
might argue that such intensity of anger was not only a reaction to the harm done to the
student, but also to the harm done to Connie’s own younger self. Observing the
negative implications for Hannah may have re-stimulated Connie’s anger and hurt

about what had been done to her in the past.

Hannah’s Perspective >
A Legacy of ‘Trauma’ in Learning

Hannah’s interview revealed convergence with Connie’s around the sense that the
student had been harmed due to the effects of a previous teaching relationship. As the
interviewer | was impacted by the intensity of sadness and pain that this student
communicated in her interview. Emotional distress was not narrated as in the past;
rather pain was alive in the telling during the interview process. The past relationship

was a dominant focus of her interview and was recounted as ‘traumatic’.

She talked of her experience of the early phase of the previous teaching relationship as

follows:

* See Samuels (1999, pp. 187-191) for discussion of the notion of ‘The Wounded Healer’
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it was never a sexual thing. It was more, ‘Wow! You're talented. You’re going
to tell me — you know, you’re going to show me how to do something that | love
for a living’ [...] So there’s that kind of idolising [...] when you have a younger —
you know, someone of the opposite sex telling you, ‘You’re fabulous. You're
going to be incredible,” there’s this kind of, ‘Oh, I like this.’ [...] so you thrive on
it.
A cautiously offered empathic reading might indicate that this relationship was one that
was emotionally powerful for the student and tinged with erotic and aesthetic
admiration. The art of singing was implied as that which the student loved, and the
teacher portrayed as guiding the student to that ‘love’. The language of desire seeps
through the lines of this passage in words like ‘sexual’ (albeit never), ‘idolising’, ‘thrive
on it’, fabulous’ and ‘incredible’. Her intense feelings were framed as having been
aroused by the teacher and the particularity of that learning context. She talked
elsewhere in the interview of the early period of the relationship as ‘enjoyable,
passionate’ indicating the sense of desire in that relationship. However, her interview
narrative revealed that over its four year duration that relationship became ‘a

rollercoaster’, ‘confused’, ‘stressful’ and ultimately a ‘trauma’.

The next extracts give an insight into the state of absolute dependence that Hannah

began to experience in that relationship.

| had lost complete confidence with my old teacher and felt | had to ask him
about everything [...] also because he wanted it to be that way.

my confidence went because | completely felt | had to depend on him for
everything
Textual analysis indicated loss of confidence, self-belief, autonomy and an
overwhelming felt sense of deference / dependence. Such a state of dependence
appeared to be perceived as co-created by the teacher — ‘he wanted it’, not as solely
arising from Hannah. This private relationship seemed to have provided a crucible that
fused intense aesthetic and interpersonal intimacy with feelings of dependence and

desire which ultimately became a source of troubling experience within that dyad.

Feelings of being powerless were communicated about being stuck in the relationship;

these two extracts are indicative of what was communicated in this regard:

| didn’t give myself credit for anything. | was like ‘it’s all because of him’. And |
was in kind of, in this web of ‘/ can’t get out’ but | knew | needed to, to improve

trapped in a situation that you can’t get out of

Deference to the teacher’s power and lack of self-worth were strongly communicated in

these passages. There was lack of ‘credit’ (one might read this as value / worth) given
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to herself; rather the credit was all located with the teacher - ‘it's all because of him’.
Overwhelming feelings of being trapped with the teacher were communicated, as the
text revealed a ‘web of ‘/ can’t get out”. The sense that learning was being impeded in
that relationship was conveyed through reference to the need to extricate her-self in
order to ‘improve’. Hannah revealed elsewhere in the interview that her decision to end
that relationship and change teachers was extremely difficult and took a year to have

confidence to enact.

Interrogative relational reading of that past relationship could conceptualise it in terms
of a collapse into an impasse of complementarity (Benjamin, 1999). Fixed binary
positions of submission-dominance or powerful-powerless could be proposed as
configuring the relational system with the previous teacher. The expression of feeling
trapped might suggest being locked into narrowly defined roles where there were
limited interactional options (Aron, 2000). Where relationships become trapped in such
complementary binary relations, the irresolvable impasse is understood to commonly

lead to breakdown of relationship, and this indeed happened.

Hannah'’s decision to end that relationship was conveyed by her as unleashing punitive
reactions from the teacher which she found shocking and disturbing. Retaliations
included the teacher talking about her in negative ways to her peer students and within
the institutional context. The experience of becoming the object of negative ‘gossip’

and ‘scandal’ as she put it, was communicated as a ‘trauma’:

Kind of leaving one [referring to leaving her past teacher] and the guilt that went
with that. And then sadly the kind of — the trauma | went through for the — it's
still going on. You know, gossip behind people’s backs. This — ‘You've left this
person. What a scandal.’
This text indicated that leaving the teacher evoked feelings of guilt and was
experienced as scandalous. Use of the word ‘trauma’ revealed that change of teacher
and the sense of public disapproval was and remained a source of deep emotional
disturbance for her. Anger about the injustice of being treated in this manner in the

conservatoire was also revealed in her interview:

I's not right. Because these institutions are here to help us make a career [...]
we’re not here to massage people’s egos [...] there should be a code of
conduct. If people feel they want to leave their teacher, it shouldn’t be a big
deal. It shouldn’t be a scandal
The institutional context was interrogated in this passage for its lack of responsiveness
to and support of the student in the process of changing teachers. The linguistic

descriptors ‘a big deal’ and ‘a scandal’ evoke a sense of this decision as socially
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unacceptable. Reference to the need for a ‘code of conduct’ suggests notions of
regulation, monitoring and ethical responsibilities in relation to professional practice.
This extract seemed to suggest that the student had felt unprotected and alone in this

situation within the institutional system.

Hannah'’s thoughts about that past relationship and its implications for her current way

of relating with Connie were expressed:

| don’t want to be like that with a teacher again [...] | don’t want her to be like,

God.
A desire to avoid repeating the past way of relating in her present relationship with
Connie was conveyed. The metaphor of teacher as ‘God’ could be read as indicative
of deference, dependence, obedience or worship of an absolute authority. This
symbolically seemed to convey Hannah'’s relational position with the previous teacher.
Hannah’s comment highlighted her wish to reposition herself with Connie, particularly
in respect of the negative outcomes of her deferential positioning in the past
relationship.  This might be conceptualised through the notion that individuals
reposition themselves in respect of others and in respect of past relationships and their
outcomes (Burkitt, 1999).

| will now turn to the next sub-theme that emerged under the key theme of legacy of

trauma.

Gratitude and Change

The following two extracts revealed a prominent theme that emerged across Hannah’s
narrative about depth of gratitude felt towards Connie for the changes that had been

experienced as a result of working with her in this current relationship.

she’s just enabled me to just sing. (Laughter) [...] And it’s just like, ‘Thank you.’
you know? It's massive

she’s enabled me to — to really start doing what | love again. And it's — that’s

massive. You know, because a year ago, | very often just couldn’t sing. And it’s

so depressing.
Read empathically both passages revealed a heart full of gratitude. The fundamental
simplicity of being enabled to ‘just sing’ again was conveyed and depth of gratitude was
linked with the teacher’s role in bringing about change to the voice and her distressed
relationship with singing. | recall at this point in the interview, that Hannah’s joy and
appreciation was tinged with pathos, perhaps indicating that the change was deeply
valued yet also inter-linked with the painful past.
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The following extract indicated further evidence of gratitude:

| don’t know whether she knows how important to me it — it is, having met her
and changed really
The process of change appeared to be profoundly valued and Connie’s significance in

the student’s life-world was apparent.

that's what | love about her. You know, you can kind of idolise her from a
distance, | suppose [...] | don’t want to be gushy with her. But, yeah, this is —
she’s really helped me out of a very, very horrible position [...] a year ago, | was
thinking about stopping singing altogether.
Linguistic references to ‘love’ and ‘idolise’ suggested that this relationship was of
profound emotional meaning. Expression of a desire to conceal her feelings from
Connie (i.e. avoidance of being ‘gushy’ and idolising ‘from a distance’) perhaps
revealed that such depth of feeling raised caution. Interrogative reading might suggest
that intense emotion was concealed from Connie due to her sense that previous
feelings of attachment and love towards a teacher had been abused and became a
source of pain. Temporal referents to the past teaching relationship as ‘very, very
horrible’ and to potential disengagement with singing at that time were juxtaposed with
Connie’s transformative role — ‘she’s really helped me out’. An interrogative reading
might suggest that Connie was experienced as having rescued the student from the
precipice of loss of that which she had felt passionate about — her voice and her

singing.

6.3.3 Power Relations

The next key theme from this dyad was that of power relations. It will now be

examined from each of their perspectives.

Connie’s Perspective >

Connie’s interview gave rise to two sub-themes in relation to power, one was ‘a partner
in the process’ which revealed her sense of a collaborative relationship with Hannah,
and the other was ‘Negotiating Challenge’, which focused on contested authority and

Connie’s reactions to this.

A Partner in the Process

Connie and | had watched one of the video-excerpts of her lesson with Hannah and the

extract below came from our conversation after that video observation.
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Paula: what do you notice watching that, and what do you feel watching that?

Connie: It's fairly, fairly easy. She’s a completely fully, she’s a partner in the
process. | mean she’s not standing back and saying, ‘Teach me.” She’s
taking part, she’s right in there.

The turn of phrase ‘a partner in the process’ suggested that this dyad could be

perceived as a meeting of equals. Hannah was not viewed in the video-interaction as

deferential or passive, as indicated by Connie’s comment that she was not ‘standing
back’ awaiting teacher input. Rather the student was perceived as active, engaged
and ‘right in there’ in their relationship. A sense of a collaborative relationship was

communicated.

Negotiating Challenge

Connie recounted in her interview a recent episode that had taken place in their
relationship in which she had challenged Hannah. The next extract was situated within
the context of her discussions about the student taking on a performing role that

Connie had advised her would be counter-productive to her vocal development.

| said, ‘Oh, | don't think you should do this, this will be maybe negative for you,
you should pull out.” She said, ‘Oh no, | can't, | can’t pull out and | don’t want to
pull out.” So | thought ‘Okay, I'm not going to forbid her to do it, I'll let, she
needs this learning experience.’
Empathic analysis indicated that Connie experienced her instruction - ‘you should pull
out’ as resisted. The student’s refusal was at first portrayed as an inability to change
her actions: ‘I can’t pull out’; but the shift in emphasis to a more wilful and intentional
refusal - ‘| don’t want to pull out’ was revealed. Connie’s recall of her own reaction: ‘I'm
not going to forbid her might paradoxically suggest an underlying desire to be
forbidding. To forbid would be to execute power and authority over the student.
However despite Connie’s belief that negative consequences would ensue for the
student’s vocal health, she appeared to prioritise the student's need to learn from

experience.

The next extract revealed what happened when the student took the role and the
negative consequences that resulted. It disclosed Connie’s thoughts and reactions to

the student’s refusal to take her advice:

The issues are serious and there’s a very serious — she actually, the last lesson
she had she was in tears [...] having all of the problems come back. Like its
eight months down the road and she can still re-visit the really bad experience
that she was having before. And she needed, obviously needed to do that. And
when she felt really distressed and upset, | felt and recognised that with her.
But her way of working with me and my way of working with her, is not to be too
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painful at the moment. You know, not to be too, ‘Well you really messed® up

and you deserve to, you know, be disabled like this, vocally.” | wouldn’t dream

of working like that.
There was a lot communicated in this passage. Temporal referents to the past, the
present and the passage of time revealed Connie’s framework of meaning. In this
regard, she perceived a direct link between the student’s psychological distress, the
vocal relapse (‘all of the problems come back’) and the past ‘bad experience’. Her
understanding of the student as distressed was expressed linguistically through her
words: ‘tears’, ‘distress’, ‘upset’ and ‘painful’. Connie indicated that she was empathic
towards this pain, as she stated ‘I felt and recognised that with her’. Interrogative
interpretation revealed however that a feeling of frustration had been aroused in
Connie by the student’s refusal to surrender to her authority. The sardonic evocation of
a punitive admonishing voice that was blaming, as indicated in the words ‘you deserve
to... be disabled’, and the use of an expletive seemed to highlight intensity of
frustration; but this type of punitive reaction was disavowed ‘| wouldn’t dream of’. This
could be interpreted as an indicator of the teacher’s impulsive reaction which was
constrained. Thus her capacity to tolerate and manage frustration, rather than to act
upon it without thought for the subjectivity of the other in the teaching relationship may

be in evidence here.

Elsewhere in the interview Connie shared that Hannah’s undertaking of this role
brought about a reoccurrence of health issues and minor damage to the vocal
mechanism, and this necessitated medical intervention in the weeks during our

engagement in the study.

A relationally informed interpretation of Connie’s narrative in this section suggests a
tension between recognising the student’s autonomy (allowing Hannah to act on her
desire) versus the desire to take authority and be forbidding with this student. Connie’s
resistance to stepping into the relational invitation to become constellated as the
authoritarian teacher to a submissive student was perhaps shown. This could be
argued as indicative of teacher capacity for mutual recognition, as defined by Benjamin
(1999); that is the capacity to sustain and balance the contradiction between asserting
one’s own wishes / needs whilst also recognising the wishes / needs of the other,
particularly when the latter are contrary to one’s own. It is also possible to interrogate
Connie’s perspective further and to ask why the teacher did not take authority in a
situation where her expertise enabled her to foresee the negative consequences that

did indeed result from the student’s decision. Perhaps this reflects a pedagogic

> This word was an expletive and has been changed although implies similar meaning, as post-interview
the participant requested that any expletives used be ‘tidied up’ to more appropriate language.
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dilemma for teachers about taking didactic authoritative roles with adult students
versus allowing students’ freedom, autonomy and responsibility in learning. In this
dyad the avoidance of becoming authoritarian may also have been linked to the
previous harmful teaching experience. Thus there was avoidance of re-constellating
the binary of dominant teacher—submissive deferential student that had become the
source of distress and led to the failure of the previous teaching relationship. The
generative dance (Burkitt, 1999) of relating was thus different between Connie and

Hannah, when compared with the past relationship.

Hannah’s Perspective >
Challenge: Contesting Teacher Authority

The above episode of challenge that Connie had discussed was independently raised

by Hannah in her interview without any prompt from me:

we'd challenged each other [...] It was a kind of, ‘Well I'd like you to do this.
And | was like, ‘Well, I'm not going to.” And | thought — well this is interesting
that I've still got the confidence to say, ‘No. I'm going to do what | want to do.’
But actually, looking back, she was completely right. | lost my voice for about
three weeks [...] doing this performance.

Here she spelt out through imagined dialogue the positions taken by each of them and
evoked clearly her complete refusal to enact Connie’s wishes: ‘Well, I'm not going to’.
Significantly for Hannah the refusal appeared to represent valued insight and a shift in
feeling state as it enabled her to connect with a sense of confidence or agency.
Interpretative reading might indicate that the discovery of an ability to assert her own
will in opposition to the will and authority of her teacher carried deeper significance
when contextualised in relation to the past teaching relationship. Despite a serious
relapse into vocal health problems (the loss of voice for three weeks), the experience of
contesting Connie’s authority appeared to be of equal or even of greater value for

Hannah. Evidence for this appeared in the next extract:

She hasn’'t said ‘I told you so’. She said ‘you needed to find this out for
yourself. And that is what it’s all about'... that was a huge thing for me.
Because my old teacher would have been like ‘I told you so’ and | would not
have heard the end of it.
The lack of admonishing response ‘I told you so’ for defying her teacher’s wishes stood
out as a ‘huge thing’ for Hannah. There was a sense that Hannah felt able to discover
understandings on her own terms; she could find out for herself, even though her
decisions had negative outcomes and were in opposition to her teacher’s wishes. An

interrogative intersubjective reading could propose that this presented a ‘moment of
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meeting’ (Stern, 1998) and a challenge to Hannah’s implicit relational knowing of power
relations in teacher-student relations. In this regard their interpersonal confrontation
might be understood as destabilising the habitual canon of their relating and this
opened up new relational understandings for Hannah. She appeared to discover that
contesting of teacher authority was possible and that confrontation could be weathered
in a negotiated manner that allowed for a sense of connection and togetherness with
her teacher, rather than a sense of submission-dominance and of teacher retaliation
(as in the past). Connie’s resistance to becoming the punitive authoritarian teacher
seemed to have transformative effects and open up new relational awareness for

Hannah.

Elsewhere in Hannah'’s interview she revealed that Connie had accompanied her to the
hospital investigations that were required as a result of this episode and this was felt to
be deeply moving for the student. Having defied her teacher's wishes, Hannah
experienced Connie not only as allowing her to discover her own mistakes and
meanings (recognising her autonomy), but also as supportive in response to the
negative consequences on the voice. There was a sense of emotional connectedness
and individual autonomy that had been discovered through this relational episode. This
could be interpreted in terms of dynamic autonomy (Keller cited in Aron, 1996) as the
student was able to achieve a sense of autonomy through relatedness with and
separation from her teacher, rather than through isolation, disconnection or termination

of relationship as previously experienced.

6.3.4 Triangulation of Perspectives: Connie» <Hannah

There was convergence of perspectives within this dyad around perception of the
detrimental effects of Hannah’s previous teaching relationship, however teacher and
student appeared to emphasise different aspects of what was understood to have been
harmful. For Connie the perception of harm related to the effects on the body, voice
and technique and resultant distress arising from that; whilst for Hannah the focus
appeared to relate to the interpersonal / intimate dimension of the relationship and her
experience of dependence and powerlessness with the past teacher. The loss of

desire to sing and of vocal confidence was identified as particularly distressing for her.

The theme of power relations emerged in both accounts and triangulation of findings
revealed shared understanding of an episode of the student contesting Connie’s
authority. This episode was understood by both teacher and student to have led to
negative vocal and emotional consequences for the student, but it was also found to be

linked with significant positive implications. In this regard, it seemed to transform
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Hannah’s understanding of teacher-student power relations. She appeared to discover
authority / autonomy in the relationship with Connie; this contrasted with her past

experience where she had felt powerless and dependent with a teacher.

Triangulation of accounts also revealed convergence of perception that Connie avoided
taking up a position of becoming punitive and authoritarian when challenged by the
student’s defiance of her wishes. There was indication in Connie’s account that such
punitive or frustrated reactions may have been aroused, but these were disavowed. In
the student’s account the lack of retaliatory reaction from her teacher was felt to be
highly significant. Both accounts also revealed a supportive teacher-response towards
Hannah when she suffered vocal problems arising from the refusal to adhere to her
teacher’s advice. Relational interpretation could consider this interactional episode in
terms of teacher capacity for mutuality (Benjamin, 1999) as there was evidence of
Connie’s capacity to sustain and balance the contradiction between asserting her own
wishes / needs whilst also recognising the wishes / needs of her student, particularly

when the latter were contrary to her own.

6.4 Connie and Lara: Who’s Responsible for the
Golden Throat?

The narrative for this dyad has been entitled ‘Who's Responsible for the Golden
Throat. This captured a key theme that | identified in their accounts around
interpersonal struggle with responsibility and discipline for practice and a perception of
this student as having an extraordinary voice. Key and sub-themes from the dyad were
presented in table 5 earlier in this chapter. The two main themes that were identified

and will now be presented were: ‘Trouble with Change’ and ‘Rapport’.

6.4.1 Trouble with Change

The first key theme | will present from each of their perspectives is ‘trouble with

change’.

Connie’s Perspective >
Ir/Responsibility and the ‘Golden Throat’

I will open with an extract from Connie which unearthed a key theme in her data:

That has been something | hadn’t really wanted to accept, that she’s just not — it
wasn’t about her being sort of disabled in a personal way. It was about her not
really wanting to get off her arse and do the work [...] she’s so talented she’s
been given such fantastic opportunities and people are falling over themselves
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to help her. But she’s not actually taking responsibility herself, for her talent.

You know, and for the gift, she’s got a golden throat.
Empathic interpretative work offered insight into Connie’s perceptions and feelings
about Lara. The metaphor of ‘a golden throat’ shone out from this text, and was
suggestive of a voice that was admired as unique, precious, rich and highly valued.
The term, ‘the gift’, gave a sense of this exceptional voice as something bequeathed to
Lara rather than earned. However, Connie seemed frustrated by the student’s failure
to take responsibility for such an extraordinary instrument. Her terse description of
Lara as not ‘wanting to get off her arse’ seemed indicative of irritation. The text
revealed a shift in Connie’s frameworks of meaning around diagnosis of Lara’s
difficulties. There was a move from a perception of the student as influenced by
something beyond her control (a disability), to framing the issues in terms of lack of
student responsibility, self-discipline, motivation and volition i.e. ‘not wanting to’.
Reference to people clamouring, ‘falling over themselves’, for this student, served to

heighten the sense that this student was perceived as unusually gifted.

Connie’s response to watching the first video-excerpt of lesson interactions also
revealed a shift in frameworks of meaning in relation to the question of responsibility /

irresponsibility.

| wouldn’t expect her to hit her straps until she’s thirty. Maybe in a relationship,
maybe with a child even, before she’s grown up enough and responsible
enough to take full responsibility for this instrument, because it's a stunning
instrument, it’s just not right yet.
The temporal evocation of Lara’s future brought forth reference to age, developmental
life stages, maturity, growing up and having a child. This latter reference seems to be
gender normative in terms of framing a woman’s life trajectory as child-bearing, but it
might also symbolically reveal the change in Lara that Connie believed necessary for
her development as a singer. Lara was perhaps understood in this passage as not yet
emotionally or developmentally mature enough to take responsibility for the ‘care’ /
development of someone or something in her charge. There was a sense in this
interview of Lara needing to take a duty of care towards the voice more seriously.
Connie’s various descriptions of Lara’s voice - a ‘gift’, ‘stunning’, ‘a golden throat’,
seemed to emphasise a sense of the student as having exceptional, outstanding and
unusual potential. However frustration seemed to be aroused in Connie due to the
student’s attitude and lack of responsibility that appeared to be troubling the teaching
relationship. The next sub-theme offered further insights into Connie’s understanding

of the impediments to progress.
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Discipline and Authority: ‘I Can’t Be the School Mistress’

Connie conveyed a sense of being positioned in this relationship as follows:

a bit teacher-student rather than equal collaborator, teacher-student a bit. And

she needs to grow through that [...] you know like she’s much more responsible

for how the lesson goes in a way.
Empathic reading suggested that she experienced a differential in power that was not
to her desire; she felt like ‘teacher-student’. This was suggestive of a sense of teacher
authority-student submission, and was contrasted with the desired relationship: ‘equal
collaborator’. The word ‘equal’ points to notions of equivalence or shared power, and
the word ‘collaborator’ stimulates the idea of working on the same side, rather than
working against one another, which was perhaps how Connie felt at times with Lara.
The next extract afforded insights into Connie’s emotional experience of struggling to

resist being pulled into a position of dominance with Lara.

really irritating for me, because my job is to get her voice working really well.
But | can’t, | can’t be the school mistress that says, ‘If you dont learn this word
perfect for next week | am going to report you to the head of department.” Or
something, it's not my way of working anyway. She’s got to be a collaborator.
Emotional irritation flows from the text and she had talked elsewhere in the interview
about Lara not taking responsibility for practice between lessons. The satirising of
taking up a position of disciplinarian ‘school mistress’ with Lara conveyed a sense of
frustrated absurdity about feeling constellated into an authoritarian position in order to
effect change with this student. Connie’s desire for a collaborative form of relating was
clearly articulated. Relational interpretative reading could consider the relational
situation from Connie’s perspective in terms of a pull towards complementarity
(Benjamin, 1999) and a binary of authoritarian teacher versus care free irresponsible
student. The relationship appeared to be experienced as a kind of troubling pass-the-
parcel, with Connie feeling the parcel of responsibility for discipline continually falling
into her lap, yet she needed Lara to take hold of this and to develop responsibility and

self-discipline in order to progress.

Challenge: ‘Frighten the Rabbits’?

Connie revealed a concern about challenging Lara about her lack of responsibility in

learning as follows.

| am trying my best for her, and not to frighten the rabbits | feel like she’d run, if
| ever got really mad with her
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| don’t roust at her, and yell at her or push her too hard. Why | hang back a bit

and try and encourage with patience
The metaphor of frightening the rabbits was suggestive; Lara was perhaps experienced
as vulnerable and readily made anxious. Connie seemed to feel that her frustration
and desire to be forceful expressed linguistically in the words ‘mad’, ‘roust’, ‘yell’, ‘push’
and ‘hard’, had to be contained. The student was perceived as needing a sensitive
patient and supportive relational atmosphere. At another stage in the interview Connie
had discussed the way that Lara had been very tearful at times in their early work and
this was perhaps underlying her perception of Lara as vulnerable. A tension around

being patient versus being challenging was expressed in the next extract.

It tries my patience; I'm being very patient with her. | probably should be less
patient. But | don'’t like to work in a negative environment. If | yelled at her or
came over tough with her, | would lose a lot of what I've achieved, really, | think
with her. I'm not sure; | should probably test the boundaries of that a bit more.
In this passage Connie revealed feeling impatient, but interrogated her reaction and her
approach to Lara’s lack of responsibility. She seemed to initially construct the
possibilities of styles of relating as a binary of being either ‘very patient’ or ‘tough’. A
shift towards uncertainty and less polarised thinking emerged as she considered
testing the confines of her understanding and of risking a more challenging stance.
During the interview there was a shift in Connie’s perception of her way of relating with
Lara. Initially framing herself as avoiding challenge, she watched one of the video

excerpts of their lesson interactions and commented as follows.

So | am raising it, | am doing it [referring to challenging the student]

She’s getting there, she’s getting there, obviously I'm saying more to her about
taking responsibility than | think | am

The video-data shown included interactions in which Connie challenged Lara verbally
about not dedicating time between lessons to practice and her voice. Connie was
surprised to observe this interactional challenge and the video observation seemed to
afford the opportunity to take an observational stance towards her-self. This seemed to

permit new awareness of what was taking place in her life-world world with Lara.

Lara’s Perspective >
‘It's All Kind of Too Fun’

The first extract under this sub-theme was drawn from the text which captured Lara’s

comments about the first video-data excerpt of their lesson interactions.
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having a bit of a laugh, a bit of a serious chat as well, but then — but there is
always a bit of a laugh going on, unless it's, I'm getting in trouble or something!
(Laughs) But it's — there is always a bit of a laugh and a bit of a — we have fun, |
think, yeah, the majority of the time, | think we have fun.
Taking an empathic hermeneutic, three repetitions of the phrase ‘bit of a laugh’ and two
repetitions of ‘we have fun’ conveyed a pervasive sense of joy and fun about this
relationship. The ‘fun’ in this passage was briefly punctuated by divergence to a more
‘serious’ tone of relating, but even this was lightened by laughter as she portrayed

herself as mischievous and ‘getting in trouble’.
The next extract revealed further insights:

sometimes | do worry that the singing and the lessons and the coaching [...] it's
all kind of too fun, because that is not what a job should be
This extract indicated that the student was slightly troubled, indicated by the word
‘worry’, about the degree of carefree enjoyment that she experienced in learning, and
how that might relate to a future professional life, referenced in her phrase ‘what a job
should be’. This perhaps alluded to an awareness of the hard work or serious

responsibility that developing a career as an opera chorister might require.

Doing it for the Teacher?

Lara’s thoughts about her own progress were revealed in this passage:

| wish | could learn faster because then | could get even more and | want to be
good. | want to learn it all so that | can be good for her. You know, it's kind of
that kid — you know when you're a kid and you want to ‘Oh, | just want to do
well’
Bringing about more rapid change, ‘| wish | could learn faster’, suggested that Lara
perceived delay in her progress. Empathic interpretative work indicated a desire to
progress in order to be something for her teacher, to please or to fulfil her teacher’s
desires, as expressed in the phrase ‘so that | can be good for her’. Linguistic reference
to early developmental life stage of being a ‘kid’ was suggestive of feelings of being

emotionally young and of looking up to her teacher.

The next passage taken from Lara’s interview offers a route into understanding her

feelings and thoughts about source of motivation in learning:

Lara: | want to do well for her because | know she wants me to do well [...]
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Paula: if [...] you are trying to think, ‘Who do | want to do well for most?’ Do you
feel you want to do well for her more than you want to do well for you?
Or do you feel that is quite equal? Or.

Lara: That’s... Wow! Because | do want to do well for me, because that’s what
I'm there for, but, Whoaaa! A whole lot of psychological issues,
because | suppose it probably would be her. But not a, it's not like a,

that’s not a conscious thought day to day.
During this section of the interview, Lara became rather disconcerted and this came
through in exclamations - ‘Wow!, ‘Whoaaa!’, and in her phrase ‘a whole lot of
psychological issues’. Reference to the latter might be read in multiple ways: perhaps
revealing anxiety about capacity to self-motivate rather than depend upon Connie for
this. It might also point to her awareness of my professional background as a
psychologist or to anxieties about being revealed or exposed in the relationship with
me. This student, by self-definition, indicated a preference for relating that was light-
hearted and less serious, and my question perhaps pushed her towards thinking more
deeply and seriously about her way of being. Her positioning of Connie as the primary
source of motivation was portrayed as out of conscious daily awareness. This might
indicate that Lara was not fully aware of her own emotional states and relational
motivations; and this coheres with Lara’s sense of being at a young emotional

developmental stage, like a ‘kid’, as she put it.

The following extracts emerged during a part of the interview where Lara began to

imagine her relationship with Connie ending:

if my student-teacher relationship fell apart, | know I'd just be like, ‘Well, | don't
want to sing anymore.’

say hypothetically if my teaching relationship was to fall apart, and so | know
that I'd then search for another teacher. And then, hypothetically, if all the
teachers | found after that were just like, ‘Ah, no, no, no. It’s not right. It’s not
right. It’'s not right’ | know that | would just — | would just — | would just be like,
‘There is no point.’

Oh my God, yeah. Oh my God, yeah, yeah, yeah, no it would take a long time

to get over the motivation that she gives.
These passages create a vivid picture of the depth of emotional attachment that this
student experienced with this teacher. There was a well-spring of anticipated loss and
despair that was touched upon when an end of relationship was imagined. The search
for a replacement teacher, indicated in the second extract above, gave rise to a sense
of hopeless protest that would be felt, revealed in linguistic repetitions: ‘no, no, no’, ‘it's
not right. It's not right. It's not right.” The final extract highlighted Lara’s feelings about

the motivation that she derived from being with Connie; the phrase ‘it would take a long
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time to get over seemed evocative of the process of mourning. The expression of
feelings of futility conveyed in the phrases: ‘I don’t want to sing anymore’ and ‘there is
no point’ are common to the experience of grief; and as such this could be understood
as indicative of significant emotional attachment and dependency. This revealed a
potential problematic and troubling aspect for Lara in her learning process as there was
a sense that a primary source of motivation for study was her teacher, rather than

herself.

Challenge: ‘Pulling Me Up’

The extract below gave evidence of Lara’s perception of a moment of challenge in the

teaching relationship.

the week before | was singing really badly and she was like, ‘Well, why didn’t
you come for lessons when — why didn’t you? What happened? Why not?’ |
was like, ‘Oh but, | don’t know, | just (groans),” and | know how frustrating | was
and she was just, she was pulling me up on it
In this extract Lara was referring to an interaction between herself and Connie in the
week previous to the video-recorded lesson. Connie was portrayed in the above
account as challenging Lara, indicated linguistically in the phrase ‘pulling me up’ and in
the representation of Connie’s interrogation of her non-attendance. The passage
revealed that the student was aware of arousing frustration in her teacher due to her

non-attendance at lessons.
The next extract revealed the way that Lara made sense of Connie’s reactions.

She does care and otherwise — if she didn’t care, she wouldn’t get as frustrated,

| don’t think, um. And, yeah, | mean after the lesson before this one, | then, | did

go away and was actually, ‘No, she’s right,’ and | did do a lot more work.
Teacher frustration was made sense of by Lara as an indicator of emotional care or
concern for her. Connie’s challenge of Lara appeared to have been experienced as a

stimulant of change in behaviour as Lara revealed she committed herself to work more.

A section of dialogue between Lara and | will now be analysed. In this excerpt the
student was talking about the lesson which took place the week before the video-
recorded lesson, in which Connie had challenged her about not going to lessons when

she was encountering personal issues.

Lara: | feel that she wants the best for me and that’'s why she does it and, you
know-

Paula: You look slightly tearful as you're talking.
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Lara: Ahyeah — no because it's quite — because I, | do really respect what she
has to say [...] she wants the best for me whether | want it for myself or
not, right? (Laughs).

Paula: Okay, that’s a question for you is it? When you just said that — or is that?

Lara: Err, | do want the best for myself, but | have these moments of like, ‘No!
You know. And that's when she pulls me up on things

In this dialogue, there was a sense of Lara recognising that Connie cared about her
learning ‘she wants the best for me’. Her emotional reaction to thinking about Connie’s
concern was noticeable, hence my observation that she was tearful. The text moved to
discussion of her respect for Connie and this was followed by a highly revealing
statement. There was recognition that her teacher really ‘wants the best’ for her, yet
she indicated she struggled at times with self-sabotage, acting in ways that were not
evidence of wanting the best for herself. The emotional sadness seemed to emerge at
the moment of experiencing this conflict between her recognition of Connie as
supportive of her progress and herself as pushing against progress at times. The
contradiction, which became clear as she spoke, was turned into a question when she
said ‘right?” | experienced this as a call upon me to offer some response to this
dilemma and | felt she was grappling with her awareness in the interactional moment of
our interview exchange. In order not to lead nor foreclose on her own sense-making of
this contradiction, | made an observation that a question was being asked perhaps of
her-self rather than interpersonally in our interview; this led to a further iteration of her
self-contradiction. Reference to both wanting the best for her-self and acting against
her-self were communicated in the phrase ‘I have these moments of like, ‘No! In such

moments, Connie was presented as challenging her (pulling her up).

An interrogative interpretation of this finding could posit that interpersonally there was a
binary configuration in their relationship at times of the student working against change
(moments of self-sabotage) and the teacher working for change (wanting the best and
pulling her up in those moments). This binary could also be interpreted as an
intrapsychic conflict within Lara as she both wanted the best for herself, but had some
awareness of working against her best interest. There appeared to be only partial

awareness of this latter aspect of self.

I will now move onto the final key theme for this dyad.
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6.4.2 Rapport
Connie’s Perspective >
‘Lovely, Lovely’

Despite feelings of intense frustration at times, Connie conveyed a strong sense of
affection for and emotional involvement with Lara. When asked what seemed of

significance to her about their relationship, this was her response.

this is a lovely, lovely person [Lara], and | want her to love me. | think there’s
some of that in there. Yeah. [...] You can see what a beautiful creature she is.
I's not a physical thing at all, it’s there’s an aura and a personality in there, that
if it's coaxed into life, is going to be wonderful, absolutely wonderful and | would
be very happy to help her do that.
Empathic reading of the language of this text brings to the foreground a sense that
Connie experienced feelings of love and affection in this relationship: ‘lovely, lovely
person’, ‘beautiful’, ‘absolutely wonderful’, and ‘happy’. Connie’s desire for wanting
mutual affection and perhaps the experience of intimacy to be shared emerged in the
phrase ‘I want her to love me’. This seemed to reveal the depth of emotional

commitment that this teacher felt with this student.

Lara’s Perspective >
‘Warm and Lovely’

Lara talked about the relationship in the following way:

Going to Connie’s is — it is kind, it's like — it's going home to, you know, it’s,
‘cause we go to her house and she’s so warm and lovely, and so professional
at the same time. It’s just — it is a joy
The language of affection was conveyed in this passage: ‘warm and lovely’ and ‘a joy’.
The phrase ‘going home’ seemed to be particularly poignant. It stood out in her
narrative as reaching beyond the immediate phrase or context, as it seemed to capture
her feelings of emotional attachment and belonging that were keenly felt with this

teacher.
Lara responded to my question about what she liked about Connie in the following way:

So warm and, it’s like yeah, so motherly or grandmotherly or. | can’'t — it’s just a
family member who — it’s like, ‘Ah, | want a hug!” (Laughs). Yeah, yeah.
This text draws on metaphors of familial relational attachments, suggesting that Connie

was experienced by Lara almost as if she were a close family member, a mother or
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grandmother. The exclamation ‘| want a hug!’ revealed feelings of emotional closeness
and affection. This teacher seemed to be beloved by this student and the sense of a
child with a parent was again evoked since the affection was not conveyed as between

adults or equals, but rather between generations.
Her learning with Connie was spoken of as follows.

I love it. | love it.
| love learning with her and I've gained so much from it.

The joy and pleasure of being in a relationship with Connie was evident.

6.4.3 Triangulation of Perspectives: Connie » < Lara

Triangulation of perspectives from Connie and Lara revealed that both experienced
change as a troubling process. For the teacher this focused around a perception that the
student struggled to take responsibility for practice and self-discipline; and on her sense
that relationally she was being pushed in the dyad into taking responsibility for Lara and
into becoming authoritarian or disciplinarian. This was a source of frustration as this
relational configuration was in contrast to her desired way of being. Connie’s perception
of the student as having extraordinary vocal potential that could remain unfulfilled also
seemed to fuel frustration. The teacher appeared to seek a collaborative or more
horizontal relationship, yet felt nudged towards being hierarchical and dominant. She
seemed to be relationally configured towards the position of a parental role or a teacher
who would ‘pull up’ Lara, as if the student were a young child. Lara concomitantly
revealed a deference and dependence towards her teacher and appeared to be pressing
Connie into hierarchical or more vertical relations of power.  Findings revealed mutual
understanding of this pattern in their relating and relational interpretation might suggest
that complementary forms of relating in the dyad along the dimension teacher
dominance—student dependence were evident. This was despite Connie’s resistance to
such relational invitations to become the disciplinarian. This relational configuration
seemed to be problematic in learning since the student’s capacity to self-motivate, self-
discipline, and to develop her own centre of authority was perhaps curtailed by

dependency.

For the student, her sense of the process of change was characterised by an
enormous sense of fun and lack of seriousness; but there was also a partial and
troubling awareness of her dependence on her teacher and of her conflict between

wanting to progress and acting against her own best interests (i.e. self-sabotaging).

127



Both teacher and student perspectives revealed that the student was framed as the
one in whom the hindrance to change resided, but there was clear variation in the way
that they each understood the specific nature of the hindrance in learning. Teacher
and student findings converged in relation to their call upon notions of developmental
life stage to talk about Lara’s maturity and young emotional state that was hindering
her learning. Furthermore Lara’s use of a parental metaphor to convey her feelings

about Connie indicated relations of dependency.

Lara’s account revealed an awareness of her capacity to frustrate her teacher and this
was found to converge with findings from Connie; she was indeed frustrated by Lara.
Despite Connie’s reporting of concealing and containing her frustration in order not to
‘frighten’ Lara, the frustration was clearly perceived by Lara. Relational interpretation
could suggest that this shared knowledge was in the domain of implicit relational
knowing (Stern, 1998) which is constituted by non-declarative, implicit understandings
that develop within a specific relational context, since their respective interviews had
indicated that ‘frustration’ had not been explicitly shared or declared between them.
Despite episodes of frustration, challenge, unsettling emotions and trouble in bringing
about change, findings revealed that the student experienced the relationship as a
caring one. The pervasive positive climate of relational rapport and mutual affection,
identified in both accounts, perhaps enabled difficult interactions to be tolerable, rather

than becoming the source of relational impasse.

This dyad revealed that feelings of love and affection were mutually experienced in the

one-to-one relationship and that such emotional states were enjoyed and un-troubling.

6.5 Preliminary Discussion and Summary of
Findings from Cluster 2

This chapter has presented the themes and sub-themes from the cluster of Connie and

her two students, Hannah and Lara.

Looking into the life worlds of these two dyads, both dyads revealed that the process of
learning involved implicit and explicit expectations of change in the student and in both
pairs there was evidence that trying to effect change was a troubling process, albeit for
very different reasons. The data revealed that frameworks of meaning employed to
make sense of stasis or delays in progress had points of convergence and significant
divergence between teacher and student in a dyad. Diagnosis of the problem in
learning was not found to be fixed and static, but instead there were shifting, partial and

contradictory understandings. This was particularly evident in the case of Lara who

128



appeared to be both unaware of any issue when she was in the mode of having fun
and being care-free, and partially coming into new awareness during the interview
process of her high level of dependence on her teacher and her contradictory desires
to both progress and self-sabotage. There appeared to be evidence in all of their
accounts of relational tensions that emerged in relation to the teacher seeking to affect
some kind of change in the student and of the students being unable to or acting

against the desired change.

Findings revealed that teacher empathy and concern were evoked when the student
was perceived as disabled in some way, i.e. having a difficulty that was beyond their
control. An example of this was Connie’s response to the vocal damage that she
perceived as having been done to Hannah by a previous teacher’'s harmful teaching
methods and misdiagnosis of the voice. Conversely, teacher frustration was provoked
when frameworks of meaning indicated that she understood the difficulty as somehow
under the student’s control or volition. In this instance, students seemed to be
experienced as thwarting teacher desires and this aroused irritation and anger. There
was convergence in the data across this cluster that such feelings were however
contained by this teacher and not acted upon in a non-reflexive retaliatory reactive
manner. Rather there was evidence in both the teacher account and the student
accounts that troubling interpersonal interactions and teacher frustration, although
unsettling for students, were experienced positively. Indeed Lara spoke of her
teacher’s frustration as indicative of care; and Hannah was deeply affected by the
episode of conflict between her and Connie where she contested her teacher’s wishes
and authority. Although there were negative vocal and emotional consequences to her,
this difficult interaction and challenge seemed to proffer a profound discovery about her
capacity to assert her autonomy in relatedness with a teacher. This was particularly
meaningful and poignant in this dyad, since the data had revealed evidence of a
distressing ‘traumatic’ previous teaching relationship. In the current dyad with Connie,
there was an experience of a new relational knowing, as Connie had not reacted
punitively when her power / authority was contested. Instead, both teacher and student
accounts revealed that she was supportive and empathic, although frustrated, and that
she allowed the student to assert her own choices and learn from her own decisions.
This relational episode of challenge was interpreted through the notion of a moment of
meeting (Stern, 1998) where destabilisation in the relational system led to new
relational understandings for the student. The teacher’s capacity to balance the
contradictions of asserting her own wishes whilst concurrently recognising the needs
and desires of a student, particularly when they were contrary to her own was

interpreted in relation to the concept of mutual recognition (Benjamin, 1999).
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The data from this cluster revealed that some teacher-student pairings can be
destructive for student development and other pairings can be creatively enhancing
and foster student well-being. Findings from Hannah revealed that in one teaching
relationship she had experienced feeling trapped, powerless, loss of confidence and
serious vocal health problems that required medical intervention, and had reached a
point of wanting to give up singing. The impact of that ‘traumatic’ experience was
revealed as not confined to the past, but continued to have influence and implications
in the current teaching relationship. Paired with a different teacher (Connie) the
student experienced herself as flourishing, vocally developing, gaining in confidence,
able to assert authority, and feeling a love of singing again. This highlighted the role of
the interpersonal relationship in shaping the experience and outcomes of learning and
of influencing student relatedness with the voice and motivation for music making. It
also brings into question the notion of student autonomy as a characteristic of the
individual, and instead suggests that student autonomy may be a relational

achievement of the dyad.

Findings from this cluster highlighted the significance of emotion in the process of
teaching and learning. The experience of frustration and annoyance were strongly felt
by the teacher, and such emotions can be understood as inevitable and ubiquitous in
human relationship (McNamee & Gergen, 1999). Emotions of love and affection, which
were felt to create a positive relational climate in one of the dyads, were found.

Feelings of pleasure, joy and delight were expressed in both dyads.

States of desire and passion, which were recounted as not acted upon sexually, were
identified in one of the student accounts in relation to a past teaching relationship. This
experience was found to be exciting at first, but ultimately became a source of distress
and harm in the relationship due to the dynamics of power in the dyad. The intense
private teaching situation seemed to act as a crucible for the fusion of love of music,
interpersonal intimacy and ardent feelings of aesthetic admiration and desire. This
seemed to have placed this young student in a highly vulnerable position in relation to
a teacher. The teacher had been experienced as acting in punitive and retaliatory
ways when the student ended the relationship and lack of institutional support
appeared to have heightened distress. The state of dependence and of feeling
trapped, seemed to suggest an impasse of complementarity (Benjamin, 1999) in that
relationship; it was terminated due to the difficulties. It is important to note that the lack
of the past teacher’s perspective means that triangulation of findings cannot be
achieved in relation to that particular dyad; however the student’s perspective revealed

her experience and the negative implications of such experiencing.
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In terms of power relations; the pair Connie and Hannah revealed that power relations
were shifting and not static or fixed. The teacher data revealed that their relationship
was at times characterised by a sense of equality and collaboration; and at other times
there was a contesting of teacher power and authority by the student. It is possible that
the relationship did not become fixed in a binary impasse due to teacher capacity to
recognise the student’s autonomy and to avoid becoming dictatorial even when the

desire to be so was activated by the student’s refusal to take her advice.

Findings from Connie’s data in both dyads revealed that she experienced a struggle
when constellated into the position of authoritarian / dominant / dictatorial teacher as
this collided with her desire for more collaborative negotiated forms of relating.
Impulses to take the former positions were indicated in her data, but this was found to
be resisted or troubling for her. The data across this cluster seemed to indicate that
pervasive patterns of relational configurations of student dependence-teacher
dominance were linked with negative effects on the process of learning. Lara’s over
dependence on Connie and Hannah's state of absolute dependence with her past
teacher seemed to be associated with difficulties in effecting change and more

seriously perhaps with potential disengagement with singing altogether.

This data revealed that the teaching relationship was construed through a range of
relational metaphors including familial attachment relationship (parent-child) and a
therapeutic healing relationship (revealed through the metaphor of the wounded

healer).

In this chapter | presented findings from cluster 2. Further discussion in relation to
findings from the other cluster and from the individual interviews strand of the study

appears in the Discussion Chapter (see Chapter 9).
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Chapter 7: Findings from Individual Teacher
Interviews

7.1 Introduction

This chapter presents findings from the individual teacher interview strand of this study.

Key themes from the data analysis are listed in the table below in the left hand column

and sub-themes appear in the right hand column. These themes are discussed in turn.

Bringing about
Change

Power Relations

Changing Teachers

Intimacy & Distance

Complexities of Trust
& Honesty

Humour and Play

eResistance and Frustration
*Progress and Risk

eConflict of Needs: Student versus Institution

eTeacher Dominance
eCollaboration
eStudent Autonomy

oTricky
eAccepting

*The Value and Complexity of Intimacy

eThe Value of Separateness and Emotional
Distance

*A Need for Institutional Support

eMis/trust
*The Value and Trouble with Honesty

eHumour and Play

Table 6: Themes and Sub-themes for Individual Teacher Interviews
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7.2 Bringing about Change

The teaching relationship was framed in all the teacher accounts as one that involved
and was predicated on bringing about change in the student and this was expressed as
having significance for the relationship. Three sub-themes were identified under this
theme: Resistance and Frustration, Progress and Risk, and Conflict of Needs: Student

versus Institution.

Resistance and Frustration

The process of effecting change was portrayed as perplexing to teachers when they
encountered a lack of change or stasis in the student or where the pace of change was
felt to be too slow. Frameworks of meaning drawn upon by teachers tended to locate
the ‘problem’ within the student and the following exemplify the kind of explanations
communicated about students in this regard: ‘deep-seated insecurity’ (T10), history of
‘trauma’ (T03), ‘obstructive’ (T04), deference to teacher (TQ7), fear (TO3/T07/T10), lack
of responsibility for learning (T06), ‘rigid’ as a person (T02), and ‘too interested in other
things’ (T10).

The dominant narrative, identified in seven of the eight teacher accounts, was of
student ‘resistance’. The following passages were indicative of this type of framework

of meaning:

TO6: there’'s a resistance. It probably is slight dyslexia but there’s a
resistance to learning detailed, precise things about music and there’s a
resistance, she’s not a linguist either, so things are almost, they'’re
always almost there, but they never get there. And that’s quite hard to
teach because one wants to be encouraging because there’s some
very, very good things about it always, but you also want to get all the
things that are not right about it, to get them [raised voice] right. And
she can’t or won't, orisn’t, it doesn’t happen. [...] It's frustrating

T09: and to have a student like this, | found so upsetting because | couldn'’t
start because she just couldn’t, there were too many, whatever,
problems - | don’t know, mental problems. | couldn’t get in there and |
couldn’t chip away at her (laugh) to try and help her and | found that so
frustrating.

TO7: they have an area where they're going to struggle, that's when that
resistance is likely to come up. And so as a teacher, | need to decide do
| keep pushing at the resistance or do | find something else to do or do
we find another way to deal with that resistant point. And that’s great.
It's very good [...] It's part of the pleasure of teaching [...] but usually
less fun

133



The first two extracts revealed frustration when teachers were faced with difficulties in
achieving their aims with students; this was identified across the teacher accounts.
The first extract (T06) revealed that more than one framework of meaning was drawn
upon to understand difficulties - the student was framed as possibly having a learning
disability ‘dyslexia’, but the dominant formulation was of student ‘resistance’. The last
sentence in that extract: ‘she can’t or won’t, or isn’t, it doesn’t happen’ suggested
confusion or conflicted understandings of the nature of difficulties. The extract from
TO7 revealed a dilemma when student resistance was perceived; to push / challenge

resistance or to search for alternative resolutions.

Another extract illustrates the link between encountering stasis or lack of progress and

the arousal of frustration:

T10: | couldn’t get anywhere with her. And in the end, | thought, ‘There’s no
point’. It was frustrating. [...] | just realised if | got frustrated, it wasn’t
going to help her.

[Continued later] if they’re not doing what | want them to do, because
they can’t or it's not 'cos they’re not trying — | think that’s it. | have to — |
have to keep reminding myself, ‘Look, this person isn't deliberately
trying to do something you don’t want them to do. Uhm, and they’re not
being obtuse, they’re not stupid, they’re not difficult'.

The emergence of frustration and hopelessness (‘there’s no point’) when change was
not forthcoming in the student, was clear in this account. There was a sense here of a
teacher who reflexively interrogated her reactions; the self-talk seemed suggestive of
attempts to reframe experience so that the student could be understood from
perspectives other than as someone who was intentionally frustrating her or being
obstructive. This passage was indicative of findings across this data set of the
experience of lack of change in the student being experienced as a negative relational
transaction in which the student was felt to be actively thwarting the teacher’s will or

aims.

Progress and Risk

The sub-theme of progress appeared in six of the teacher accounts in relation to

positive emotions of joy, pleasure, excitement and pride.
The following extracts were examples:

T03: the joy in the, in the sound of the voice ‘cos you see a young woman
gaining vocal confidence all the time daring to push the boundaries, little
bit further, and that just, sometimes I’'m very moved [...] | mean I'm very
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moved even to speak about it now [participant became tearful] and
that’s tears of joy.

TO9 | feel very excited by that kind of episode in a lesson, when there’s a
sort of ‘light bulb moment’ and understanding, a meeting of minds and
then the realisation that the student realises that, you know, that they
own that particular aspect or element of their singing, that that's what,
maybe, makes them a unique performer, you know. That's what really
excites me [laughs]

T04: when you see significant emotional, musical, technical things flourish,
you know, and you feel that you’ve had a part in, a really enormous part,
even though its specific to singing and becoming a performer, | feel as if
the work goes way beyond that and that it feels like you’'ve helped,
you've been part of unlocking something in a person [...] | do feel
enormously proud

These extracts suggest strength of emotional commitment and depth of feeling that
teachers experienced when recognising their student’'s developmental achievements.
Progress was portrayed both as an individual achievement of the student and one that

was collaboratively realised in some of the accounts.

Student capacity to take risk and tolerate uncertainty in the relationship was perceived
by three teachers as an important characteristic for vocal development. The following

are illustrative of these comments:

TO4: often the technical development, for example, you're asking them to,
kind of, go to the edge of a cliff and jump into a place of physiological
unfamiliarity [...] So they go to viscerally very different place. That's
what | am trying to encourage them to do and they can't do that unless
they really believe that you're trustworthy [...] the moment when they
take those risks is when you know; you’re at a place where that
relationship is at its optimum

TO7: being open to taking risks [...] And that risk can be you know, looking
stupid in front of the teacher in the one-to-one relationship or it can be
looking stupid in front of an audience [...] and that level of risk is
something that performers need to deal with all the time.

T10: this thing about the bravery. Being brave enough to do things in lessons.
And not feel inhibited.

The accounts indicated that teachers viewed student capacity to tolerate risk,
uncertainty, unfamiliarity and self-exposure in the teaching relationship as important for
the purposes of technical and performance development. T04’s extract also conveyed
the significance of qualities of the teacher-student relationship in creating optimal

conditions for such risk taking, evidencing a perception that the interpersonal
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relationship played an important role in risk taking rather than this being solely a

characteristic of the individual student.

A Conflict of Needs: Student versus Institution

The pressure of being in a position of trying to bring about change in the student
according to institutional deadlines, procedural structures and expectations was
identified in six accounts. Teachers were troubled by a conflict between navigating the

needs of the student versus the demands of the institutional context.

TO1: | found that it was very, very hard to have to churn people off to do that
exam, with these things, at that time and some of them weren’t ready for
it, some needed more time and | hated the pressure to, almost like
forcing a bud, | felt, you know, it was like | was being a horticulturalist
and | was being asked to make the rose bloom next week. When | knew
this was going to be a Chelsea Flower Show winner in a month, but if
we bloom next week I'm afraid it, you know it wasn’t going to happen.

TO04: a student might get a place at a conservatoire when | don’t think that
they are appropriate. They're forced to jump through hoops at a
particular point in their development and | don’t think they’re ready. So |
have conflict

[Continued later] perhaps | have a different opinion than the
conservatoire of whether they should be there or not and so that’s [...]
already a difficult thing to negotiate in terms of a relationship.
These extracts revealed the teachers’ emotional struggles of trying to navigate the
tension between serving institutional demands and prioritising the individual within the
context of their particular learning situation and needs. Institutional pressures seemed

to be experienced as impinging upon the workings of the relationship in troubling ways.

Another example illustrates this issue:

TO7: if they get a bad result which isn’t necessarily from me but from the
panel or a result that it isn’t as high as they would like it [...] then |
become sort of culpable in that mark, in that bad mark in their minds

[Continued later] there are students who sort of close down and don'’t
want to, just don’t want to engage anymore after that experience of a
mark that they felt wasn’t right

The perception of the negative effects of assessment on the dynamics of teacher-
student relating was conveyed here. Unmet student expectations / desires for
particular grades seemed to be experienced as having negative interactional and

emotional implications for the teaching process. A ‘bad mark’ seemed to create a
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rupture in the relationship which was communicated as having detrimental effects on

student capacity to remain engaged with the teacher.

7.3 Power Relations

The theme of power relations revealed three sub-themes: teacher dominance,

collaboration and student autonomy.

Teacher Dominance

A theme of vertical power relations was identified in four accounts. The positioning of
the teacher as dominant or authority in the relationship was conveyed variously and

linguistically through reference to teacher as ‘God’, ‘Master and ‘bully’.

Accounts revealed a tension between the impulse or desire to be dominant in the
relationship versus an articulated ideal of developing a dialogic type of relating. The

following illustrates this kind of conflict:

T03: sometimes of course one wants to just shake the student by the
shoulders and say 'look | know this is right, just do it. Don’t ask
questions just do it', but actually you can’t do that, because these are
growing people and they need to make their own mistakes and we need
to uhm respect their place

In this text, the conflict between wanting to dictate to the student, conveyed in the
phrase ‘Don’t ask questions just do it’ was counterpoised with a sense that such an
approach was questionable. A more student-centred approach that respects student

need to discover learning on their terms was revealed as the desirable approach.

The perception of the student as the one who creates or desires the power differential

with the teacher was captured in the next extract:

TO3: the younger students’ perception of the teacher as a role model in this
one-to-one situation is very much uh, 'you’re the God, and | know
nothing [...] and therefore, you, | gain everything from you and | can be
silent and you know | just do what I'm told'

This passage indicated teacher perception of younger students as deferential / passive
(‘1 just do what I’'m told’) to an absolute omniscient authority; i.e. teacher as ‘God’. This
understanding of the student as the originator of the deferential dynamic towards

teacher authority was also revealed in the following interview:

TO7: the student-master relationship and | think it is dangerous simply to say
that it's not valid because it is very valuable [...] some people, as | said
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before, | feel want to learn by being told what to do and feeling the
master is giving them the information

[Continued elsewhere] Some conductors will have that master-student
concept in their heads [...] they will have a very clear idea of what they
want to do and, in the end, the singer has to do that. If you'’re engaged
with an orchestra and you’re working with a conductor, the conductor is
God and he gets to decide what happens. So in a sense singers do
need to be able to adapt to that master-student relationship

[Continued elsewhere] | think the problem, if that's the only experience
they have and if that’'s the key way that they work, then they’ll struggle
when they're on stage with a director who's very vague and not, doesn’t
hold [...] specific ideas. They'll struggle in working with colleagues
because the colleagues will want to be open and sharing ideas rather
than just being told what to do.

The first extract suggested that this teacher held an understanding that some students
were the instigators or creators of a submission-dominance type of relational
configuration, as the teacher stated: ‘some people [...] | feel want to learn by being told
what to do’. The metaphor of conductor as ‘God’ in the future career context revealed
teacher perceptions of the need for students to be able to accept and work within
power relations of submission to an absolute authority. Such forms of relatedness in
teaching seem to be understood as providing a valuable relational template for future
professional relationships. Both the values and constraints of the student-master
(submissive-dominance) model of relating in one-to-one tuition were revealed in his
account. The last extract indicated this teacher’'s belief that students who only
understand how to relate within a submission-dominance type of model would struggle
in the professional context when more collaborative forms of relating may be required

(i.e. when there is a call for collegiate openness and sharing of ideas).

Teacher dominance was identified in the data in a more disturbing and extreme form in

one interview:

T09: there are also many singing teachers, | mean | can think of a couple and
| won’t name them but there are a couple in [name of conservatoire] who
are harsh to the point of, | mean they actually bully their students and |
know this because I've coached [...] some of those students and they’ve
told me about it [...] because they’ve been so upset by what’s been said
to them [...] it knocks their confidence

This account revealed teacher perceptions of students who she felt had been subject to
excessively harsh behaviour from her colleagues. The word ‘bully’ was evocative of
coercive power relations and in this passage other teachers were presented as causing

emotional distress and negatively influencing students’ confidence. This suggests a
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link between power relations that negate student needs / experiencing in the

relationship and negative learning outcomes.

Collaboration

Five teachers talked of valuing the experience of collaboration and mutual relating with
students. Language employed to describe such teacher-student interactions included
reciprocal (TO7/T09), collaborative (TO6/T07), mutual (TO7), a coming together (T09)
and feeding off one another (T04). Metaphors of equal ‘energy’ exchange (T04, TO7,

and T09) were also used.

The following passages were indicative of comments made:

TO7: the master/student relationship does play a part in all teaching, |
suppose but [...] what I'd much rather have is ideas given back to me
and, and that collaborative feeling that | can make a suggestion, the
student can make a suggestion back and we can try things out, and it’s
a process of learning together.

TO4: | think it's something to do with the feeling that I'm putting in 120%
energy and they’re putting in the same [...] it really feels like it's the two
of us learning together. That's when | feel I'm most helpful as a teacher
[...] it's a teaching/learning space where they, they're, we're feeding off
each other.

T10: there’s very much a coming together at a certain level in teaching

A sense of pleasure and teacher engagement in the learning process was conveyed.
There was a sense of give and take, a ‘collaborative feeling’ and all the above
employed the notion of learning ‘together’. Teacher TO7 revealed elsewhere in his
interview that his ability to relate in a collaborative way was linked to growth of

professional confidence:

TO7: I’'m more prepared now to take on board what I'm getting from the
students and to be open to what they’re going to bring to the lesson and
bring to the work we do. | think 10 years ago or even 5 years ago all
that preparation and planning was because | wasn’t confident enough to
let them break into that relationship [...] | am more confident and
comfortable because | feel that | can be more open just to let the
students bring their own material to what we do, rather than me
dictating.

Linguistic expressions of allowing the student to ‘break into that relationship’, being
‘more open’ and no longer ‘dictating’ were suggestive of relinquishing power and
control in the relationship. There seemed to be a shift towards horizontal sharing of

power in the field of relating. Interpretation of the passage might suggest that anxiety
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about uncertainty and efficacy in formative stages of professional development had
been managed through control and dominance of the relational space with students.
With growth in confidence and perhaps establishment of a more coherent stable
professional sense of teacher identity, this may have opened up the possibility of new
forms of relatedness with students. This could suggest that a collaborative relationship
with students brings with it a greater sense of emotional risk and uncertainty, since a

teacher is positioned alongside students rather than in a state of dominance or control.

Student Autonomy

Findings revealed that four teachers articulated an aspiration of working towards

encouraging student autonomy and independence. These were indicative comments:

T06: | like to look forward towards a student’s independence

[elsewhere in interview] | think you need to become a good enough
judge to be able to operate without your teacher being there all the time.

T03: for the young ones, it's a question of encouraging them to be
autonomous, rather than lead them by the nose through everything

[Elsewhere in interview] as they get older, they begin to start their own
engine and do it by themselves

One teacher perceived students as more independent in contemporary conservatoires,

when compared with her own experience of being a student.

T09: Your typical student nowadays would have a one-hour lesson, one a
week. There’s no supervised practice in between [...] it makes the
student much more self-reliant and because we have the benefit of
technology now and we can record ourselves and listen back to lessons
repeatedly, | think that students now are much more self-reliant,
proactive, independent in their learning. They are not having to be
spoon-fed so much, in terms of, you know like, the meaning of an aria
[...] they’ll go away and look it up. We’ve got the Net now, of-course, to
help us with all that. So things have really changed.

This extract revealed a perception of contemporary students as more independent in
learning due to the structuring of lessons, lack of supervised practice between lessons
and technological and electronic innovations. The evocation of the changing world and
its influence on teaching framed this teacher’s sense making of the difference between
her experience as a student and the present day experience of students whom she

perceived as more autonomous in learning.
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The theme of power relations thus revealed a range of perceptions across accounts,
with students understood in the relationship as deferential and passive to teacher

authority, collaborators in the relationship and independent of teachers.

7.4 Changing Teachers

The theme of students changing teachers emerged as a ‘tricky’ and emotionally difficult
process for the teacher and as a student decision that should be accepted and

supported. | will now discuss each of these areas.

‘Tricky’

Findings revealed that the process of changing teachers was perceived as a troubling

process for teachers (in six accounts). The following convey the type of concerns:

TO6: it's very tricky for [...] staff in the vocal department if somebody leaves
them because they take it very personally

[Continued later] she decided that she would leave this teacher and she
had already set up a consultation lesson with another one. So | have to
say ‘Don'’t do that because that will upset the first teacher’

T03: when it comes to a change of teacher within the school, then it's more
tricky, because there are personality issues to be dealt with

[Continued later] There are the very, very possessive ones, the ones
who think that, that 'the student has come to me, they will learn with me,
| will give them everything they need', and if that student has a desire to
change teacher or go and work with somebody else, then that, that is
very offensive, to the, to the teacher who is being rejected.

T02: she [referring to a student] said should she tell the teacher that she’s
with, that she’s thinking of leaving, and | said ‘No. | wouldn’t until you
decide what you’re going to do because’, for me, the minute that they
say that they’re not happy, or that they’re thinking of going to another
teacher [...] the circle of trust, or whatever you want to call it, is broken
and not, | know that sounds really dram-, that sounds dramatic but
they’re, they’re obviously not, they’re not, they, they don’t have the faith
in you any longer, total faith

The experience of students wanting to and trying to navigate a change of teacher was
conveyed as ‘tricky’ and complex. Teachers were presented in these extracts as
finding this upsetting (T06), offensive and rejecting (T03) and damaging to trust (T02)
and students seemed to be advised not to inform teachers of their decisions until a
change was taking place. Teaching relationships thus appeared as unable to contain
and sensitively respond to students’ wishes to change teacher. The depiction of some

teachers as possessive and insulted by student desire for a change (T03) might
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suggest that narcissistic or emotional needs of some teachers take precedent over

students’ needs.

One teacher discussed her own experience as a student when she had struggled to
change teachers:

T09: | remember from my own experience of being the student at Music
College [...] when you are in a situation where you feel you need to
move teachers; it's very difficult to have the courage to speak up [...] |
waited, probably, 2 years — longer than | needed to, to move teachers
[...] I was terrified of offending the teacher because she was extremely
well known as a singer [...] | felt that ‘Oh, it must be me. I'm not
understanding’ and | waited far too long. | think a lot of singers go
through that

In this account the teacher appeared to empathise with current students who may
struggle with trying to change teachers. Recollections of being a student revealed
anxieties about offending her teacher. Use of the words ‘terrified’ and ‘courage to
speak up’ and the portrayal of a protracted process that took ‘far too long’ revealed the
fear involved in navigating this within a teaching relationship. The process of changing
appeared to have been delayed by difficulties in discerning whether the problem in

learning resided within her or within the teacher, and in trusting her own judgement.

Accepting

A slightly more accepting narrative about students changing teachers also emerged in

three accounts. The following were examples:

T02: people think that they want to get an experience of somebody else while
they're still here, somebody different. You know, and that’s, normally
that’s fine, that’s not a problem.

T03: there are the ones [referring to types of teacher] who seem to hope that
their student will go in search of whatever they feel they need at the right
moment and therefore we’re only human, we can’t have total
knowledge, therefore I've reached my limit, | can’t offer you any more,
you’re not listening to what I'm saying therefore you have my permission
to go and consult another teacher

Although these accounts appeared to emphasise student need / right to change
teacher and to search for a good fit for their learning needs, both also seemed to reveal
a sense of problematic in this situation. In this regard T02’s phrase ‘normally that’s
fine’ and T03’s comments ‘you’re not listening to what I’'m saying’ allude to a slight
negative tone or concern in relation to changing teachers. The phrase ‘you have my

permission to go’ in TO3’s account might be interpreted as suggesting a sense of
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power-over the student, as the latter was portrayed as being granted ‘permission’,

rather than viewed as an equal / entitled to explore such possibilities openly.

7.5 Intimacy and Distance

The next theme to be presented is the complexity of developing intimacy versus
maintaining interpersonal distance with students. Two sub-themes were identified: the
value and complexity of intimacy and the value of separateness and emotional

distance.

The Value and Complexity of Intimacy

The value of developing depth of interpersonal intimacy with students was conveyed in

four of the teacher accounts. These extracts were illustrative of the kind of comments:

TO02: | feel that the one-to-one relationship is so special and it’s the, it's the
closest relationship that they get

TO1l: | need to feel like we'’re getting inside each other and we’re really, really
at one with each other so we can sort of go hand in hand on our sort of
musical and vocal training journey

[Continued later] I'm gently nudging into these secret places really which
| have to sort of tap into [...] they’'ve got to be convincingly able to
commit themselves totally to this emotional stuff and share it

T04: you become so intimately engaged with this other human being

[Continued later] | find negotiating the relationship really quite difficult.
Because | think to make significant vocal development [...] you need to
have, they need to feel completely, they have to really trust you. But
then there’s also, there are professional boundaries and you have to be
really careful

[Continued later] | really feel | need supervision because | feel as if
there’s just so much that comes up which is in addition to the singing
stuff [...] things do just come up and it's often to do with them trying to
release something vocally and tears

The above extracts revealed that teachers experienced a high level of intimacy in the
one-to-one relationship. The accounts suggested a framework of meaning about
teaching voice; it was based on a premise that artistic vocal development requires the
provision of relational conditions in one-to-one tuition that foster emotional openness,
vulnerability, disclosure and expression in the student. In TO1’s extract the need for
mutual intimacy and self-revealing was conveyed: ‘I need to feel like we’re getting
inside each other'. The complexity however of providing a relationship that involved
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such a high degree of emotional connection with the student was captured in T04’s
comments about the difficulties of ‘negotiating the relationship’ and ‘professional
boundaries’. Her need for supervision was expressed in relation to teaching voice, as
this process was viewed as inherently involving the arousal and release of intense

emotional states.

The troubling nature of eliciting and encouraging emotional intensity in the teaching

relationship emerged in the following interviews:

TO4: | know that vocal development needs that transparency and that real
engagement with the person as a person, not just a musician, as a
person. | know that. | really do know that from my own experience and
from working with so many students, but at the same time that's a
difficult place to be working. | mean, just like in therapy, it feels very,
I've been in therapy myself, it feels very similar in that way and yet there
are such boundaries — lovely clear boundaries round therapy.

TO1l: for along time I felt | was counselling all these students and being, as |
said, their mum - “You can ring me up if you've got any problem and tell
me’. And | learned that that doesn’t help us because then I'd be there
and they'd come in and we get tears [...] and then we wouldn’t get any
singing done. And it took me a long time to recognise that someone
else, | mean the old head of department here helped me with this. He
used to say ‘Look, there are counsellors here for them to talk too. Your
job is to teach them the singing'.

These extracts revealed the strain and tensions of navigating intimacy and high levels
of student self-disclosure versus the need for a sense of containment, interpersonal
distance or boundaries. The comparison between vocal teaching and counselling /
therapy seemed to capture a dilemma that was experienced. In providing a
relationship that was bordering on what felt like a therapeutic role since it encouraged
high levels of student emotional awareness, openness, disclosure and expression, this
brought with it difficulties for the teachers in containing the students’ emotional
experience and its impact on lessons. The expression of a need for professional
boundaries (T04) and a need to differentiate between therapeutic and teaching roles
(TO1) indicated this had been a tension for these teachers. TO01’s extract above
revealed how understandings of the need for intimacy were subject to change and
review over time, rather than such beliefs being static or fixed. Reference to therapy
may have emerged in these interviews due to participants’ awareness of my
professional background; such choice of metaphor may have been un/consciously
articulated as a bridge to an ‘outsider’ to conservatoire teaching in order to enable me
to find a point of empathic understanding or identification with the kind of experience

that they were attempting to convey to me.
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In addition to the therapeutic metaphor used to describe the one-to-one relationship,
the final extract above (TO1) revealed the use of a parental metaphor; she referred to
being ‘mum’ to her students. This construal of the relationship appeared in other

accounts, including the following:

T06: |was a sort of mummy [...] | think. In the. Without being mumzy, | think
she saw me as a maternal figure who knew a lot. And she thought |
knew her a lot and | suppose | do. Yes, she thought | knew a lot, so she
would ask my advice a lot

Interrogative reading of the metaphor of maternal figure reveals several layers of
meaning and possible implication. It could indicate intimate close relations that involve
dependency and a desire for care and guidance; alternatively it might suggest
infantilisation, over-involvement or difficulties with allowing a child, in this instance the

student, to separate, individuate and be viewed as an equal adult in the relationship.

Findings revealed that both of these metaphors of the relationship were also
interrogated and rejected by other teachers and this will now be presented under the

next sub-theme.

The Value of Separateness and Emotional Distance

Six of the teachers discussed the value of maintaining emotional and interpersonal

distance with students.

Several teachers who had expressed the need for emotional interpersonal intimacy for
pedagogic purposes (as discussed above), talked about changes in their way of being
in the relationship during their careers due to finding the implications of such deep

personal involvement too demanding and too complex to manage.

Teacher TO3 described a relationship with a student who had self-disclosed personal
information in a lesson that deeply disturbed the teacher. The following four extracts

were from her interview:

T03: she divulged this very disturbing piece of information
this information is too much for me to cope with by myself

it was extremely difficult [...] when she told me the, the situation and the
circumstances of this awful story. It, it hung over me for several days
and | just thought, there’s nothing | can do about this. It's not my job, |
have to try to, to put it away and | can’t change it, but of course, it
skewed the way | looked at the dynamic between us
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over the long term one realises actually that, you know, one has to keep
a distance, more of a distance perhaps than one would normally reckon
on within the professional dynamic

Highly personal intimate student self-disclosure was found to have had a significant
effect on this teacher; it emotionally troubled her, changed her understanding and way
of relating with that particular student, and led to a permanent shift in her way of being
as a teacher. The need for greater interpersonal distance was communicated as

emerging from this experience.

Teacher T0O4 who had expressed strong beliefs about and commitments to the need for
intimate engagement with students (as indicated earlier), conveyed the potential longer

term costs of such an approach to teaching:

TO4: 1 think my inclination is always to do more and | think sometimes | have
to, for my own sanity and my own survival and my own energy, | have to
sometimes, perhaps make a boundary where | wouldn’t want one,
necessarily.

This extract revealed a need to establish boundaries, even when the desire (‘my
inclination’) was to the contrary. Such interpersonal distance from students appeared
to be linked with physical and emotional well-being, conveyed linguistically in words

such as ‘sanity’, ‘survival’ and ‘energy’.

Teacher TO1, revealed a significant shift in degree of relational involvement with
students over time; from the position of ‘I would give them everything’ and be ‘their

mum’ (as cited in the previous section) to a more detached position:

TO1: the ones in the colleges that are successful, more like business men
and | find that business mentality is how they survive all the stuff I've
been describing which | find quite hard because | don’t tend to come into
it like that as you can tell (laughs). And I’'m becoming more business-like
about it with, as time’s gone on

In this extract there is a linkage between a ‘business’ approach to the teaching
relationship and being able to develop more emotional separateness or detachment.
The business mentality appeared to be gendered as a male style of relationship, and
this was associated with success. This may reflect gender discourses about emotion
and relationship. Her interview revealed a transition in frameworks of meaning from
being mother and counsellor to the student (as indicated under the previous sub-
heading section), which implied deep emotional attachment and involvement; to being
in a business relationship, which was viewed as necessary to cope with, ‘survive’ as

she put it, the emotional demands and complexities of this relationship.
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The construal of the one-to-one relationship as parental was critiqued and rejected as

unhelpful in other teacher interviews:

TO7:

| don’t think parental is very helpful and | would very much hope that it is
not parental. Caring and considerate and supportive, yes, but | think
parental becomes; parental would have a negative connotation to me
just because of the response of the student back to the parent figure. It
becomes too latched onto what they’re getting from the teacher and |
think that, that, that's a dangerous situation especially in an institution,
where, in the end we have to send our students out. So if they'’re, if
they’re dependent on being fed by the teacher, then they’'ve not really
found the autonomy that they need themselves to succeed in their
career and we’re trying to help them to deal to be able to have a career.
So parental element, I’'m not so convinced by.

This male teacher seemed to interrogate the parental metaphor of one-to-one teaching

in relation to its inflection with notions of dependency upon the teacher. Dependency in

the teaching relationship and autonomy in the student were presented as a mutually

exclusive binary in this extract, and student autonomy was articulated as a desirable

learning outcome of one-to-one tuition. His account revealed understanding that styles

of relating in the teaching dyad can foster or hinder the development of student

autonomy. Autonomy was conveyed as a critical student achievement for the transition

into a future performance career.

The next extract, from a female teacher also revealed suspicion of the parental

metaphor:

T09:

the singer and singing teacher’s relationship is so particular, | think there
is so many mothering, singing teachers out there (laughs). There are
many of them. I've been to many of them (laughs) and, yes, to a certain
extent, | suppose | care for my students in that way. | look out for them
and |, it matters to me what’s going on in their lives; but | don’t actively
ask them to tell me (laughs) everything

Her laughter in the interview was suggestive of criticism of ‘mothering teachers’ and

there was differentiation between being caring and becoming mothering. This teacher

also revealed scepticism and rejection of singing teachers as quasi-therapists:

TO9:

The trouble with singing lessons is that they can become like therapy
sessions in a way because singing touches on so many different
aspects of one’s self. [...] | am not that kind of teacher. | have been to
singing teachers who have, like one, in particular, who was absolutely
hell bent on using singing as a form of therapy and using other forms of
therapy and bringing them into the lesson

They do need a lot of emotional support but do they need to use their
singing as a form of therapy? Probably not (laughs).
147



Here, the text suggested a strong differentiation between an emotionally supportive
approach to teaching, versus the teacher becoming a therapist to students in one-to-

one tuition.

Teacher findings thus revealed significant divergence in perspectives in relation to the
need for intimacy, deep emotional involvement, intense emotional exploration,
attachment and dependency in one-to-one tuition. Teachers, who had advocated the
need for intense intimacy for pedagogic purposes, were also found to experience
troubling tensions and implications of such depth of interpersonal involvement. Some
teachers clearly framed the relationship as not requiring intimacy, and expressed the

value of emotional separateness and distance.

A Need for Institutional Support

A pattern in teacher interviews emerged in relation to the expression of a need for
institutional support to manage the responsibilities and strains of the one-to-one
relationship (T01/T02/T03/T04/T09). Teachers communicated that they had sought
consultation and support for themselves and / or their students when concerns were
aroused about student well-being and in relation to the tensions of intimacy versus

distance. These are some examples of communications in this regard:

T03: we're very lucky in [name of conservatoire] we have very good
counselling and complementary services, so we have places where the
students can go and dump their emotional baggage totally away from
the singing lesson. [...] So if one feels that there are issues beyond
one’s own world of knowledge then you can gently coax the student to
go off and uhm, be supported in another direction

TO4: | think it's one of the most tiring jobs you can have, | really do. | feel like
| need supervision.

TO2: | was really worried about this. He seems to get so depressed about his
singing [...] I've had quite a few weeks, since Christmas in particular,
where I've, I've thought should | talk to Student Services about him.

The reference to referral to institutional counselling and complementary services in
TO03’s extract revealed the value of support services and there was differentiation
between the role of singing teacher and role of therapist. Student emotional needs
were presented as requiring containment and a response outside of the teaching dyad
by appropriate professionals / services. The need for institutional support in the form of
supervision (T04) and of student services (T02) to manage the strains and concerns of

vocal teaching were evident.
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7.6 The Complexities of Trust and Honesty

Findings from teacher interviews revealed two interconnected sub-themes around 1)

trust-mistrust and 2) the value and trouble with honesty.

Mis/Trust

Data analysis revealed a concern with the presence, absence, partial and shifting
nature of interpersonal trust (in six accounts). A dialectical tension seemed to emerge
in the data between the need for and value of interpersonal trust versus the

problematic and troubling nature of mistrust in the teaching relationship.

Teachers revealed that when they experienced students as unable to trust or querying
their trust in them, this was troubling for the teacher. The following extracts were

indicative of the kind of thoughts and feelings expressed:

T02: he’s got a real crisis of confidence at the moment and that he keeps
saying to me, ‘That doesn’t sound right’ and | said ‘Well you don’t know;
you can’t know what it sounds like. You've got to beli- trust me’. It's the
faith or trust.

T03: the more difficult thing is when there’s an element or a potential
breakdown of trust in the teaching dynamic [...] for example it might
happen that you have a girl singer who comes in whose singing soprano
who actually is not a soprano and you recognise this [...] let’s try to work
the voice in the lower register, and she doesn’t want to make this vocal
personality jump and then she’s saying ‘How do | know that you're
telling me the right thing?’ So that kind of uh, maintaining trust when the
voice and the vocal personality are very fragile, that's a very difficult
thing

TO4: | think because certain very difficult technical things started to shift and
so they, of-course, then trust what you say a little bit more. Why should
they trust you before they see evidence of anything changing?

[Elsewhere in interview] | had a terrible time at [Name of a
Conservatoire] myself and | was taught extremely badly and | trusted it
implicitly. [...] | did everything | was told verbatim, hours and hours of it
a day, until I muscularly really messed up my voice and so I'm very
aware that | don’t want students to immediately trust me. | mean, | want
them to come to that conclusion because they really, genuinely believe
that I’'m trustworthy with their voice and their development

These accounts revealed the highly complex nature of interpersonal trust. It was

presented in the following terms:
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¢ not fixed, static or permanently achieved; but rather shifting, questioned, partial,
established and lost (all the above accounts),

e subject to collapse and difficult to sustain at times (T02/T03),

e unquestioned (‘I trusted it implicitly’ TO4)

o desirable (‘you’ve got to beli-, trust me’ TO1),

e undesirable (‘l don’t want students to immediately trust me’ T04)

e and earned rather than assumed (‘| want them to come to that conclusion

because they really, genuinely believe that I'm trustworthy’ T04)

Teacher T0O4 communicated the negative impact on her own voice, when she was a
student, of having placed trust in a teacher without critically discerning if such trust had
been warranted. The need for a student to trust a teacher was conveyed as critical to
vocal development in many of the interviews. However, this extract highlighted a
tension between the need for a relationship founded on trust versus the need to
interrogate the assumption of trust as the latter may provide important protection for
some students against negative impacts on their voice / development of problematic

teaching technique.

The specificity of vocal teaching was identified as raising particular issues in relation to

trust.

T09: There’s a lot involved with trust with singers because of the fact that we
can’t hear what we’re doing as we sing. We really can’t hear the sound
that we’re making that everybody else can hear [...] so a singing teacher
has to provide those, that you know, trusted pair of ears

The difficulty of a singer being unable to hear their own sound was identified as
creating a dependence on the teacher that involved considerable trust. This was
echoed in another account where the teacher highlighted the difficulties of the singer

being the instrument and the invisibility of some of the workings of the instrument:

TO4: you are the instrument and we can’t see half of the things that are going
on, so you're already at an enormous disadvantage

| will move now to the next sub-theme.
The Value and Trouble with Honesty

The need for students to trust teachers was conveyed as valued and important for most
of the teachers in this study. Interestingly trust was linked by some teachers with the

issue of being honest with students; yet three teachers revealed that honesty or
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directness was often partial or felt to be difficult to achieve in interactions. The

following accounts revealed this type of dilemma:

T02: although | always say that at the start of a, of a, you know, ‘we really
must be honest with each other’. It's quite difficult to be honest to a
student sometimes

[Continued later] you can’t actually say to them ‘well you’re going to
make it; but you're not. So let's - but let’s carry on', because that
destroys them. So in a way [...] you have to have, it's not exactly a
deception, uhm, some people might say it is, but you have to, you have
to, | treat them all the same, within the respect that I've giving them all
what | feel that they, individually, what they need, but | know that, that,
that some of them won’t ever be able to fulfil that. Uhm, But, uhm, it's
not up to me to say ‘well you can’t’

TO7: you might be critical of what they're doing in a particular work but you
can’t be so critical that the student doesn’t want to continue working. So
even if you do think the student is likely to fail, you are not going to tell
them that, | presume, or you might intimate that they need to work
harder but you're not going to put it as drastically, but the mark says it
very clearly. So yeah it’s a difficult

TO4: in a conservatoire you can’t start having those very honest
conversations. You can'’t say to a student ‘/ don't think you should have
got in. | don’t think you have what it takes’. So you’re in a position of,
sort of, doing the best you can but actually withholding a certain amount
of the honesty

Honesty appeared to be considered important but challenging at times. These
teachers appeared to find it troubling to be honest with students in relation to
perceptions of inability to achieve or a likelihood of failure to fulfil particular standards in
the conservatoire context. Where there was a sense of the student falling short of the
expected standard, the need to conceal a difficult truth was conveyed as protecting the
student from being too hurt or from disengaging from the learning process. This
concern about destabilising the student was communicated linguistically in phrases
like: ‘it destroys them’ (TO1) and ‘you can’t be so critical that the student doesn’t want
to continue’ (TO7). This raises complex pedagogic questions for teachers about their
role and responsibilities in providing clear and honest feedback about a student’s
learning situation; as TO1 stated ‘it's not up to me to say ‘well you can't. An
interpretative interrogation of these extracts can reveal several possible meanings
including, teacher concern to avoid destroying the possibility that a student might
exceed teacher expectations, anxiety about being positioned against the institution,
fear of causing student distress, or concern about meeting institutional expectations

around student admissions, retention and progression.
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Teachers also talked of being honest and direct with students (identified in three
accounts). This included giving direct feedback that was perceived as difficult for

students to hear, yet valuable for their learning. Teacher T04 gave an example:

TO4: | felt | had to be really honest with her about that. It's a hard thing for
somebody to hear and | don’t think she quite had an idea of how
extremely, how extremely disconnected she was as a performer, to the
point where, | think, she couldn’t sort it out that she really shouldn’t go
into singing even though she’s got a phenomenal instrument. So | just
had to, | had a conversation with her where | was completely blunt with
her about it and I think | timed it right because she was able to hear it.

Honesty thus emerged from the data analysis of teacher interviews as possible,
valuable, complex, often partial, avoided, and troubled by concerns in relation to

student capacity to manage or tolerate such interactions.

7.7 Humour and Play

A theme about the value of humour, fun, creative improvisation and playfulness in the
teaching relationship emerged in seven of the teacher interviews. These qualities in
the relationship were linked with positive effects on learning, including enhanced
performance capabilities, the development of an individual artistic voice and

transformations in embodiment that lead to improved singing, as the following reveal:

TO7: the attitude of the student does affect the dynamic, of-course, so fif, if
they’re sort of positively engaged and enthusiastic, and they express
that enthusiasm through laughter or physical engagement, then I'm
likely to be more engaged as well.

[Continued later] This was much more playful, this idea of just trying
things out so that sense of relaxation, | think, is very positive from the
teacher’s point of view as well as the students which makes for an
atmosphere which is relaxing

T09: | mean some of the best ones have been ‘humorous’ as well, which is a
useful emotion sometimes, | think, in a teaching situation

[Continued later] sometimes getting singers to do something slight
ridiculous like moving around the room or gesturing very wildly and over
the top-ly, [...] can result in a lot of laughter because it's, kind of,
ridiculous and it's over the top but it's the very fact of physicalizing what
they’re doing and what they’re speaking about or singing about. Yet it
liberates them in all sorts of ways. It liberates them mentally speaking,
emotionally and physically [...] it just takes them out of what can easily
become a very, sort of, one track, limited, guarded, inhibited
performance.

152



The above accounts suggest that a climate of relating between teacher and student
that is permeated by humour, laughter and enthusiasm, can have the effect of
enhancing teacher motivation and engagement (TO7) and improving student music-
making and performance (T09). The capacity for playfulness in teacher-student
interaction seems to be associated with transformative potential — psychological,
emotional and physical (T09). Playfulness might be relationally interpreted as involving
improvisatory interactions that destabilise habitual ways of being; as such this can
proffer possibility for change (Stolorow, 1997). As T09 articulated, playful interaction

may liberate the student from a ‘limited, guarded inhibited performance’.

7.8 Summary

This chapter detailed findings from the individual teacher interviews. There was
evidence of both convergence and divergence of teacher perceptions, frameworks of
meaning, concerns and experiences across the data set. Data analysis also evidenced
that perceptions and experiences could be conflicted, contingent and open to revision
within individual accounts; thus reflecting the contradictions and dynamic nature of

human experiencing (Gergen, 2009).

Six key themes were identified as patterning the data. These included teacher
perceptions and experiences of: the relationship as one predicated on bringing about
change, power relations, students wanting to change teachers, interpersonal intimacy
versus distance in the teaching dyad, interpersonal trust / mistrust and the dilemmas of
honesty, and the value of humour and improvisatory forms of interaction in creating a

positive learning climate and enhancing student music-making.
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Chapter 8: Findings from Individual Student
Interviews

8.1 Introduction

This chapter presents findings from the individual interview strand of investigation
conducted with 15 vocal students. Six key themes, with sub-themes, were identified

and are presented below (see table 7).

* You are the Instrument

The Human Instrument » Making Sense? The Invisible and the
Unintelligible

¢ Equality and Freedom
Power Relations * Feeling Powerless
e Contests / Deference to Authority

e Tricky or Supported
Changing Teachers * Resolution to a Relational Problem
¢ Discerning a Good Teacher-Student Match

¢ An Intimate Relationship?

Intlmacy & Distance ¢ A Desirable Distance?

* The Value of Trust
e Questions of Trust?

Mis/Trust?

Humour & Fun e Humour and Fun

Table 7: Themes and Sub-themes for Individual Student Interviews

Evidence relating to these themes will now be presented.

8.2 The Human Instrument

A theme was identified in thirteen of the fifteen student accounts about the significance
and implications of the voice as a human embodied instrument, to the process of
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learning in one-to-one tuition. Stories converged around two sub-themes; ‘You are the

Instrument’ and ‘Making Sense? The Invisible and the Unintelligible’

You are the Instrument

Students communicated that they perceived the voice to be unique amongst musical
instruments as the instrument was inseparable from the human being and constituted

by the human body:

S17: you are the instrument

S09: it is a strange thing, having a singing teacher. Because it's your body,
it's you; you’re dealing with your emotions all the time.

S20: your voice is your instrument so your voice is something really private;
it’'s your own thing. It just belongs to you

S10: | really think you open your soul when you sing more than other, more
than other, uhm, maybe other instruments [...] with instruments there is
a, there is an object between you and the listener, whereas with singers
it's your body, it's your whole self, it's your idea and image of yourself.
It's all your kind of hopes and dreams and self-confidence is built on
what comes out of your mouth.

In these accounts, the experiences of singing and of the voice were conveyed as
integrating embodiment, emotion, identity, sense of belonging and even a numinous
aspect of human experience - the soul. Students identified teacher-student

interpersonal tension as particularly problematic for vocalists as indicated in the

following:

S21: | think because | couldn’t express the contradictions | felt in her
teaching, and in my singing, | think | took on those contradictions
physically. And that’s where the tension comes from.

S08: if the teachers are kind of quick tempered or not very calm, | will be
frightened I think [...] and, my body wouldn’t be so relaxed.

S15: can’t be, uhm, over-emphasised is how different | think singing is to
other instruments, because it can't be separated from you [...] if you
have a relationship with the teacher, uhm, who doesn’t seem to respect
your voice and doesn’t seem to like your voice and is unconstructive
about it, it totally undermines you as a person, not just as a singer.

These extracts revealed that the process of singing was felt to be intimately intertwined
with embodiment and sense of self and thus there was a sense of increased
vulnerability to the negative influence of interpersonal tensions with teachers, when
compared to other instrumentalists. The extract from S15 revealed that teacher

reactions to the student’s voice were experienced as a comment upon the entirety of
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the individual’s sense of being. The voice, the singer, and the person thus appeared to
be experienced as a unified whole, rather than the instrument being viewed as a

separate object.

Making Sense? The Invisible and the Unintelligible

Student data revealed a perception that the process of learning to sing was troubled by
difficulties in making sense of teacher communications about technique. This was
recounted as due to i) the invisibility of the vocal instrument and ii) teachers’ reliance

upon verbal talk and use of metaphor to convey technical goals.

The invisibility of the vocal instrument and it's inaccessibility to direct observation was

conveyed in comments such as the following:

S08: With singing you can’t really see what’s going on in teacher’s throat

S09: | think the difficult thing is, uhm, | can’t see what’s happening inside me
when I'm actually doing it

S23: one of the things that seems significant about singing is this fact that the
instrument is invisible [...] you're using your, your own body and yet it's
not like the piano or the violin or viola [...] where there’s some degree of
being able to see what’s actually going on

The difficulties with trying to understand teachers’ technical guidance due to the use of

metaphor, image and verbal communication was expressed in comments such as:

S10: a lot of singing teaching tends to be through sort of visualisation,
metaphor, things like that. So it can take a while to sort of understand
what a teacher’s talking about if they are particularly obscure

S17: My first singing teacher she’d come up with an idea of you’re on a
carriage. [...] And you're in control of the horses. And you have to keep
the horses going [...] she was trying to talk about line. But she had quite
a complex idea. [...] ‘And you must pull the reins tight. And keep the
reins tight.” It was quite complicated. [...] but | didn’t really know how |
would turn that into my technical voice (Laughs)

S20: | think the fact that we work only with images, is really hard. We don’t
really know what we are doing. Like, your soft palate higher, your jaw a
bit backward, your support. No one really knows what support is, we'’re
trying to understand, like, even if we see like picture of what we need to
do, but then how do we feel it?

S22: there is a level of rational understanding of what someone is saying [...]
But that doesn’t necessarily translate in being able to do what they are
suggesting physically, or to reproduce the sensation as - this is the
fundamental problem of teaching the voice rather than the violin is that
you can'’t see it.
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These accounts revealed that usage of ‘obscure’ and elaborate metaphors and images
and the employment of instructions about use of parts of the body that were not
observable were experienced as difficult to transform into embodied and musical forms
of knowing. Feelings of confusion and bewilderment were communicated in relation to
trying to make intelligible that which appeared to be unintelligible. One student (S23)
spoke of ‘a translation gap’ and talked of trying to develop a ‘shared language’ with the
teacher. The incapacity to make embodied sense of teacher instruction was reported

by some students as creating interpersonal stress:

S15: he made me, sort of, do things again and again even though | wasn’t
understanding what he meant. So, it wasn’t getting any better. It was
just sort of like, flogging a dead horse (laughs)

S23: when the teacher just goes ‘Do this, do this, do this,” and again and
again and again, and you just cannot. You feel like you're letting them
down because you feel like you’re not trying or you think, you start to
worry ‘Do they think I'm really lazy and I'm just not trying? And you’re
not, you’re just, you cannot make what they’re saying make sense for
you. And sometimes | do, in lessons | just wanna go 1 need to stop. |
need to stop. This needs to slow down, uhm; you need to stop talking
now.’

In the extract from student S23 there was anxiety about efforts to effect change being
unrecognised, lack of progress being misconstrued as laziness and concern about
being perceived as a disappointment (‘you feel like you’re letting them down’).
Linguistic repetitions in that extract ‘I need to stop. | need to stop’, followed by an
instruction to the teacher to be silent: ‘you need to stop talking now’ conveyed intensity
of frustration of trying and failing to make sense of teacher instructions. The above
extracts revealed that teacher-student incapacity to achieve mutual understanding
about problems in learning was frustrating, anxiety provoking and could inhibit
progress, as S15 put it ‘it wasn’t getting any better. It was just sort of like, flogging a
dead horse’. The latter phrase indicated a sense of futility that could emerge through

this lack of ability to arrive at mutual understanding.

8.3 Power Relations

Students talked about power explicitly in the teaching relationship and three sub-
ordinate themes were identified: ‘Equality and Freedom’, ‘Feeling Powerless’ and

‘Contests / Deference to Teacher Authority’.

Equality and Freedom

Twelve of the fifteen students talked about the value of being able to experience
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themselves as an equal at times in the relationship with their teacher. A sense of
power as shared, linguistic reference to ‘equality’ and ‘freedom’, and reflections on

being able to mutually contribute to the teacher’s learning were part of this sub-theme.

The words ‘equal’ and ‘equality’ were used in several accounts to describe the

relationship with a teacher:

S20: | think it’s just a really, uhm, balanced, like it's an equal relationship.

S07: it's as if we are, we are equals, and I'm able to teach him some things
[...] and there’s no divisions almost, which is, which is really nice.

S12: | think there’s an equality [...] it could be something as simple as
interpretation of a song. She might have an idea and | might have
another idea. But | don'’t feel like she would ever be like, ‘Oh no, well
you must do my idea because I've had all of these years’ experience
and you know, you're only starting out.’ | feel like [...] everything that |
say is accepted and taken as, as a valid contribution.

The comments from SO7 revealed a relationship experienced as one of equals and as
reciprocally enhancing; teacher and student were both presented as learning in the
relationship. The comments of S12 about equality gave a picture of a student who felt
recognised by her teacher for her contributions and opinions. This was juxtaposed with
a polar opposite image of a dominant patronising teacher, that image was repudiated
as the type of relationship that she did not experience with her teacher. This act of
repudiation served to highlight the significance of her sense of equality in her

relationship with her teacher.

The next passage communicated the sense of equality as also involving role related

power differentials:

S14  it’s just something about the, the, the way we talk to each other, and the
way we relate to each other [...] she's in charge, if you like, but she, |
don't feel in any way that, it's not master-servant. It’s, kind of [...] you're
choosing to teach me, and that deserves, you know, respect and, and,
and effort from me. But I'm also choosing to be taught by you

This account might be interpretatively read in terms of student perception of a
hierarchical role related power differential with a teacher. Reference to ‘she’s in
charge’ confers power to the teacher position, but this power does not appear as
absolute, fit's not master-servant’ as the student indicated. Talk of the mutual capacity
for teacher and student to exercise choice — ‘you’re choosing’ and ‘I'm also choosing’,
suggested horizontal relations of power-with, rather than vertical authoritarian relations
of power-over. A sense of the relationship as equal but asymmetrical in terms of role
related differences of power and responsibility seemed to be communicated.
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The experience of ‘freedom’ was captured by the following extracts from S10:

S10: with [teacher's name] | feel it's much more, there is much more freedom
to, yeah, to go my own way a little bit

| feel like | have more, more control [...] | can perhaps have more of an
identity myself or developing an identity as an artist myself with
[Teacher's Name]

Here, interpersonal freedom and the capacity to exercise control or autonomy in the

relationship were valued and linked with developing an individual artistic identity.

One account from an overseas south-east Asian student revealed freedom to have a

voice in one-to-one tuition as influenced by cultural context:

S08 one thing I think is quite positive about being in an English environment
is that, there is not such a big hierarchical structure, compared to [name
of home country in Asia]. So, uhm, | feel easier to ask questions to
uhm, and | feel easier to talk about some of the doubts or some of the
things that I'm going through with my teacher.

The teacher-student relationship in the UK conservatoire context was presented in this
account as affording a greater sense of equality and freedom in teacher-student
relations. The possibility of dialogue and of questioning a teacher was presented as
specific to the ‘English environment’ in this student’s experience. This might indicate
evidence of social and contextual forces shaping cultural practices of one-to-one tuition
which give rise to particular affordances, constraints and understandings of teacher-

student relations in this pedagogic context.

Feeling Powerless

A theme emerged in several accounts (N=6) about the negative experience of
powerlessness in the one-to-one relationship. Such relationships were recounted in
language such as ‘traumatic’ (S17, S20) and ‘destructive’ (S20) and were revealed as
confusing and highly distressing. Students spoke of ‘power’ explicitly and implicitly,
including through linguistic usage of words such as ‘control’, ‘possession’, ‘intrusion’,
‘helplessness’, ‘oppressive’ and ‘victim’. Each of these will be referenced in the
findings that follow. Implications of these types of relational interactions were described
as having detrimental effects on the student’s sense of self, voice and/or performance.
The other key thematic that was identified in these stories was a need for and the value
of a third party as support for or regulator of such damaging relationships. | will now
present the findings.
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An extract from S14 revealed how he made sense of stories he had heard from peers

about teachers’ use of power in the form of control:

S14: you hear horror stories, and people have, you know, terrible
relationships. And, and also, to, like I've never had this. But teachers
can be quite, kind of, territorial, or control, you know, they consider that
singers are, not their property. But, you know, they, they put the work in,
and they seem to expect some kind of, not, loyalty’s the wrong word [...]
some kind of sense of possession.

The language used here ‘territorial’ and ‘control’ conveyed a perception of some
teachers as exerting power over students in coercive ways, such that the student
became an object, ‘property’ or ‘possession’, rather than recognised as an autonomous

subject in the relationship.

Feelings of being trapped with a teacher were expressed in the next account:

S18: | felt like | was in a black hole and | couldn’t get out. And | felt to myself,
| couldn’t... | felt like | was being a victim
The metaphor of the black hole was evocative of darkness, fear and isolation. The

sense of being unable to ‘get out’ was suggestive of the experience of feeling trapped.

Relational interpretation might frame this in terms of a binary impasse of
complementarity (Aron, 2006; Benjamin, 1999) where teacher-student relations are felt
to be constellated around fixed polar positions of ‘victim-persecutor / ‘powerful-

powerless’.

Another student S20 talked of a past teaching relationship as highly disturbing. She
communicated distress about struggling to recognise the problem at the time of its
occurrence and revealed that she had taken on a belief that her teacher had espoused:
‘you need to be quiet and suffer. That's how we learn.” The following extracts were

derived from her interview:

S20: she was quite traumatic for everyone
| think it was just really violent and really excessive

She was going into my private life in a really nasty way, being like,
‘Yeah, your voice is related to what you are, a little girl who can't just like
be honest with what she wants.’

my body was just reacting to something too intrusive and too aggressive

my voice got, like, destroyed.
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This student, although describing a teaching relationship that was situated within a
European conservatoire, revealed the experience of feeling harmed, intruded upon and
intimidated in the context of one-to-one tuition. The impact of that ‘traumatic’
experience was recounted as generating serious vocal problems: ‘my voice got, like,
destroyed’.  This account thus revealed evidence of one-to-one tuition being
experienced as a site of highly disturbing interactions that were harmful to student well-
being.

Returning to the London based conservatoire context, the experience of helplessness

in relationship with a teacher was communicated in the next extract:

S21: it made me feel more like a helpless student rather than someone who'’s
developing equally with the teacher

This student talked at length in her interview about a relationship with a teacher, which

had recently been terminated, and described it as ‘oppressive’, confusing and ‘double-

binding’. The latter turn of phrase she explained to me:

S21: if you take like a parent and child relationship, it's when the — the mother
says one thing and does another [...] Like, so, ‘I love you,” and then
treating them in a very unloving way [...] the double bind comes in when
that — the child is not able to express that contradiction. So whenever
they say, ‘You say this but you do this,” the mother’s like — basically
doesn’t allow them to express that [...] I'd explained my relationship
with my teacher to this counsellor and she said that it sounded like that
sort of relationship. And of course, it does completely to me now [...]
because it was true. That was why | was confused all the time.

This student talked of consultation with a counsellor outside the institution, a third party,
which seemed to support the student in making sense of highly confusing and troubling
interactions. Similar to the previous student (S20), this student also expressed
difficulties in making sense of what was happening to her at the time that it was

occurring. She revealed that the process of coming into awareness of her need for

support was slow and took a long time:

S21: It took me two-and-a-half years to get to that place where | realised |
needed some help.

She spoke about the need for ‘an impartial person here who has some power who
would have a position that was separate and independent from the vocal department.
This was advocated by her as critical to helping students in such troubling teaching

relationships.

The need for a third party outside the teaching dyad to offer support and monitoring for
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these types of ‘traumatic’ teaching relationships was discussed by five other students.

One of the accounts revealed the following concerns:

S17 one-to-one teaching is — is dangerously unregulated [...] | don’t know
how that would ever be solved. Because that’s the nature of it, it has to
be a one-to-one relationship. But the power is so much in — on one
side. And it's only up to the student whether they put up with that or not.
If a student does feel powerless, uhm, | don’t know where they would
go. And they often go to other students. And, like I've said, I've had,
yeah, some of my best friends here who have come to me in — in tears.
And they just didn’t know where to go.

This account communicated a lack of institutional support for students experiencing
serious interpersonal problems in one-to-one tuition. Linguistic reference to one-to-one
tuition as ‘dangerously unregulated’ evokes notions of professional safeguarding,
ethical frameworks and standards of practice. In this regard, there was a clear sense
of a lack of third party outside of the relationship that could act as regulator or mediator
for teaching relationships in trouble. Textual analysis revealed a binary configuration of
teacher-student positions of powerful-powerless. Students who were distressed
(‘tears’) and feeling ‘powerless’ were presented in this extract as turning to peers (a
third person outside the dyad) due to a lack of institutional point of reference. This
suggests that support was available along a horizontal axis of power (in the form of
peers), but not along a vertical axis of power (in the form of institutional figures of

authority / accountability).

The findings from students’ perspectives thus indicated both the value of, lack of and

need for a responsive third party to mediate the distress of these relational situations.

Contests and Deference to Authority

Student accounts revealed examples of power relations of contesting of and deference
to teacher authority. These types of power relations were communicated as non-
traumatic and in some instances were associated with positive and stimulating

experiencing.

Contesting Teacher Authority

A small number of accounts revealed evidence of the student experience of being

engaged in a battle, contest or interrogation of their teacher’s authority.

The following student gave a sense of vitality that she experienced in her battles with

her teacher:
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S23: we’re kind of clashing

| feel like we're almost a bit like two alpha women not quite sure how to
handle each other

it's like a bit more mother-in-lawry [...] and singing is her son [...] It's
her son, her son and I’'m married to her son and I’'m not sure she’s
approve, approves of me. (Laughs)
The image of two women jockeying for position and the metaphor of triangular
relationships between the mother-in-law (teacher) vying with the student over a
relationship with the son (singing) seemed poetically evocative of a creative power
struggle. This student conveyed in her interview a sense of liking and identification

with her teacher, and a refusal to surrender to her authority:

S23: | said all these things but we do get on, and, and, and I, | do really like
her. So it sounds quite negative [...] when you meet someone that you
probably actually quite get on with and have a lot in common with and
really like. But | guess the difficulty maybe that we have, is that she is
used to being very much a teacher, and I'm just not ready to throw all
my eggs in, in the basket and go ‘Great you’re my one teacher, you're
my sole teacher, you are the fountain of all knowledge and | absolutely
trust everything you have to say. Take me and | will do exactly what you
say.” I’'m just not willing to do that

Here we have a portrayal of the teacher as someone who was perceived as familiar

with being related to as an authority on singing, but this student refused to surrender to

and trust in that authority, despite her liking the teacher.

Another student S14 spoke of constantly ‘evaluating’ whether his teacher’s teaching
was helpful and he communicated wariness about submitting to her approach. The

following two extracts were form his interview:

S14: when you have one teacher, you become exposed to their, kind of,
ideology of singing, whatever that might be. And in general, you buy into
it. And it's a question of whether or not that’s positive [...] whether that’s,
kind of, helpful.

Without, too interrogative [...] without being combative. Because people
can talk a lot of bollocks about singing [...] one should always be aware
of that fact. Because like, again, drink the coolay too much of someone
who does talk bollocks, and that probably won't be helpful for you,
Employment of terms ‘ideology’ and ‘interrogative’ brought into play the language of
critical theory and its analysis of structures of power. The linguistic repudiation of being
combative perhaps paradoxically indicated that the relationship was experienced on
those terms — a kind of battle of wills; and the account revealed irritated scepticism

about teacher’s ideologies (one might read this as pedagogic approach). The
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repetitions of the pejorative word ‘bollocks’ suggested critical contempt of what he often
heard espoused about singing technique. The student seemed to experience being
dependent on a teacher for their knowledge as troubling due to his questions about the
validity of their knowledge and he seemed to inhabit a position of contesting

assumptions of teacher as expert / authority.

Deference to Teacher Authority

The opposite pattern emerged in one account. That student talked of a ‘natural’
tendency to become ‘passive’ to teacher authority. However, she revealed that her

current teacher was attempting to shift this balance of power with her:

S21  the whole relationship of authority figure, student, is one that makes you
— it's — well, not so much anymore. But it turns me naturally into a more
passive person.

[Later in interview] my current teacher encourages it to not be that
authority figure-student relationship. Because | think you become
passive [...] it's always like, ‘This is right. You're the student. You're
learning from the teacher.” You become a bit like, you just take things
on
The pull towards passivity and submission was communicated as ‘naturally’ occurring
for this student, and the teacher in this passage was depicted as destabilising or

discouraging the habituation into such a position of submission to teacher authority.

Having discussed the ways that power relations appeared in the student accounts, the

next theme to be discussed is that of changing teachers.

8.4 Changing Teachers

The process of changing teacher was presented in the majority of student accounts as
one that was associated with troubling emotions and difficult interpersonal interactions.
Three sub-themes emerged: ‘Tricky or Supported’, ‘Resolution to a Relational Problem’

and ‘Discerning a Good Teacher-Student Match’.

Tricky or Supported

Thirteen of the fifteen students talked about changing teachers as a process that was

associated with complications, difficulties and unsettling emotions:

S13: itis a very tricky thing
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The word ‘tricky’ was employed in several accounts to describe the decision to leave
one teacher for another. Notably, even the contemplation of this possibility was
revealed as worrying. In this regard troubling anticipatory anxieties accompanied
thoughts about considering a change of teacher. The following extract was indicative

of the kind of concerns:

S10: trying to leave a teacher which is difficult, but | find really difficult. How
do you broach that? [...] some teachers will get their feelings hurt if
pupils leave [...] | will find that that sort of guilt or worry would bleed into
how | felt about the relationship.

[Elsewhere in interview] it's very tricky ‘cause if you, for example want to
go and have maybe a consultation lesson with someone else, do you tell
your current teacher? Will they be hurt? [...] Do you not tell them and
then they might feel betrayed if they find out

Guilt, worry, betrayal, hurt and the metaphor of feelings ‘bleeding’ into the relationship

gave a sense of how emotionally troubling this process could be.

Perceptions of institutional resistance to students changing teachers were identified.
For example, S21 described changing teachers as a ‘stigma’, ‘a tricky thing’ and ‘the

sort of un-done thing. And very, very like a big deal’. Further extracts exemplify:

S15: they don't like you changing; it's a pain for them for you to change

S08: There are a lot of people who want to switch teacher, but within the
conservatoire environment | think that's very difficult [...] to want to,
even to say that they want to change

In some accounts student desire to change teachers was expressed in narratives of

fault, blame, insult and harm:

S13: | can imagine the teacher could feel like they’ve done something wrong,
you know a sense of pride that you lost at that point when your student
leaves you.

S17: it's very problematic because it is, by its nature, very — it's personal.
You're, you’re openly insulting, really, you’re openly criticising a person
for their method of teaching when you say that. | can’t think how that,
how else it could be construed.

S21: |It’s tricky to change teachers [...] | don’t know whether it’s just me that
feels that. But | think it's generally like you're going to offend your
teacher

The evocation of a teacher who is left by a student in extract S13 revealed a framework
of meaning that student decision to change teachers points a finger of blame and

implies the teacher is at fault ‘they’'ve done something wrong’. Student anxiety about
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teachers feeling insulted by a student’s wish to change teachers was conveyed in the
above (S17 and S21).

The experience of distress and concern about causing harm to a teacher due to a
decision to leave the relationship was captured in the following range of extracts from

one student:

S18: it was heart breaking for her

she [referring to his teacher] found out that | was changing teacher and
immediately dropped a bombshell on me [...] saying ‘I feel I've been — |
don’t understand what I've done wrong’. You know, but | said, ‘/t’s
nothing to do with you [name of teacher], it’s just to do with my, my
sense that | want to change’

| felt bad in the sense of the way that | had to leave her, but it was for

the best.
This student appeared to be torn between concerns about having hurt his teacher, i.e.
broken her heart, and having to cope with her reactions and his own feelings about
having a ‘bombshell’ dropped on him. Use of an explosive metaphor suggested that
interactions were experienced as highly emotionally charged. His experience of the
teacher as distressed and feeling she was to blame was conveyed in the recall of her
reaction: ‘| don’t understand what I've done wrong’. The text also revealed student
attempt to reassure or absolve the teacher from this sense of blame; he stated ‘it’'s
nothing to do with you’. His comment about feeling ‘bad’ was suggestive of guilt; and

this was found in many of the student accounts.

In summary, changing teachers seemed to be associated with a sense of betrayal,

insult, blame, and guilt, and with concerns about hurting teachers.

A very different pattern of talk around changing teachers was articulated in three

accounts. There, the process was described in positive and supportive terms:

S09: she’s very open about kind of suggesting new teachers to me if | don’t
want to stay with her [...] that's something | really need to address. But
[name of current teacher] would help me with that.

S13: you've had all you can and, and often they’ll be like, they’ll put you in
contact with another teacher that they work well with [...] she’ll advise
instead of just being like ‘Okay, I'm done with you now’

[elsewhere in interview] judging by [name of conservatoire]'s standards |
would say they handle it very well, because it's never going to be an
easy thing, because as much as you can say it’s not personal, it always
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is going to be reflected, you know, on the teacher and pupil’s
relationship with each other.

In these comments the two students indicated that their individual teachers had offered
advice and assistance in their considerations about moving to a new teacher. Extract
S13 revealed a juxtaposition of the positive with the troubling; her words ‘it's never
going to be an easy thing’ mirrored the pervasive theme within the findings that

changing teachers was felt to be ubiquitously and inherently difficult.

Resolution to a Relational Problem

Eight students presented the desire to change teacher as a solution to resolving a
troubling interpersonal relationship with the teacher. An extract from the following
student is one illustrative example in relation to the implications of feeling controlled in

the relationship:

S10: if you have someone else wanting to control every, every note or every
nuance to that degree, that’s, that does take away a sense of ownership
[...] 'm being very critical [...] | wouldn’t be here without her [...] So I'm
terribly grateful to her and she’s lovely. But at the end of two years with
her | felt | wanted my freedom actually.

The sense of feeling controlled in the teacher-student interaction appeared to have
evoked the need to end the relationship in order to exercise ‘freedom’ and ‘ownership’
in learning. The textual shift from the student voicing criticism to expressing praise for
the teacher perhaps reveals the co-existence of both positive and negative feelings
about the relationship. An interrogative reading might however question if this was
indicative of student anxiety / tentativeness about expressing criticism about teachers,

hence the shift to counteract the negative with positive articulations.

The next extract revealed a student’s reflections on how she would approach a teacher

if a relationship was not working effectively:

S23 | think | would have to arrange to meet the singing teacher and go ‘Look,
this is how | feel, uhm, | feel like our relationship isn’t working. | feel like
we need to — / think we need to see other people. It's not you, it's me.’
Basically | would dump my singing teacher [...] it's very difficult, because
you are basically saying it's not you, it's me, and you do mean it. [...] it's
a personal thing and sometimes you just cannot get what you need from
a person for whatever reason, just a personality difference. And it might
not even be that you don’t like them, it's just, it's just, you know,
translation problem that’s never gonna be fixed.

There was a lot revealed in this passage. The student opened up an imagined

dialogue with a teacher around wanting to end a relationship due to it not working well.

A solution to the problem was presented: ‘I think we need to see other people’. This
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phrase was linguistically evocative of committed personal relationships coming to an
end due to irresolvable difficulties. Use of the word ‘dump’ conveyed a sense of getting
rid of / discarding a relationship that was no longer wanted and ‘isn’'t working’. The text
also disclosed blame lurking around the decision to end the relationship. In this regard,
the student took up the position of the person to be blamed: ‘it's not you, it's me’.
However, reference to a ‘translation problem’ and ‘personality difference’ that were
irresolvable, ‘never gonna be fixed’, suggested a different framework of meaning was
also emergent. Rather than the problem residing in either the teacher or student, there
seemed to be a shift towards understanding the issue as residing in the realm of the
interpersonal. This extract captured a theme that emerged across accounts, that some
teacher-student pairings were troubled by intractable relational difficulties, and that the
best resolution in such instances was termination of the relationship and a change of

teacher.

Discerning a Good Teacher-Student Match

The significance of the quality of the ‘match’ between teacher and student was
identified in eight student accounts. This emerged strongly in interviews where
students had experienced serious interpersonal mismatches with teachers which had
led to terminations of the relationship. An example was from a student whose
relationship with a previous teacher had been conveyed as harrowing and having had

negative implications for her sense of self and voice:

S15: it's really just consolidated the things that I, like, how important | think
the relationship is, which | never really realised before last term. | think
there is always something I've taken for granted, but now | think, yeabh, it
will; it will be something that | am very wary of and careful about.

Here, awareness of and caution about the quality of the interpersonal relationship was
communicated as emerging out of having had a troubling relationship which she had
recounted as ‘a total mismatch’. Further examples of the need to discern a good match

with a teacher included the following from two students:

S20: For me it has been like looking for the good therapist (laughs) because |
think I've tried quite a few to finally find someone who was exactly good
for me

| think we need to be able to find this match
S08: It can be daunting, because you want to make sure that you are
committing to something which will help you, whilst you are learning. [...]

it took me a while, for that relationship to really uhm, reach that stage,
that I trust her
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S08: it’s really difficult because the formation is asymmetric. They have all the
information that we don’t. It's a bit like going to a doctor and trying to find

a good doctor.
The use of similes of searching for a good therapist or good doctor might be
interpretatively read as implying both positive and negative implications. In this regard
both professions when practised with ethical concern may provide supportive, sensitive
and responsive relational experiences that facilitate some form of change /
improvement in the individual. Negative connotations however might suggest that such
professional relationships, when practised without due care and ethical responsibility,
leave individuals dependent and vulnerable to harm. The second extract revealed that
the search for a good teacher-student match could be ‘daunting’ (S08), and concerns
about trust, commitment and the need to be discerning (‘you want to make sure’) were

evident.

The centrality of finding ‘the right teacher’ to study with was revealed as critical to the

experience and outcomes of learning in the following accounts:

S18: if you go with the right teacher, then you’re really enjoying yourself, you
know, you come out with a smile every time you come out of the
lessons. But if you don’t get on with them, you know like [name of his
past teacher], then forget it. You know, it's not worthwhile.

S21: I'm only just beginning to realise how important is it to get the right
person. And the right teacher as well. You know. The mixture of
personality and uhm, what they teach.

[elsewhere in interview] learning to sing with one person in a room,
every week, for an hour is difficult [laughs] [...] but it could be made so
much easier [...] if that pairing is just as good as it can be.

These passages conveyed the significance and role of the interpersonal relationship in

making or breaking the student experience in one-to-one tuition.

8.5 Intimacy and Distance

Findings revealed a theme about the value and complexities of intimacy versus
interpersonal distance within one-to-one tuition in fourteen of the accounts.
Contradictory beliefs about the preference for closeness or distance with teachers were
found both within individual accounts and across cases. The relationship was
construed by students in a number of ways including an emotional attachment,

parental, business like, friendship, and friendly but not friends.
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An Intimate Relationship?

The experience of teacher-student intimacy in the relationship was expressed as highly
valued in the following ways:

The following extracts were from one interview:

S10: she’s seen so far into my, sort of, deepest personality. The kind of things
that one tries to hide from normal people about, sort of, your insecurities
and all that. She just seen right in that.

| can’t hide anything from her. And that’'s good, because in order to sing
better | think | shouldn’t try and hide things

She needs sort of access, full access in a sense [...] You can'’t just do
the technique and keep everything, sort of, closed down mentally or
emotionally. You have to be very honest.

In this account, the following framework of meaning was identifiable: to become a singer
required profound emotional openness, self-revealing and exposure of vulnerability to the

teacher. The reference to revelation of insecurities which would normally be hidden was

suggestive that the high degree of personal exposure was felt to be unusual.

The experience of becoming intimate friends with a teacher was expressed as valuable

by the following student.

S17 | had a more — a more intimate relationship with [name of teacher]. We
became more friends [...] when she knew that me and my girlfriend didn’t
have any money and stuff, she — we went and stayed down in her [...]
holiday flat [...] So we had a more — yeah, we had a more intimate
relationship. More — more friendly relationship.

This relationship was communicated as evolving beyond the boundaries of teacher-

student roles and the conservatoire context. Such intimacy was enjoyed.
Another student revealed her desire for intimacy:

S13 I've wondered about this actually, because | do see [name of her
teacher] as like a third parent [...] because | see her all the time | just,
you know, | want to be, | guess, attached to her in some way whilst |
don’t have my mum here [...] She kind of fills that role (Laughter) [...]
She totally doesn’t know that. (Laughs)

This passage revealed a construal of the relationship as parental and an emotional
attachment. The comment ‘she totally doesn’t know that’ suggested concealment of
such feelings from the teacher. This might indicate student perception that such

dependence and emotional need might meet teacher disapproval. During her interview
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this student communicated that the relationship was intimate, special and mutually self-
disclosing of personal information, and she revealed that she often cried and looked to
her teacher for comfort and reassurance. This gave rise to a picture of deep emotional
attachment and dependence. Later in the interview however there was a shift in her
narrative. She spoke of needing ‘to just rein it in a little bit’ and said ‘it's healthy to just
pull it back a little bit'. The opposing desire for interpersonal distance was revealed as
follows:

S13  Whilst I, I've been saying for the last half an hour that’s it’s, it's great that
we’re so close, and that we don’t have so many boundaries, actually,
sometimes it, it's nice to know that, that you have a little distance between
each other. Because in the end you still have to go in and get the work
done, and you are here because you want to be a professional opera
singer. And sometimes our, kind of, personal relationship gets in the way

Whilst intimacy was desired and enjoyed, it was juxtaposed here with the need for
interpersonal distance. The latter was connected with fulfilling the demands of becoming
an opera singer. She appeared to allude to a sense that such a dependent and
emotionally close relationship could become problematic if sustained too long, due to the

demands of the operatic professional context.

The tension between intimacy and distance appeared across accounts. The following

extract offers an example of this type of tension:

S09 it's very much a business relationship [...] she’s not emotionally attached
to me as a person. She might be slightly, because that comes with — you
know, | am slightly attached to her. But it's not an emotional attachment.

[Elsewhere in interview] she’s not asking me intimate questions about my
past and things like that. And | would never want that from a teacher. |If|
want that, | will go to see a psychiatrist or whoever. Yeah, the right
professional.
Ambiguity in framings of the relationship was conveyed; there was both partial
acceptance of (‘she might be slightly’, ‘l am slightly’) and rejection of (‘it's not’) the idea
that teacher and student were emotionally attached to one another. A binary of
emotional attachment versus business relationship seemed evident here. The indication
of intimate questions being unwelcome and the need for a teacher to differentiate their
role from becoming quasi-therapeutic, i.e. a ‘psychiatrist’, indicated that high levels of

intimacy and self-disclosure were undesirable for this student.
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A Desirable Distance?

Interpersonal distance from teachers was expressed as a desirable state of relationship
in one-to-one tuition in many accounts; even where the opposite desire for intimacy had

been identified.

The experience of mutual respect for personal privacy was revealed as one important

aspect:

S20: | think it's more about the fact that she never crosses the line of my
private life. | can tell her what | want to tell her, but she will never go
where she doesn’t have to go and I'm doing the same with her. I'm never
asking her a question that | feel like ‘this is her private life’. So | think it's
having a really private relationship, really good relationship, but really
healthy, not intrusive.

The desire for a non-intrusive relationship with boundaries around self-disclosure (‘she
never crosses the line of my private life’) was indicated here. This desire for

interpersonal distance was expressed in a range of ways in student accounts, including

through rejection of the notion of teacher as like a parent:

S20: | like having someone who — she’s my singing teacher. She’s not my
mum. She’s not, err, part of my family. She’s not some weird authority on
me, I'm a grown up person and we’re just having a good relationship on
the singing bit.

S17: | don’t put anything into that relationship that doesn’t need to be put into it
[...] he’s not a substitute father [...] | guess there could be situations
where a teacher becomes a substitute paternal/maternal figure [...] |
haven’t done that

S08 some of my friends who are coming from different cultural background,
have said that [...] they should feel like the teacher is like their mother.
And that’'s something | feel is a bit different from how | feel about my
teacher, in the English environment. Because like, they are working
within their professional capacity. So, that kind of distance is quite
comfortable for me. But | know of some friends who found that a bit too
cold.

Student S20 called upon and negated the idea of teacher as mother-figure, ‘she’s not my
mum’, and this appeared to be linked with taking ownership of authority in the
relationship. The notion of teacher as mother figure was expressed as a cultural
normative expectation amongst English students in S08’s account, and she differentiated

herself from her peers indicating a desire for interpersonal distance, which was

connected with notions of professionalism.
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Concerns about emotional intrusion in relation to teachers becoming too personal with
their self-disclosures or their desires to know about the student’s emotional life-world
were communicated. This arose in particular in relation to concerns about the one-to-

one teacher-student relationship being mis/understood as friendship:

S09: | had a teacher and she was just way too personal. And like — and it's —
its — for me it's too much [...] it becomes a friendship. | don’t want a
friendship from my singing teacher. | don’t want to be emotionally tied

S10: | knew all about her ex-husband and even the current bloke she might
have been with [...] she wanted someone to talk to [...] like you were her
friend [...] | didn’t want it necessarily

[Continued elsewhere in interview] | felt very much that | was her student
and therefore, sort of, subordinate in that she was the one in authority and
that, you know, she chose to, sort of, tell me things about her life, |
couldn’t disagree. As a, because friends should be,sort of, equals in their
friendship. | didn’t feel that we were.

S11: I'm not someone who wants a teacher who is going to be one of my
friends, because | don’t find that as productive

[Continued elsewhere in interview] | find it very annoying and | find it quite
patronising. And sort of, ‘/ want to sort of work with you, | don’t necessarily
want to be your friend.” [...] | find that when it's kind of forced in that way,
uhm, and sort of trying to overly show how caring and sort of pastoral,
uhm, they can be. | find it a bit patronising [...] | know that it's really well
intentioned, but it's just something that doesn’t inspire me to necessarily
open up
In the above passages there was a sense of struggle and anxiety about the way the
relationship may be construed or misconstrued as friendship. Issues of power were
identifiable in relation to the confusion of navigating friendship versus teacher-student
positions. Interpretation of the reference in S10’s account above, to the student as
‘subordinate’, the teacher as ‘authority’ and to questions about the capacity to exercise
choice about levels of intimacy, foregrounded the tension arising from the intersection
of power relations and intimate relations. The extract from S11 suggested that teacher
attempts to position themselves as friends could be experienced as ‘patronising’. This
perhaps indicated the experience of feeling infantilised and of vertical relations of
power. Concerns were revealed in the above accounts about emotional intrusion in

relation to teachers seeking to know or to be known too personally by students.

The teacher-student relationship as friendly, but not friendship, was identified as a

desirable type of relationship. The following were indicative of such comments:

S12: | just feel like, my singing teacher, it's great that we have a nice
relationship. But she is my singing teacher and that's her professional

173



role, and that's why | go to her and why | pay her to do what she does.
And | just think, there’s, there’s a dangerous territory which I've seen
other people [...] they still get good singing results but for me that would, |
wouldn’t feel comfortable having a close friendship, kind of, relationship
with my teacher. Although | want it to be open and friendly

S23 | think you always feel like you're quite friendly with your teachers. Uhm,
but as I, I, | just think it takes a lot longer because you don’t want to
interfere with that balance. You don’t wanna push over the edge. On the
other hand it's not helpful to feel that you're not friends with your teacher
and you can’t be friends with them

In summary, the theme of intimacy and distance revealed convergence and divergence

in students’ beliefs, experiences and feelings around the value and tensions of such

states of relationship in one-to-one tuition.

8.6 Mis/Trust

Students talked about the nature, value and complications of trust in the relationship
with teachers (fourteen accounts). Key patterns of meaning identified under this this
theme included: the value of trust and questions of / lack of trust. A dynamic tension

between trust and mistrust was evident.

The Value of Trust

The need for interpersonal trust in teacher-student relations in vocal one-to-one tuition

was communicated in fourteen of the accounts. Examples of comments included:

S12: | think, I, singing is such a vulnerable thing, like you’re opening your,
yourself, your soul, your voice it's so personal and it hurts so much
when it’s like, knocked down. So | think you have to really trust the
person you're working with to make it the best that it can be.

S14: you're entrusting your, your future with someone, and, and so much of
your sense of self, if you're, you know, because so much of your identity
becomes tied into being a singer as well, it’s, it’s not just, it's not like, |
mean, everyone puts identity into what they do. But because, some, for
all those reasons, it’s such a personal thing.

These extracts captured the sense of vulnerability of being in the position of learning
and being dependent upon a teacher. Linguistic reference to ‘your soul’ (S12), ‘your
identity’ and to entrusting the teacher with ‘your future’ and ‘sense of self’ revealed the
significance of trust that a student placed in this relationship. There appeared to be so
much at stake emotionally, psychologically and professionally and the capacity to trust

in the teacher was communicated as critical.

Positive experiences of trust with teachers were conveyed:
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S20: | trust her to always tell — I'm scared of not going to honesty more [...]
Always tell me the truth about where | am and, like, what my level is and
where I'm going and just being really honest about, like, what | can do or
not and that’s really good to have someone who just tells you. It hurts
sometimes because you want to hear something else, but it's really, like,
yeah. But | think that goes more for honesty. | think for trust | would say,
like, I can tell her anything and | trust her completely.

S21: trust that what she says is ultimately going to be a good a thing for me.
Whether | can do it then or not. | trust that she has faith in me and likes
who | am as a person, and as a singer. Uhm and | trust — mm, yeah. |
just — yeah, it just feels like there’s an environment of trust.

The extract from S20 revealed the valuing of teacher honesty, even though honest
criticism could be experienced as emotionally troubling, as indicated in the phrase ‘it
hurts sometimes because you want to hear something else’. Student S21 related the

positive experiencing of ‘an environment of trust’ and of the teacher having ‘faith’ in her.

Interpersonal trust was found to emerge out of the experience of feeling encouraged by a

teacher to take risks and overcome fear:

S22: it's about removing the fear, uhm, and | think that there can be quite a lot
of fear involved in the process of singing, particularly at the top of the
voice for men if you've had a tendency to crack, which | have because |
didn’t have the technique to deal with it. Uhm, but very cleverly and
almost without my noticing, she managed to remove a hell of a lot of that
fear, uhm, and, yes, her ability to do that and make that section of the
voice work meant that I, yes, really trusted her judgement and - | suppose
it comes from doing what you are told to or asked to and finding that it
works. That’s the thing that breeds trust, really, and finding that it doesn’t
seem to be damaging you, because there is a fear of that as well.
Because there are a lot of charlatans that tend to do things that, uhm, are
not really good for you

Four repetitions of the word ‘fear’ in the above passage indicated the high degree of
anxiety involved in developing the voice and the need for trust in this process was
communicated. Use of a linguistic metaphor of teachers as charlatans, suggested a
perception of some teachers as deceptive or not to be trusted in terms teaching
methods. Reference to ‘damaging’ and teachers doing ‘things that... are not really
good for you’, revealed anxiety about potential for vocal damage with some teachers
due to questionable teaching practices. For this student however, his experience with
his teacher was positive; he had felt supported in working with and improving the top of
his vocal range and this was conveyed as requiring trust (‘l... really trusted her

judgement’) and enhancing trust (‘that breeds trust’).
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Questions of Trust

Findings (in ten cases) also revealed ambivalence about how, if and when to trust
teachers.

A tension between the desire to trust a teacher's approach versus anxiety about
whether the teacher and their teaching should be trusted was identified. The first three

extracts are illustrative of this concern and were derived from one student:

S08: | want my teacher to be someone that | feel | can trust and feel safe. Both
as a person and also in her judgement as a singing teacher.

I'm still learning the singing, so | don'’t really know what'’s right and what’s
wrong, and | made the decision to trust her. But | appreciate that | don’t
know everything, so there is always a little bit of uncertainty.

in order to accelerate your learning, it's more effective if you just embrace
the method and just go with it. And if you have some doubts which is
stopping you going, and that will spoil your development. And at the
same time, if that person is taking you to the wrong direction, you will be
heading to the wrong direction as fast as you can [laughs] So that's very
sad.

In these extracts the need to ‘trust’ in and ‘embrace’ a teacher’s pedagogic approach to
singing was linguistically communicated: ‘her judgement’, ‘the method’ and ‘her
methodology’. There was a juxtaposition of the need for trust in order to develop, ‘to
accelerate your learning’, versus uncertainty about being developmentally at a stage
where it was difficult to determine if the teacher's methods were productive or counter-
productive. This dilemma of needing to and not knowing whether to trust was revealed in

other accounts, for example:

S09: | can’'t hear my own voice. And that is 100% in her hands. She’s the
person that will hear me on a most regular basis in a focused — focused
situation. So | have a huge amount of trust for her to tell me, and to
reassure me that things are going in the right direction

| think there are always moments | have doubts. But that's me constantly
questioning.

| trust [name of teacher] more than anything. And | have to. | have to trust
her. And that’s hard [...] there’s still the monetary — I'm not at all saying
that she’s (laughs) like this. I'm just saying that you’ve to remember that
there’s still the monetary thing. You know, my fiancé will say, ‘Of course
she’s going to say you're improving. You're paying her.’ (Laughs)
This student revealed the complex nature of trust. The extract communicated the
experience of dependency that was felt to be particular to the vocal student, due to the

inability of the singer to hear and evaluate their own sound. This seemed to position
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the vocal student as perhaps more dependent on a teacher than other instrumentalists
for honest feedback. The issue of the economic structuring of the relationship was
referred to. This was particularly in relation to questioning how a teacher may be
influenced in giving honest critical feedback if they were also financially benefiting from
having the student attend and pay for more lessons. In the conservatoire where this
student was studying, findings revealed that some students were paying privately for
additional lessons due to feeling time constraints in the institutional provision of

lessons; and this was being referred to here.

Several students talked about experiencing or concerns about the consequences of
lack of or collapse of trust in the relationship with the teacher. The following extracts

were indicative.

S10 | think when there’s a, sort of, maybe a collapse of the commitment or the
trust that can get really difficult. | find that kind of bleeds into the rest of it.

S21 | felt like | couldn’t challenge or question. Uhm, and for me, that was a
big problem. Because, uhm, | think if you feel like you can’t question, it
kind of makes trusting compulsory and therefore you don’t trust. If — if — if
trusting is compulsory, then you — then it's much hard to trust, isn’t it?
(Laughs)

Student S10 captured the sense that loss of interpersonal trust in the relationship was felt
to permeate the entire learning experience with a teacher. The account from S21
revealed that incapacity to question or challenge a teacher was felt to be troubling for the
development of trust. Trust that was felt to be ‘compulsory’ might be considered as
coerced, imposed, assumed or demanded, rather than relationally earned or negotiated,
as indicated by reference to the need to feel able to challenge and question. The notion
of compulsory trust emerged in this passage almost like an oxymoron and it seemed as
though the student was trying to deconstruct her understanding of the nature of
interpersonal trust.

Student S15 talked in her interview about ‘hostility’ and lack of ‘care’ and ‘honesty’ in an
interpersonal relationship with a past teacher. This was linked with her sense of not

being able to trust the teacher; the following extracts were from her account:

S15 there was also, like a fundamental lack of honesty in our relationship. Like,
I never felt like — and trust as well

I'm absolutely fine with people criticising me and I'm very happy to, like,
laugh at myself when things go wrong, etc. But when you feel like
somebody has that hostility towards you, uhm, and you don'’t feel like they
really care about you, or, like, actually want you to get better. (Laughs)
[...] it's just impossible to put up with criticism like that

177



Here the experience of lack of interpersonal trust and honesty with a teacher was
associated with the impossibility of making use of teacher critical feedback. This opens
up important pedagogic questions regarding the implications of lack of trust in a learning
relationship, as student openness to teacher feedback appears from this account to be

curtailed.

The final theme of significance in student accounts was that of humour and fun.

8.7 Humour and Fun

Nine of the student accounts revealed that the capacity to experience humour and fun

with the teacher was desirable and valued.

S14: | think it's fun. I, | don’t think that's a prerequisite for, for a teaching
relationship. But | think it's quite important. | want to feel like | can relax
and, you know, if | fuck something up, say, ‘I've fucked that up,” and, you
know, you can have a laugh, and it, you know, it doesn’t get in the way of
the work, it helps the, work better.

S15: I'm not at all scared of her and if | did something wrong she’d be like,
‘Yeah, that was wrong,” and make me have a laugh about it and then
we'd find a way of solving it.

S22: | really enjoyed the process, | suppose, and we laughed an awful lot,
particularly at my mistakes, uhm, which is very helpful for making sure
those mistakes aren’t, you know, sources of terror anymore. You start to
see them as being rather silly and things that you can certainly get rid

These accounts revealed the role of humour, laughter and fun as shared interactional
phenomena in relationship in enabling students to feel less troubled by their difficulties in
learning. Mutually shared humour seemed to function as a mediator of anxiety about
failure and perhaps acted to reduce feelings of shame, embarrassment or inadequacy at
falling short of expectations. In this regard S22 indicated that being able to laugh with his
teacher at his mistakes led to reduction in level of distress, as mistakes were no longer
‘sources of terror’. This led to a revision in his framework of meaning, as mistakes
became understood as less significant (‘rather silly’) and possible to resolve (‘you can

certainly get rid’ of).

8.8 Summary

In this chapter, findings from the student individual interviews were presented. |
identified areas of convergence and divergence in relation to themes across the student
data. Meanings, beliefs and experiences were found to be claimed, refuted, shifting,

partial and contingent in the findings.
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Six key themes were identified as significant in the student interview data. The theme of
the human instrument revealed issues relating to the specificity of the voice as an
embodied instrument and to difficulties with translating teachers’ verbal communications
into embodied musical knowing. Power relations were explicitly identified in the data,
including in relation to equality and freedom in a mutual but asymmetric relationship, the
harmful effects of powerlessness, and student relatedness to teacher authority as
contested or deferential. The process of changing teachers was identified as particularly
troubling and there was perception of institutional resistance to and lack of support in this
regard. The limited evidence of students feeling supported in making a change of
teacher was presented. The value and complexities of interpersonal intimacy versus
distance and of interpersonal trust versus mistrust were outlined. Finally the value of
humour and fun in teacher-student interactions was presented and found to be a positive

mediating factor in overcoming difficulties in learning.

These findings will be discussed in relation to findings from the individual teacher
interviews, in-depth case studies and the extant literature in the discussion chapter

(chapter 9) which now follows.
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Chapter 9: Discussion

9.1 Introduction

This study examined the way that teachers and students perceived, made sense of and
experienced the relationship in the context of one-to-one conservatoire vocal teaching.
Through in-depth and detailed examination of the relational systems of teacher-student
pairs and through investigation of individual perspectives of teachers and students, the

research sought to explore two key questions:

e What significance do teachers and students give to the ‘relationship’ between
them in one-to-one tuition?
e How do qualities and forms of relatedness between teacher and student

influence the process, experience and outcomes of learning?

Findings revealed a number of features and phenomena of the relationship that were
found to be significant to teachers and students. These included the relationship as
predicated on a process of effecting change, power relations, changing teachers, the
value and complexities of interpersonal intimacy versus distance, the complexities of
trust and honesty and the value of humour and play. This chapter presents a
discussion of findings under these thematic areas and highlights points of convergence
and divergence between the two strands of investigation and in relation to the extant

literature.

9.2 Learning as a Process of Bringing about
Change

Overall findings revealed that one-to-one vocal tuition was made sense of and
experienced as a relationship predicated upon effecting change in the student. This
aligns with concepts that define learning as a process that involves some form of
permanent capacity change (llleris, 2007). Findings from the case study strand
revealed that transformations required on the part of the student included in music
making, performance, emotional expressivity, embodiment, and energetic engagement,
attitude to practice, responsibility for learning, self-discipline, emotional maturity, risk
taking and vocal technique. Some changes might be thought of in terms of
‘assimilative learning’, involving accumulation and assimilation of new information,

skills and knowledge (Piaget, cited in ibid), whilst other changes seemed to require
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more fundamental transformations in ways and forms of knowing, what was termed
‘accommodative learning’ by Piaget. Examples in the case study findings of what

might be construed as the latter include:

e changes in relatively stable characteristics of a student’s way of being,
communicating or expressing themselves in the world (exemplified in the case
of Marcus),

e changes in a student’s level of emotional insight, developmental maturity and
attitude to responsibility (e.g. in the case of Lara),

e changes in embodied knowing that required a synthesis and integration of
emotional, physiological, cognitive, interpretative and musical forms of

knowledge (e.g. in the cases of Marcus and Hannah).

The study revealed that different relational, experiential and emotional implications for
teachers and students emerged according to whether there was a sense of progress
(change was forthcoming) or whether there was trouble with bringing about change
(change was unforthcoming). These two thematic areas ‘progress’ and ‘trouble with

change’ will now be discussed.

9.2.1 Progress

Findings from both strands of the study revealed that experiences and perceptions of
progress in the student were associated with positive emotional states of joy, pleasure,

excitement and pride.

The case study data revealed that each dyad seemed to have a dominant thematic of
either progress (in the dyad, Jody-Antonia) or trouble with change (as in the dyads of
Jody-Marcus and Connie-Lara). However, to present this as an absolute binary would
obviate indicators in the data that these relationships could be experienced in terms of
both progress and stasis at different times. That said, where progress was identified as
a dominant theme within one of the dyads (Jody-Antonia) this was linked with teacher-
student relational rapport and ease, mutual understanding and mutual directness. In
that dyad there was evidence of mutually collaborative relating and binary forms of
relatedness on the dimension of student dominance—teacher passivity. The student
was perceived by the teacher as taking charge and having a high degree of
responsibility, agency and authority in the relationship. The presence of that binary
relational constellation was not experienced as particularly troubling. This finding might

suggest that dyadic relations associated with progress involve the student taking a
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position of authority, active engagment and responsibility and the teacher supporting

the co-creation of such relational possibilities.

These findings linked with Serra-Dawa’s (2010) research on teacher-student
relationships in one-to-one higher education vocal tuition; she too found evidence of
teaching dyads where student dominance was identified. In her study this was less
common than teacher dominance in these relationships and that concurs with current
case study findings where student dominance was also found to be less prevalent.
The findings here also connect with Burwell’s study (2005) in which she found student

ability to be linked with higher levels of student participation in lesson interactions.

Findings from the individual teacher interviews also identified the theme of progress
and this was linked with teachers’ perceptions of student openness to risk taking and
capacity to tolerate uncertainty / unfamiliarity. This seems to suggest that learning may
involve an experience that is not free of anxiety since it involves coping with uncertainty

and an unpredictable sense of risk.

9.2.2 The Trouble with Change

When change was felt to be unforthcoming in the student, findings from both strands of
this study demonstrated that this evoked emotional reactions of frustration and anxiety
in teachers and students, and findings specific to the case study strand revealed that
this was linked with the emergence of troubling oppositional teacher-student relational

configurations. These findings will now be explored.

Mis/Understanding of the ‘Problem’ in Learning?

Triangulation of teacher and student perspectives within dyads and across the clusters
in the in-depth case studies revealed that when there was a sense of delay or stasis in
the process of effecting change, teacher and student were found at times to share an
understanding of what was inhibiting change, and at times there was considerable
divergence in frameworks of meaning. Evidence from two dyads across the clusters
(Jody-Marcus and Connie-Lara) revealed that teacher and student framed the
difficulties with effecting change as a ‘problem’ that was located within the student.
However, despite sharing a perception of the location of the problem, formulation of the
nature of the difficulty was understood quite differently by teacher and the respective
student. For example, in the dyad Connie-Lara, the teacher framed the difficulties in
terms of the student being irresponsible, lacking in self-discipline and emotionally
immature, whilst the student revealed partial and intermittent awareness of her over-

dependence on her teacher and of a tendency to self-sabotage. Quite different
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frameworks of meaning were thus unearthed regarding the impediments to progress
within the dyad.

There was also some evidence from the case study clusters of conflicting
understandings of the location of the ‘problem’ in learning between teacher and
student; in other words there was difference of opinion regarding within whom the issue
resided, teacher or student. For example, in the pair Jody-Marcus, triangulation of
findings indicated that at times they shared understanding of the problem as residing
within the student (i.e. his resistance / obstacles to change); but at other times, their
understandings were opposed. In this instance, the teacher viewed the problem as
located within the student (his resistance) but the student viewed the problem as

residing within his teacher (her unreasonable demands).

Findings revealed convergence across the two case study clusters with regard to
teachers sharing a perception of students as somehow responsible for the stasis or
slow pace of learning. When the teachers perceived students as resistant to /
frustrating change, it seemed as if this became experienced as a relational transaction.
It was as if the student was resistant to or frustrating the teacher, even though the
student in one dyad (Marcus) felt he was doing his utmost to achieve his teacher’s
learning goals. Such perceptions of a student were found to be associated with the
experience of intense states of frustration, irritation and impatience in both teachers.
Through triangulation of teacher and student perspectival data within dyads and across
the case study clusters, a link was identified between the emergence of the following
binary oppositional relational configurations in the relationship and the experience of
trouble with effecting change (see figure 8 below):

Teacher & Student
Responsibility & Irresponsibility
Authoritarian & Deferential
Forcefulness & Submission
Confrontational & Acquiescence
Active & Passive

Figure 8: Binary Oppositional Relational Configurations Associated with Trouble in Effecting Change

These relational binaries that seemed to constellate the teacher in the dominant /
responsible position and the student in the passive / deferential / irresponsible position
were associated with difficulties in effecting change in the student and this resonated
with findings from Burwell (2005) on the link between student passivity, teacher

dominance (in terms of talk in lesson interactions) and lower student ability as indicated
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earlier. Further discussion of these binary constellations identified in this study
appears in the section on power relations (see section 9.3), where they are explored in
greater depth.

Turning to the individual interview strand of this study, results from the teacher
interviews revealed similar findings to the case study teacher perspectives in the
following ways: teachers tended to understand difficulties with effecting change as a
problem residing within the student, the dominant formulation of delay in progress was
that of student ‘resistance’ and such perceptions gave rise to teacher frustration and
anxiety. Like the case study teachers, these teachers were found to question their
reactions, perceptions and assumptions about the student and the nature of the
problem and this indicated that multiple, partial and shifting frameworks of
understanding were employed. These teachers were also found to experience a
tension between being responsive to individual needs of students (i.e. being student-
centred in relation to pace of change), versus responding to perceptions of institutional
pressure to achieve change at a particular pace and time. This latter finding was also

identified in the case study teachers’ findings.

The study thus revealed strong coherence between individual teacher interview
findings and case study teacher perspectives, suggesting that the experiences of the
latter were not unigue to those two teachers, but rather shared amongst a wider group

of vocal teachers.

Turning to findings from the individual student interviews, the theme entitled ‘the human
instrument’ exposed that students struggled with making sense of teachers’ technical
communications and transforming teachers’ ideas into embodied, musical and
expressive forms of knowing. Lack of visibility of and accessibility to the workings of
the instrument (i.e. the human body/voice) were identified as one dimension of this
problem. Lack of ‘shared language’ through which to communicate about the latter
was identified as the other troubling dimension. These findings also revealed that the
voice, body, sense of self, identity and even the ‘soul’ in some accounts, were
experienced as inextricably interwoven. In Oakland’s (2010) study of opera choristers
she used the term the ‘embodied voice’ to describe the inseparable nature of the voice
from the human body for singers and this notion is supported by the current study.
Findings from the current study (individual student interviews) revealed that due to the
embodiment of the instrument, interpersonal tensions in the teaching relationship could
manifest in bodily tension which by implication could negatively influence music
making. It thus seemed that the qualities of the interpersonal relationship might
significantly influence the learning process for vocal students.
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Individual student interview findings also revealed that teacher usage of complex
metaphors and imagery and reliance upon verbal language to communicate technical
information, were found to be difficult to transform into embodied forms of knowing.
This gave rise to student feelings of confusion, anxiety and frustration. This finding
was not identified in the case study strand of the research; however there is evidence
of similar themes in the extant literature. In this regard, Persson (1996a) found
evidence of a piano teacher perceiving students as confused by her use of metaphor
and imaginative communications and Purser (2005) found that teachers had difficulties
with evaluating students’ technical issues due to invisibility of areas of the body that
were involved in teaching of brass and wind instruments. In relation to the voice,
Fleming (2005) talked about the vocal teacher and student relationship as troubled by a
barrier of lack of shared language through which to communicate about invisible and
involuntary muscles involved in vocal development. This suggests that the issues
identified in the current study in relation to vocal students may transcend particularity of
instrument, since there appears to be some commonality across piano, brass, wind and
vocal instruments. The findings here raise important pedagogic questions for one-to-
one music higher education around how teachers communicate technical and

interpretative knowledge to students.

In summary, findings from this study suggested that the one-to-one teaching
relationship was predicated on an implicit agreement between teacher and student to

work together to effect change (see figure 9 below for diagrammatic representation).

: : Trajectory of Change

Learning = Predicated on Implicit Agreement to Effect Change

Figure 9: One-to-One Tuition - an Implicit Agreement to Effect Change

However when change was felt to be unforthcoming, there was evidence of a tendency
in teachers to employ interpretative frameworks that cast the student as the inhibitor /
resister of change, while students appeared to employ frameworks of meaning that
both coincided with and at times significantly diverged with teachers’ understandings.
When there was trouble with bringing about change, the relationship itself appeared to

become a site of interpersonal struggle.
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Triangulation of findings between teacher and student perspectives from both strands
of the study, revealed points of significant divergence between teacher and student
ways of making sense of the trouble with effecting change at times. This divergence
between teacher and student understandings raises an important question about
perspectivism in teaching and learning and whose account of the learning predicament
takes prominence. Lack of shared understanding seems to inevitably lead to a
problem in finding appropriate resolutions. What is viewed as student resistance by a
teacher for example, but viewed as incomprehensible teaching instruction by the
student, would suggest difficulties in establishing solutions (see figure 10). Schon’s
(1987) notion of the ‘learning bind’ is useful in considering this situation. This concept
described the development of serial miscommunications between music teacher and
student that led to lack of mutual understanding of the nature of issues in learning. He
argued that this created an interlocking interpersonal dynamic that could dominate the
relationship and constrain learning as neither teacher nor student could understand the

framing of the issue from the other’s perspective.

Teacher is
not making
sense?

Student is L

Resistant?

Resolutions
(o] O O
Teacher Student

Figure 10: Lack of Mutual Understanding of the Learning Predicament

A Pedagogic Dilemma When Change is Unforthcoming: Challenge or
Allow Student-Led Pace of Change?

Case study strand findings revealed that when change was found to be a troubling
process both teacher-participants struggled with navigating a tension between two key
resolutions: challenge/confront the student or allow space/time for student-led pace of
learning. Teacher’s use of interpersonal challenge was found in all four case study
pairs, including the dyad that was characterised in terms of progress. Challenge was
found to have transformative effects in students; including increased effort and

motivation, recognition of self-destructive behaviours, greater risk taking, more robust
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singing, deeper insights about contesting teacher authority, recognition of capacity to
assert autonomy with a teacher, and greater recognition of when to surrender to

teacher authority rather than oppose it.

Triangulation of case study teacher and student perspectives revealed that both
teachers and students were unsettled by episodes of challenge but this was more
pronounced in the dyads where the process of bringing about change was found to be
troubling (Jody-Marcus, Connie-Lara and Connie-Hannah). In the dyad where teacher
and student (Jody-Antonia) both shared a quality of directness as a relatively stable
characteristic of each of their individual styles of relating, there was evidence that this
relationship weathered difficulties more easily. A sense of interpersonal freedom
emerged from that pairing and this was the dyad characterised by progress. In the
dyad, Jody-Marcus, where the emergence of relational confrontation was most
troubling to the student, that dyad encountered more difficulties in bringing about
change. Again, this might support the view that relational capacity to tolerate the
destabilising effects of challenge may be linked with positive outcomes in learning and
this raises pedagogic questions about how and if this capacity may be developed /

learnt.

Findings from both case study teachers revealed concerns about student capacity to
cope with challenge and about alienating and being unfair to the student. There was
evidence in both teachers’ accounts of a coupling between being challenging and
anxieties about unjustified forcefulness or authoritarianism. This may have been due to
acts of challenge being infused with teacher frustration about feeling powerless to
effect change at times. Thus challenge may have been experienced as teacher-
centred rather than student-centred. Both teachers were found to interrogate their
motives for, and questioned the validity of, challenge, recognising that challenges
created difficult emotions and interactions for the student. However these concerns
were juxtaposed with teacher belief in the need for challenge to promote significant

change in students.

Moments of interpersonal challenge were relationally interpreted in the case studies as
creating episodes in the teacher-student relationship of unpredictable disturbance and
disequilibrium. Such moments from relational perspectives (Stern, 1998; Stolorow,
1997) are understood to open up the possibility of change, particularly if both
participants can tolerate and contain the troubling emotional states that accompany
such periods in relationship (Stolorow, 1997). This reading of findings offers insight
into the importance of challenge and the inevitability of associated troubling emotions in
the process of learning.
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Student perspectives from the case study clusters revealed that challenge was indeed
emotionally unsettling. However it was also highly valued and tolerable in all four
dyads as findings evidenced that teacher challenge was felt to be indicative of care and
of positive teacher intention. This highlights the significance of the qualities of the
relational climate in making challenge a creative rather than destructive experience.
Student perception of teachers’ caring intentions seemed to support the former in
making use of challenge rather than such interactions being defended against and
experienced as punitive or harmful. Findings from the individual student interviews
under the sub-theme of ‘lack of trust’ offered additional support for this idea, as
challenge that was experienced within a pervasively negative relational climate, was

found to be experienced as hurtful criticism and as difficult for the student to utilise.

Returning to the case study strand, findings also revealed that giving space and
allowing the student to lead the pace of change could be experienced as
transformative. One student (Marcus) found that space and time away from his
teacher enabled deeper embodied understandings and greater ownership of technique.
However triangulation of teacher and student perspective within that dyad revealed that
this sat in stark contrast to his teacher’s prevailing beliefs about resolving the stasis in
learning. Although she evidenced desires and repeated efforts to be collaborative, she
struggled to believe in the potential of allowing this student to effect change at his own
pace. Triangulation of findings within the cluster revealed however that the same
teacher (Jody) with a different student (Antonia) evidenced more collaborative relating
and she was able to trust in and allow that student to lead the learning process. This
indicated that different relational pairings brought about different pedagogic
approaches within the teacher and thus highlighted the significance of the dynamics of

the relationship and their influence on teaching and learning.

Brief Summary of ‘The Trouble with Change’

Overall the theme of the trouble with change suggested that the experiencing of difficult
emotions in relation to challenge may be inevitable and even valuable in the process of
effecting deep change. The findings revealed that lack of teacher-student mutual
understanding about the nature of difficulties in learning may have negative
consequences on the experience and process of learning. Findings suggest the need
for conservatoires and teachers to employ pedagogic frameworks that take account of
the ‘problem’ of perspectivism (Mitchell, 1997, cited in Gerhardt, Sweetnam, & Borton,
2003); in other words whose account or framework of meaning takes precedent in one-
to-one tuition - the teacher’s and/or the student’s. The power invested in the position of

teacher may make it more likely that the teacher account will eclipse that of the
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student, and thus there is a need for pedagogic practice that seeks to understand the

student’s framing of their difficulties to support learning.

This latter point links with Burwell’s (2005) research on music lesson interactions - she
recommended that teachers make use of more exploratory questions, rather than rely
on interrogatory instructive ones in teaching. By taking an explorative and dialogic
approach to the relationship, where student perspectives are taken into account, this
seems to proffer an opportunity for collaborative forging of resolutions. This is
consonant with Creech (2012) who indicated that teaching dyads that could be
considered as involving a facilitative student-centred model of learning involved
teachers who were receptive to taking in student views. Such dyads, also
characterised by mutual respect and reciprocity, were found to have highest musical
achievement. Developing understanding of how a learning predicament is construed
by each party can prevent the development of a spiral of misrecognition, which leads to
an impasse. This situation was described by Schdn as the ‘Learning Bind’ (1987) and

he identified this impasse in the music teaching studio as a hindrance to learning.

9.3 Power Relations

This study found that power relations in the teacher-student one-to-one relationship
had significant implications for the experience and outcomes of learning. The following

areas will be discussed:

e collaborative relations,
¢ dynamics of submission-dominance and the question of student autonomy
o reflexivity as a mediator of binary power relations

e harmful relationships and the effects of powerlessness.

9.3.1 Collaborative Relations

Evidence of collaborative forms of relating in one-to-one tuition was found in both
strands of this study. The case study strand revealed that both teachers preferred,
experienced and made conscious repeated attempts to create collaborative forms of
relatedness with their respective students. Such relations were however not
permanently established with a student, rather both teachers felt intermittently
relationally pulled/pushed into vertical power relations of teacher dominance /
authoritarianism (e.g. in Jody-Marcus and Connie-Lara). This was experienced as
frustrating due to teacher preference for more horizontal collegiate styles of interaction.

Student perspectives across case study clusters revealed that power relations that
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recognised the student’s contribution and autonomy within the one-to-one relationship
were associated with positive learning experiences and outcomes. Such relations were
connected with enhanced self-esteem, emotional well-being, vocal confidence,
improvements in singing and development of an individual artistic voice. Findings from
Cluster 1 revealed that both students valued an ‘equal’, or ‘collaborative’ relationship,
yet described it as ‘hierarchical’. This highlighted complexity in the notions of
collaboration and equality between teacher and student, since such mutual relations
seemed to be valued alongside recognition of hierarchical role-related power

differentials between teacher and student.

There was strong convergence in findings from these case study clusters and the
individual interview investigative strand. In the latter, teachers similarly valued
reciprocal collaborative relations with students and this was linked with enhanced
teacher engagement and motivation. The student perspectives from the individual
interview (similar to the case study students) revealed that experiences of ‘equality’ and
‘freedom’ to exercise control and to express a voice were highly valued along with

recognition of role related power differentials in the relationship.

These findings are congruent with those of earlier researchers (Barrett, 2006; Burwell,
2005; Gaunt, 2006; Wirtanen & Littleton, 2004) who found evidence of collaboration,
co-operation, mutuality and reciprocity in one-to-one music tuition. The dialogic nature
of interactions and the negotiation of meaning and solutions were also found in earlier
research papers to support student confidence and development of artistic identities
(Barrett & Gromko, 2007; Wirtanen & Littleton, 2004). The current study brings a
nuanced understanding to existing notions of teacher-student collaboration, highlighting
that collaboration does not equate with a meeting of equals. Rather a more apt
conceptualisation might be of a mutual but asymmetrical relationship, to invoke a
relational idea, where mutuality involves a sense of commonality and sharing that is
significantly different in form, quantity, quality or degree for each party (Aron, 1996).
Such a framing recognises the differing roles, functions and positions of influence
within the relationship between teacher and student, whilst acknowledging that both

may mutually gain from and collaborate in the relationship.

9.3.2 Dynamics of Submission-Dominance and the Question of
Student Autonomy

I will now discuss dynamics of submission-dominance and interrogate the notion of

student autonomy in relation to findings from this study.
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Triangulation of findings within and across clusters from the case study strand revealed
intermittent emergence of binary power relations of submission-dominance, deference-
authoritarianism or passive-active. As mentioned in the section earlier on the trouble
with change, in three of the four case study dyads, the teacher was found to be pulled
toward the position of power in such configurations and in one of the dyads (Jody-
Antonia) there was a reversal with the student inhabiting the position of active /
dominant. There was also evidence in one dyad (Connie-Hannah) of the student

contesting and resisting teacher authority.

Findings from the case study clusters revealed that these binary power configurations
appeared to repeatedly emerge in the teacher-student relationship in ways that were
experienced as troubling, uncomfortable and undesirable to either or both participants,
but importantly not as traumatic or harmful. Such relational positions were not found to
be fixed, rather each partner in the dyad seemed to feel intermittently and implicitly
pulled, pushed or nudged into position. For example, analysis of data across clusters
revealed that both teachers felt relationally pressed by their students into becoming
authoritarian in response to student passivity. This was conceptualised in relation to
the concept of complementarity (Aron, 2006; Benjamin, 1999) which describes the
intermittent and inevitable collapse into binary complementary forms of relatedness in
all human relationships. Notably despite such relational pulls, teacher impulses to
become authoritarian / dominant were experienced as troubling, subject to self-
questioning and self-restraint and actively resisted at times. Such desires were found
to be juxtaposed with desires and indeed repeated attempts to develop collaborative
forms of relating as discussed earlier. This resonates with Gaunt’s (2011) finding that
the creative process in one-to-one instrumental and vocal tuition was often teacher
dominated, despite teacher aspirations to develop student autonomy, and the current
research has provided insights into the dynamic and conflicted nature of such desires
and forms of relatedness in teachers. Contextualising these findings within institutional
‘norms’ and cultural practices within the field of one-to-one conservatoire tuition and in
relation to teachers’ own histories of learning, the emergence of teacher dominance in
these types of relationship might be understood as also shaped by such influences.
Interestingly findings in this study also revealed that teacher dominance could be both
a relatively stable individual characteristic and an emergent property of the dyadic

relationship as will now be discussed.

Findings from cluster 1 revealed that teacher dominance was a relatively stable
characteristic of the teacher’s interactional style (Jody) but was also relationally co-
created. Interpretation of her account revealed that dominance in relating was a

familiar aspect of her relational repertoire; however she was found to experience
191



herself as having a tendency towards passivity with a highly autonomous student but
an opposite tendency towards dominance and authoritarianism with the other student.
Findings from this cluster thus revealed that two opposite power configurations
emerged with the same teacher in the different dyads and different qualities of
relatedness were brought about in the same teacher by the different relational contexts.
This links with the intersubjective notion that psychological phenomena are not derived
solely from isolated intra-personal properties of individuals; instead they emerge at the

interface of mutually co-constructive worlds of experiencing (Stolorow, 1997).

Similarly, examination of findings across the two case study clusters revealed that
power positions were found to be relationally co-created, rather than solely stable
characteristics of individuals. For example, the case studies revealed evidence of
students that could exert autonomy in relationship with current teachers (Antonia with
Jody, and Hannah with Connie). However the same students were found in previous
one-to-one relationships to have struggled to effect independence in relatedness with
the teacher. In this regard, Hannah had experienced herself as compliant, submissive
and dependent on her previous teacher in what was recounted as a traumatic
relationship. With a change of teacher (i.e. of dyadic pairing) she was able to contest
teacher authority and assert her own will in opposition to the current teacher.
Triangulation of teacher-student findings in this dyad (Connie-Hannah) revealed that
the student’s experience of contesting teacher authority, and of having her autonomy
recognised even when she defied the teacher’s wishes was found to be a highly valued
and transformative experience for the student. This was particularly significant due to
the student’'s past experience of feeling powerless, trapped and dependent with the
teacher. The discovery of autonomy as emergent from a sense of connection with and
separation from the teacher, rather than disconnection and isolation seemed to be
significant to this student’s understanding of herself as a learner and to her
understandings of teacher-student relations. This was relationally interpreted through
Keller’s (cited in Aron, 1996) notion of dynamic autonomy that emerges from a sense of

relatedness with as well as separation from others.

The concept of mutual recognition (Benjamin, 1999) was also drawn upon to interpret
the teacher’s (Connie’s) capacity to sustain and balance the tension between asserting
her own will (to prevent the student taking on a particular performance role), whilst
recognising the will and desire of the other i.e. the student’s wish to take the role
against her teacher’s advice. That relational episode could be thought about in terms
of mutuality, as defined by Aron (1996), since teacher and student were able to sustain
a sense of relational connection whilst also being in a state of asserting difference or

disagreement. Aron wrote as follows:
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for mutuality of recognition to exist in a relationship, there must be two

participants who feel themselves to be autonomous people capable of

agreement and disagreement (ibid, p. 151)
This provides support for the notion that the relational system between teacher and
student is a determining feature of the capacity for students to achieve autonomy in the
relationship. The current study thus problematises a one-person psychological
perspective of student autonomy / independence, querying it as a quality or property of
the individual student. Instead the interpretative analysis revealed that student
autonomy was both an individual and relational achievement that was contingent on
the nature of the interactional world of the dyad. Like other researchers (Purser, 2005;
Serra-Dawa, 2010) this highlights the significance of the teacher-student match in one-
to-one tuition. Furthermore, previous researchers have questioned how the tendency
towards teacher dominance and student passivity in one-to-one tuition may hinder the
development of student autonomy (Gaunt, 2010, 2011; Jgrgensen, 2000); in this
regard the relational conceptualisation in this study has elaborated existing
understandings by foregrounding the dynamic and intersubjective nature of the

development of student autonomy.

The findings from the case study strand of investigation indicated that teacher
dominance, student passivity, student autonomy or student independence were not
static characteristics of individuals, nor fixed power positions within the one-to-one
relationship. Rather such positions seemed to be taken up and resisted, desired and
unwanted, accepted and rejected, questioned, troubled and destabilised. Power
relations were thus found to be contingent, contextual, intermittent, and dynamic rather
than fixed categories of individuals or even of dyads. However there was also
evidence of these dyadic relationships having tendencies to habituate or fall into

particular binary patterns of relating within particular pairings.

Turning to the individual interview strand; the value and limitations of the master-
student model of relating were revealed in teacher findings as follows. The value of
students learning about submission to teacher authority through the template of the
teaching relationship was linked with future career situations where conductors might
demand absolute submission to their will.  Equally student understanding of
collaboration and capacity to exert autonomy with teachers was linked with the
professional demands for collegiate relations and individual artistic vision in the future

operatic career context.

The individual teacher interviews revealed evidence of teacher perceptions that the

student was the originator or desirer of deference to teacher authority. This was
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convergent with findings from the teachers’ perspectives in the case study strand and
with findings from Lara in case study Cluster 2 who appeared to experience a high
dependence on her teacher and to position her teacher in a dominant role. These
findings align with those of Purser (2005) and Jgrgensen (2000); the former found
evidence of teacher perceptions of students inviting a ‘dictatorial’ teaching approach,
and the latter argued that many students want to conform and be passive in the one-to-

one teaching relationship.

Findings from the individual student interviews in this study however contrasted with
findings from the individual teacher interviews and from the aforementioned
researchers (Purser, 2005; Jgrgensen, 2000). Students revealed very limited evidence
of desire for deference or passivity to teacher authority. Indeed, to the contrary, there
was considerable evidence of desire for an equal albeit asymmetrical relationship as
discussed earlier (in 9.3.1). Furthermore there was also some evidence of students
contesting teacher authority, including questioning teachers’ methods and interrogating
assumptions of teacher as expert. The overall findings from this study and the extant
literature indicate that teacher dominance and student submission are commonly
identified relational positions in one-to-one tuition. However this disjuncture between
teacher and student perceptions of: who is the instigator / desirer of particular power
positions, is interesting. It seems to suggest that the inhabiting of particular role-related
power positions in a pedagogic relationship influences the way that power relations are
understood. This finding thus troubles previous claims that students are the initiators of
teacher dominance or the guardians of desire to conform to teachers. Rather the
relational interpretation of findings suggests that power positions are dynamic and co-
created within relationship. Thus, the question of who does what to whom, or who
instigates what in interactional space, is revealed as more complex in the current

findings when compared to previous claims.

9.3.3 Reflexivity as a Mediator of Binary Power Relations

The case study clusters revealed that despite troubling emotions and relational power
configurations emerging within the teacher-student dyads these were not found to be
detrimental, traumatic or harmful in these current relationships. Why this was so will

now be explored.

The case study data and the relational rendering of findings indicated that both case
study teachers evidenced capacities for self-reflexivity (Aron, 2000). In this regard,
there was evidence of both teachers being able to shift between experiencing modes of

self where intense emotional states were felt (for example, feeling angry, frustrated,
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irritated, wanting to be forceful) and observational modes of self (ibid), in which
teachers reflected on such feeling states and desires as if an object of critical thought.
| argued that this enabled teacher recognition of the student as an independent subject,
not merely as an object of the teacher’s own will or expectation. There was evidence
of teacher recognition of their students’ autonomy, perspective, needs, will and
experiencing, even when that was opposed to the teacher's. = Rather than teachers
inhabiting a rigidly fixed position in frustrated opposition to their respective students,
both teachers revealed capacities to contain and reflect upon their feelings, to query
their reactions, and to take account of the student’s perspective. This was interpreted
in relation to the capacity for creation of ‘the third’, which involves the creation of a
reflective mental space to think about the self, the other, and the other’s perspective on
the self. This is understood to allow the individual to step out of a binary power
struggle. No longer is the individual defined in binary opposition to the other (Aron,
2006; Benjamin, 2009), rather the creation of ‘the third’ is understood to enable
transcendence of the binary positions and proffer the possibility of new forms of

relating.

This aligns with ideas from relationally responsible inquiry (McNamee & Gergen, 1999).
The shift in feeling states and attitude towards students, evidenced in both case study
teacher accounts of moving from a position of anger and frustration to one of empathy

in response to students’ difficulties, finds an echo in the following passage:

to move [...] from the angry to the sympathetic invites an alternative identity
from the other. To become questioner invites the other’s authority [...] and to
replace anger with sympathy enables defensiveness to be replaced by good
will. If effectively pursued, relationally responsible inquiry has transformative
potential for the participants’ (ibid, p. 27)
This seems apposite to understanding the teaching dyads in this study. Despite
settling into troubling binary patterns of relating, findings indicated that the current
teaching relationships were not experienced as trapped in irresolvable impasses. This,
| would argue was due in part to teacher capacities to shift relational positions from
states of frustration to questioning those reactions and becoming more empathic

towards their students’ struggles.

It was notable that the students in all four dyads revealed their experience of feeling
cared for. | would propose that a ‘good’ teaching relationship that engenders the
experience of care, is one that has the containing and facilitating features of teacher
self-reflexivity; these enable the creation of the intersubjective third (Benjamin, 2009) to
mediate conflicts, troubling emotions and binary patterns of relating. Such a

perspective coheres with Schon’s conceptual world in which ‘reciprocal-reflection-in-
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action’ (1987) can proffer the possibility of transforming a ‘learning bind’ into a
possibility for change. In his theoretical argument, through teacher and student
attempting to develop understandings of the other’'s framing of their interactional
conflict, this additional ‘rung’ on the ‘ladder of reflection’ can bring about conflict
resolution. This also coalesces with ideas proposed in Creech and Hallam (2003). In
their examination of interpersonal conflict in instrumental learning partnerships, they
advocated that a systemic perspective of the relationship, rather than a one-person
psychological framing of learning problems, proffered possibilities for participants to
reframe expectations, styles of relating and teaching strategies. This was understood
to lead to possibilities for conflict resolution and improved prospects of musical

outcomes.

In a psychotherapeutic relationship, interpersonal difficulties are supported and
monitored through clinical supervision. Relational impasses may become subject to in-
depth analysis and exploration both within supervision and within the clinical dyad itself
between therapist and client. However, in a teaching and learning relationship, such in-
depth ‘reciprocal-reflection-in-action’ (Schoén, 1987) upon the nature of interpersonal
difficulties seems to have limits. The value of teacher reflexivity to serve the pedagogic
functioning of the relationship was found to be important in this study however the
emergence of on-going complementarity / conflict that dominates a learning process
seemed to require a response that was beyond the scope of the teaching dyad to
resolve. | will turn now to discuss the type of relational experiences that appeared to
require such external intervention, due to extent of psychological distress that was

identified as associated with such relationships.

9.3.4 Harmful Relationships and the Effects of Powerlessness

The theoretical interpretation of findings advocated thus far has highlighted that intra-
personal and interpersonal tensions, troubling emotions and difficult oppositional
interactions can play a significant part in the process of learning. Such an
interpretative perspective casts the experience of struggle and the toleration of some
degree of emotional pain in teaching and learning as inevitable and to be understood
as a part of the process of effecting change. However findings from both strands of
this study revealed that some relational experiences in one-to-one tuition were beyond

a threshold of tolerability and aroused deeply distressing emotions.

Data from two of the four case study students, and approximately half of the individual
interviews with students identified the theme of harmful power relations in one-to-one

tuition relationships. These types of relationships were characterised in student
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narratives in both strands of the study in terms of the experience of feeling trapped,
powerless, submissive, controlled and helpless and like a victim. Such relational
experiences were reported as ‘harmful’ and ‘traumatic’ (to quote student participants)
and were associated with serious negative consequences, including loss of motivation,
performance ability, confidence and self-belief and physiological loss of voice. There
was a recurring theme in both strands of the investigation of students struggling to
make sense of and understand what was happening to them, at the time that these
relational interactions with teachers were occurring. Difficulties had been experienced
by students as they tried to extricate themselves from these relationships. Such
relationships were terminated by students as they were experienced as too disturbing

and aroused complex feelings of anxiety, anger, frustration, fear, pain and guilt.

This confers with findings from Gaunt who found evidence in a small number of cases
of students having had ‘traumatic experiences’ (Gaunt, 2011, p. 169) with teachers and
identified that the one-to-one relationship had the potential to be ‘damaging’ (Gaunt,
2005, p. 263). It also aligns with Persson’s (1996a; 1996b) findings that identified
teacher behaviours towards students that were intimidating, offensive, insulting, and
verging on ‘abuse’ (1996b, p.41). Persson raised a question in his study about why
students ‘put up with harsh and insensitive treatment within the confines of their
training’ (ibid, p. 44) and | will attempt to answer that question now in relation to

findings from the current study.

Findings from both strands of this investigation offer insight into this question; they
revealed that insufficient self and self-other awareness, lack of understanding of the
relational situation at the time, confusion about what was occurring with a teacher, lack
of institutional support, anxiety about repercussions, guilt for leaving a teacher,
experiences of shame and fear and experiences of teacher retaliatory reactions for
decisions to terminate the relationship, contributed to the difficulties in this regard.
Termination of these types of relationship were found to be difficult and protracted due

to the aforementioned.

It is possible to relationally interpret such harmful and traumatic relationships in terms
of a collapse into complementarity around the binary positions of submission-
dominance / powerful-powerless (Aron, 2006; Benjamin, 1999). As mentioned earlier,
such relational configurations are common in human relating, so the question emerges,
how do these types of relationships become traumatic and detrimental, rather than

troubling but tolerable or even troubling but productive?
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Relational interpretation argues that on-going complementarity stifles relationships as
power relations of ‘doer/done-to’,  victim/persecutor,  powerful/powerless,
authoritarian/deferential become fixed and unalterable. Each person in a dyad
becomes locked into the binary, bringing the relationship to a kind of stand-off, impasse
or stalemate. The irresolvable interlock is understood to often prelude the termination
or breakdown of relationship, as the power struggle comes to dominate the relational
space (Aron, 2006) trapping each person into the binary dynamics. Analysis of student
data from both strands of the study revealed that the sense of being trapped and
powerless, often in a protracted situation with a teacher, evoked highly distressing
emotions. This state of relatedness with a teacher seemed to be the defining
characteristic of what was linguistically referred to by students as ‘harmful’ or
‘traumatic’. Literature on trauma (Hensley, 2009; Herman, 1997; Rothschild, 2000)
reveals that the states of helplessness, powerlessness, dependence and feeling
trapped are common features of the experience of traumatic relationships.
Furthermore, a lack of recognition, support or responsiveness to the individual during
or after the traumatic situation can act to heighten distress (Herman, 1997). In this
regard, triangulation of student perspectives from both strands of this study revealed a
shared perception of lack of institutional recognition and support that deepened the
sense of isolation and distress for students. One of the case study students (Hannah),
who had reported her past teaching relationship as a ‘traumatic’ experience, revealed
that she felt that she had become the object of institutional ‘scandal’ and felt
unsupported after terminating the relationship with her teacher. Analysis of her
account revealed that this had exacerbated the sense of psychological distress. The
need for impartial consultation and institutional support to mediate and monitor such
relationships was identified in her account and this need was clearly articulated in the
individual student interview data also. This suggested that this was a shared concern

rather than specific to only one participant.

Triangulation of teacher and student perspectives within and across the case study
dyads revealed that the legacy of the effects of what were reported as previous
‘harmful’ / ‘traumatic’ learning experiences could influence the style of relating between
teacher and student and effect the process of learning in the current teaching
relationship. Current teachers (Jody and Connie) both recognised and made sense of
the needs of their respective students (Antonia and Hannah) in the present, in relation
to the harm of the past. Indeed Connie used the term ‘wounded healer’ to describe her
work with Hannah, and this captured her sense of the remedial nature of this
relationship. The legacy of detrimental effects of traumatic experiences in one-to-one

tuition were unearthed in this study and the ameliorating effects of positive learning
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experiences in the present that modulated the negative effects of the past were also

indicated.

9.3.5 Brief Summary of Power Relations

In summary, this study found that power relations were discussed by teachers and
students and a clear critical student perspective emerged from both strands of
examination. This finding contrasts with Gaunt (2006, 2011) who found that power
dynamics were of significance in one-to-one tuition, but this was largely implicit in her
data with only 4 of 40 participants discussing it, all of whom were teachers not
students. Her role as part of the establishment and of the institutional structures of
power was identified as a potential limitation in her study (Gaunt, 2006). This may
have constrained student capacity to talk about the effects of power in one-to-one
tuition relationships since the researcher may have been perceived as a colleague of
the students’ teachers and thus anxieties about allegiance and implications could have
been in play. The current study extended knowledge about the nature of power in one-
to-one tuition through the in-depth relational analysis. This research revealed the
dynamic and contingent nature of power relations and evidenced its significant

influence on student learning and well-being.

The next theme to be discussed is that of changing teachers.

9.4 Changing Teachers

Findings from both strands of the study revealed strong evidence that changing teachers
was experienced as a highly complex and troubling process and there was limited

evidence of this as a supported experience.

Although changing teachers was not identified as a specific theme in the case study
strand, data analysis revealed that two of the students had changed teachers due to
irresolvable interpersonal tensions in previous relationships. Findings from one of the
students (Hannah) revealed that changing teachers had been a distressing and
protracted process that aroused guilt. Experience of teacher retaliatory reactions and
lack of institutional support were reported as disturbing (as mentioned in section 9.3.4).
It should be noted that it was not possible to triangulate the student’s perspective with the
past teacher’s perspective, since that teacher was not a participant in the present study;

however the experience of the student was evident.

Findings from the individual student interview strand provided strong evidence that
changing teachers was felt to be a troubling and complex process. The majority of
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accounts revealed that student anxiety about a decision or wish to change teacher was
linked with concerns that such a decision would be experienced by teachers as insulting,
blaming or hurtful. Students were found to struggle with feelings of guilt and with not
knowing how to navigate this decision with their teacher and within the institution. There
was a perception of institutional discouragement of changing teachers and concern
about and experiences of negative teacher reactions. These findings were convergent
with the case study strand indicating that this concern was shared within a wider

collective of students.

Findings from the individual student interview strand also indicated that some
relationships were felt to be an irresolvable teacher-student mismatch, such that
decisions to change teacher provided the optimal solution to the situation. Where
students had experienced harmful relationships, this was found to raise awareness of the
significance of the interpersonal relationship in one-to-one tuition, and anxieties about
trying to find and discern what might constitute a good teacher-student match in a new
relationship. The relational match was conveyed as a critical and determining feature of
the experience and outcomes of learning in relation to those students who had
experienced serious relational problems with teachers. In a minority of student accounts
in the individual interview strand, students expressed positive perceptions in relation to

changing teachers.

From the individual teacher interviews, students’ desires or actions to change teachers
were found to be perceived as troubling and complex for teachers and the sense of some
teachers feeling insulted by such actions was identified. This provided evidence of
confirmation that student anxieties were consonant with teachers’ reactions. This
suggested that students’ concerns might reflect an intersubjective experiential reality
within the educational context. There was however also some evidence of teachers
expressing accepting views and being supportive of students wanting to change
teachers. Interestingly one teacher shared her past experience as a young student in
relation to trying to change teachers and this account closely reflected the contemporary

anxieties that were identified in the individual student interview findings.

Overall, findings from both strands revealed strong evidence that student wish to change
teacher was framed as an implicit relational attack upon the teacher, and that anxieties
about blame and insult were found to trouble the process for both teachers and students.
These findings differ from those of Presland (2005) who gave no indication of changing
teachers as troubling in her study in a conservatoire piano department. However current
findings are aligned with those of Gaunt (2010, 2011) and Serra-Dawa (2010). The
former found evidence of student anxiety, confusion, delays and concerns about betrayal
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of the teacher and this is consonant with the sense of blame and guilt evidenced in the
current study. Serra-Dawa identified the most cited reason for change of teacher in her
study on vocal one-to-one tuition as interpersonal issues rather than technical, and this is
convergent with findings here that some changes of teacher were found to be associated

with serious interpersonal difficulties in the relationship.

In considering these findings, it is inevitable that some students will want or need to
change teachers during their studies for a variety of reasons. This might relate to
developmental stage, curiosity to try a different style of teaching, or simply to have the
opportunity to work with other teachers. Such decisions may reflect a desire for a new
experience, rather than a desire or need to leave a difficult relationship. However, the
latter was also clearly evident in current findings. Institutional resistance to changing
teachers or the normative expectation of teacher and student working together for the
duration of study may be valuable for teacher-student dyads that function well; but this
seems likely to exacerbate the situation for those where the relationship itself is in
trouble. The findings raise serious questions about how students who are struggling in
relationships, and particularly for those experiencing ‘harmful’ relationships (as discussed
in section 9.3.4), are able to resolve the situation. Such a student seems to be caught in
a catch twenty-two, so to speak; to continue the relationship, is to be trapped and
distressed, but to leave the relationship is to be fearful and troubled by a range of

anxieties. This seems to call for institutional consideration and further research.

I will now turn to discuss the value and tensions of intimacy and interpersonal distance.

9.5 Intimacy and Interpersonal Distance

The theme of intimacy and interpersonal distance was identified in this study as

significant to teachers and students and emerged in both strands of investigation.

Case study findings from Cluster 2 revealed that a high degree of personal intimacy
was experienced in one-to-one tuition. Through triangulation of teacher-student
perspectives in one dyad (Connie-Lara) feelings of love, affection and strong emotional
attachment were identified as mutually shared. Such feelings appeared to be enjoyed
in the relationship and were not indicated as troubling. Findings from the other student
(Hannah) in that cluster revealed a different dimension to intense emotional attachment
with a teacher. This student experienced a previous teaching relationship as
‘passionate’. A sense of erotic and aesthetic admiration, coupled with a high degree of
emotional attachment and idealisation was at first experienced as pleasurable,

however this highly affectively charged relationship was recounted as ultimately
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traumatic due to the emergence of feelings of intense dependence and powerlessness
for the student. This led to loss of confidence, ability / desire to sing and termination of
the relationship. This finding could not be triangulated with the respective teacher data
since the teacher referred to was not part of the current study; however it gave clear
evidence of the student’s experience. Although this type of experience was identified
in only one case in the data from the whole study, the idiographic approach taken
recognises the significance and implication that may emerge from a lone voice
(Chamberlain, 2011). This finding thus raises important questions for one-to-one
music pedagogy about whether teachers and students are adequately supported to
manage intense emotional states and deep emotional involvements in this context. It
highlights the potential vulnerability of the position of a young student who may
experience powerful feelings towards a teacher and the dependence upon a teacher to
manage such feelings with ethical care. The power invested in the position of ‘teacher’,
places responsibilities of duty of care for the well-being of students upon teachers.
Psychotherapists, even when trained and supervised to work with such relational
phenomena, often struggle to respond to the force of intense desire and the
implications of such intimacy with clients in long-term one-to-one clinical contexts
(Mann, 1999). Conservatoire teachers have been noted as usually untrained as
teachers (Odam & Bannan, 2005) and they are not trained to understand the relational
complexities of long-term dyadic relationships as psychological practitioners might be.
So questions arise about institutional responsibilities in relation to how teachers are
supported to make sense of and respond appropriately to such situations. Findings
here suggest a need for support in this area where issues of power and intimacy

intersect in one-to-one tuition.

Findings from the individual interview strand opened up additional insights into this
theme. Differing understandings and positions were taken by teachers and students
around the value of intimacy versus interpersonal distance in the teaching relationship.
Ambiguity and conflicting views were communicated both within and across accounts

evidencing the shifting and partial nature of accounting for human experience.

Findings from the individual teacher interviews revealed that intimacy was understood
as both a desirable and undesirable relational phenomenon in the one-to-one
relationship. The development of high levels of intimacy and deep emotional
engagement with students was understood as a pedagogic necessity to support vocal
and embodied release, emotional expressivity and interpretative abilities in students by
some teachers. However the demands, strain and complexity of providing such
intimate relationships was also revealed as difficult to manage, and thus the need for

emotional distance from students was also communicated by those same teachers.
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Interpersonal distance was linked with fostering student independence and with
teachers’ needs for self-protection against becoming exhausted by the emotional
demands of too intimate a relationship. For some teachers the relationship was
perceived as a more interpersonally distant relationship and there was a rejection of
the need for emotional closeness for pedagogic purposes. Quite differing ideas were

thus communicated.

Looking across findings from both strands of investigation, the relationship was
construed in a number of ways by teachers, including like a therapeutic, parental and
business relationship. These metaphors were used, positively advocated, resisted,
and rejected across accounts and even within individual accounts. The therapeutic
and parental metaphors appeared to be associated with high levels of intimacy,
vulnerability and personal emotional disclosure, whilst the business metaphor seemed

to be linked with notions of independence and professionalism.

The complexities that emerged for teachers around navigating intimacy and distance in
the relationship aligns with earlier findings from Nerland and Hanken (2002), Purser
(2005) and Gaunt (2011), who all identified similar tensions for teachers. Nerland and
Hanken (2002) talked of personal exposure of emotion as inherent to the study of
music and this was linked with the fostering of intimacy and mutual vulnerability in the
relationship. However such states of relatedness were presented by the researchers
as creating tensions for teachers in receiving student criticism. This highlights a
complex relational situation where intimacy is presented as an inevitable and
necessary feature of musical teaching in conservatoires, but that very state of intimate
relations creates the conditions where critical student feedback becomes problematic.
This raises important questions for conservatoires about how students voice criticism

within this pedagogic context.

The individual student interviews revealed a range of experiences, beliefs and values in
relation to intimacy and interpersonal distance. This included students valuing the
experience of feeling profoundly known by teachers in relationships with high levels of
self-disclosure. This was perceived by some as necessary for vocal development, thus
mirroring beliefs expressed by some of the teachers in individual interviews. However
the complexity of trying to navigate the tensions of dependence and independence
emerged in relation to high levels of intimacy. There was evidence that intimacy could be
experienced as intrusive and undesirable at times and for some students; whilst at other
times or for other students it was highly valued. At times and for some students
interpersonal distance was highly valued and linked with the capacity to be autonomous
and develop the necessary independence for the future career context. These findings
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have some coherence with those of Presland (2005) who found that piano students in a
UK conservatoire preferred more interpersonal distance with their teachers. There are
also links with Gaunt (2010), who found that instrumental and vocal students struggled
with making sense of the social boundaries of relationships with their teachers. She
identified a divide between those that enjoyed social relations with teachers and those
that preferred a non-socialising relationship, and she discussed the intimate nature of the

one-to-one relationship.

Individual student interviews in this study revealed metaphors of relationship that were
drawn upon, claimed, used and refused by students (even within individual accounts)
and that revealed the un/desirability of relational closeness or distance with teachers.
Metaphors included a parental relationship, an emotional attachment, therapeutic
(psychiatrist) relationship, friendship, friendly but not friends, a business or professional
relationship. Similar constructions were identified in Gaunt (2006, 2011), including
parent-child relationship, Dr-patient and friendship. Findings from the individual student
interviews in the current study revealed tensions in navigating closeness and distance,
and in particular there were concerns about the relationship being construed as friends
when relations of teacher power-over students were co-existent. A recurring theme of
wanting a friendly relationship, but not a friendship emerged since the latter was felt to
be complicated by the structural role related power differentials of teacher-student
positions. The capacity of a student to determine appropriate levels of intimacy from the
position of student was identified as a problematic. This seemed to link with findings
from the case study student (Hannah) discussed earlier, in relation to the issue of power,
dependence and intimacy. Where power resides in the teacher-position, there appears
to be an inherent tension in the dyad in relation to the implicit or explicit negotiation of

appropriate / desirable levels of intimacy versus distance.

The tensions and conflicted views around intimacy and interpersonal distance found in
this study investigation might be understood through a relational lens as common to
human experiencing. Aron (1996) talked of the complementary and conflicting human
desires in relationship of the desire to know and not know about the other and to be
known and not known by the other. This suggests that such tensions in the one-to-one
teaching relationship around how intimate or detached, close or distant, involved or
uninvolved a teacher or student may wish to be at any given moment in time in the
relationship would be inevitable. Support may thus be required to enable both
participants to navigate such tensions since teachers and students alike were found to

struggle in this regard.
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9.6 Complexities of Trust and Honesty

The theme of complexities of trust and honesty was identified as significant in the

individual interview strand of this study.

A dialectical tension between trust and mistrust was evident in the teacher
perspectives, with trust being valued and desirable and interpersonal mistrust troubling
and difficult to navigate. Trust seemed to be recounted as shifting, questioned,
unquestioned, partial, subject to collapse and earned rather than assumed. It did not
appear as a static or permanently achieved state of relationship, rather the complex
nature of establishing and securing interpersonal trust was revealed. Similarly being
honest with students was expressed as desirable, valuable and necessary for student
development, but teachers also revealed that honesty was often partial, difficult to
achieve and avoided due to concerns about students’ capacity to cope with such
feedback.

The troubling aspect of teacher honesty raises an interesting contradiction when
considered in conjunction with teacher desires for student trust. The earning of trust
might be considered as predicated on a sense of being able to read and rely upon the
other’'s honesty; where honesty is partial, limited or withheld this raises the paradox:
can trust be born out of a lack of honesty? And if teachers struggle to be honest with
students about their abilities and struggle to view that as their responsibility, who does

a student turn to for an accurate understanding of their development?

The individual student interviews revealed that trust in teachers was desirable, highly
valued, sometimes partial and also complicated by anxieties. Student perspectives
revealed a strong desire for honest direct feedback from teachers, even when that was
experienced as emotionally difficult to hear. Viewed in conjunction with teacher findings,
this suggests that teacher concerns about protecting students from honest feedback may

conflict with student preference to hear honest critique even when it may be difficult.

The individual student interviews also revealed a specific anxiety that teachers’ methods
of vocal training could damage the voice. In this regard, developmental stage of the
student was indicated as creating difficulties for students to discern if a teacher’s
methods were vocally sound or not to be trusted. A tension between needing to trust in
order to develop versus questioning trust on the basis of concerns about teachers’
methods and the economic structuring of the relationship was found. The latter was
raised by students in conservatoire ‘B’ in relation to paying privately for additional lessons

with teachers due to feeling there was limited institutional time available for one-to-one
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tuition. The question of trust relating to anxieties about teaching methods also appeared
in findings from one of the individual teacher interviews. A teacher revealed her own
past experience as a student of experiencing vocal damage due to her teacher’s
instructional methods and this was linked with desire for her own students to question
their trust in teachers, including in her. This issue was also identified in one of the case
study dyads (Connie-Hannah); this student had developed serious vocal health problems
that required medical intervention and these were linked to the previous teacher’s
methods of vocal training. Triangulation of teacher and student perspectives in that dyad
revealed that a central aim of the current teaching relationship was to work with the
problems that had been caused to the student’s vocal health and technique. These
findings raise important questions about conservatoire vocal pedagogy and teacher

training in this context.

Looking at the intersection of relational phenomena of trust and honesty in this study,
there is indication of a potential link between students’ questioning of trust in teachers,
and teachers’ struggling to be honest. Teachers’ difficulties with being honest and
challenging with students about their limitations may be likely to co-influence the
emergence of students’ doubts and questioning of trust in their teachers since students

may sense this dissonance between what is said and what is left unspoken.

The findings in this study elaborate on those of Gaunt (2010) who identified that
conservatoire one-to-one tuition can be experienced as a trusting relationship; the
current study highlighted the complexities inherent in the achievement of and instability at

times, of relational trust.

9.7 The Value of Humour and Play

There was evidence from both strands of the study of the value of shared humour,
laughter, fun and play in interactions in one-to-one tuition. Although this was not
identified as a specific theme in the case study findings, there was considerable evidence
in those accounts that humour and laughter were found to be valuable in teaching and
learning. This included in relation to mediating power and formality in the relationship,
overcoming difficulties in learning, a pleasurable and valued aspect of relating, and
questioned in relation to having too much fun (in relation to Lara) which was linked with

issues of responsibility and self-discipline.

Individual student interview findings revealed that shared humour and fun in interactions
with teachers seemed to act as a mediator of anxiety about difficulties in learning and

fears of failure whilst findings from individual teacher interview strand evidenced that a
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relational atmosphere involving humour and playfulness could enhance teacher
motivation and was perceived as leading to improvements in students’ music making.
The use of playful improvisation in teaching was communicated as releasing students
from psychological and physical constraints such that this could enhance vocal
performance. A relational conceptualisation of teacher-student interactions involving play
or improvisation could frame such forms of relating as creating moments of
unpredictability that destabilise habitual ways of relating and being. According to
Stolorow (1997) and Stern (1998) such moments in a dyadic relational system shift
interactions out of the usual canon of implicit relational expectations and this is
understood to open up the possibility of change and new forms of experiencing. As
such, this might suggest pedagogic implications for developing the role of improvisation
and play in conservatoire teaching in relation to enhancing music making and

performance.

9.8 Summary

Findings overall revealed that participants’ accounts of their beliefs, experiences,
perceptions and frameworks of meaning were dynamic, conflicted and self-
contradictory at times, rather than static or fixed and this was coherent with a dynamic
relational psychological paradigm (Apter, 2003; Gergen, 2009; McNamee & Gergen,
1999). | have highlighted the contingent, partial and paradoxical in both presentation
and discussion of findings in line with the epistemological approach taken, and also

identified the emergent points of coalescence and assembly.

The provision of a long-term, weekly relationship that offers a high degree of personal
attention was found to provide a valuable crucible for artistic and musical development.
However this study also revealed that the dynamics, structure, tensions and

ambiguities of the one-to-one relationship generate complexities for both participants.

In this chapter | presented a discussion of findings from this study. The case study
strand afforded an in-depth analysis and comparison of individual perspectives on the
experiencing of the ‘relationship’ within particular teacher-student pairs. This revealed
the co-constructive nature of patterns of relatedness and highlighted the influence of
the pairing in determining the experience and outcomes of this pedagogic context. The
methodological approach allowed for dyadic findings to be positioned in relation to a
wider collective of individual perspectives. Points of convergence in findings from the
two strands of investigation were discussed. This highlighted that findings from the
case studies were not unique to those particular relationships, but shared amongst a

wider group of teachers and students across conservatoire contexts. These findings
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included: learning being experienced as a process of bringing about change,
mis/understandings of problems in learning between teacher and student, the trouble
with effecting change, and the significance and workings of power and its influence on
learning. The individual interview strand of investigation offered additional insights
which were not identified as key or sub-themes in the case studies, though in some
instances they were emergent under other themes in the latter. The additional themes
included the problematic of changing teachers, the value and tensions of intimacy and
interpersonal distance, the complexities of trust and honesty and the value of humour

and improvisation in teaching and learning.
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Chapter 10: Limitations, Implications and
Future Directions

This chapter presents discussion of limitations of this investigation, highlights potential

implications and looks forward to directions for further research.

10.1 Limitations of the Study

10.1.1 The Research Process as Creation of ‘The Third’

The epistemological approach taken in this study, including the relational paradigm,
inevitably leads to an understanding of the findings and outcomes as a co-constructive
process that has been derived from the intersubjective encounters of the research
interviews with participants. The methodology of the research could be argued as an
enactment of ‘the third’ (Aron, 2006; Benjamin, 2009), since the in-depth interviews
provided a reflective mental space in which participants were invited to consider self,
self-other relations and the other’s view of the self. In particular the use of video-
stimulated reflective interviews offered participants the opportunity to observe and
reflect upon their interactions with another; thus the methodology could be thought of
as supporting the development of the observational mode of self which has been
discussed in this study as a constituent of self-reflexivity. As such, the methodology
may have had implications for participants, for example, acting as a mediating
influence in teacher-student relationships as a result of having taken part in such
reflexive activities. This is acknowledged and might indicate opportunities for future
research to examine the impact of such a methodological approach in this learning

context.

10.1.2 Researcher’s Subjectivity

| acknowledge the influence of my subjectivity (Mitchell & Aron, 1999; Smith, 2004) in
shaping knowledge constructions in this thesis. As a psychological practitioner, my
professional life has involved supporting individuals in exploring the more troubling and
sensitive aspects of their relationships. This has been at the heart of my work. As
such this may have created particular conditions for ‘talk’ that increased likelihood of
elicitation of more troubling disclosures and critical perspectives which were evident in

findings in this study.
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Participants had been made aware at the outset of my professional background, my
lack of institutional affiliations in the empirical field, and my lack of music pedagogic
knowledge. It is thus possible that this position as an ‘outsider’ to that community of
professional practice enabled criticism and contentious opinion to be voiced by
participants. Affordances of being an ‘outsider’ include: lack of institutional based
allegiances which can grant more critical distance to interrogate the status quo of the
field (Ford, 2010), reduced participant anxieties about professional rivalry, enhanced
participant anonymity and lack of dual and managerial / hierarchical relationships in the

empirical context.

However, my relative ‘naivety’ in terms of the discipline and context of music higher
education may have constrained discipline specific understandings and this is
acknowledged as a potential limitation of my particular knowledge construction here.
The primary focus of this project was to understand relationality, and this was situated
within the conservatoire one-to-one vocal pedagogic context; thus the disciplinary
specific technical and specialised knowledge was arguably not essential to fulfilling the
primary aim. Most of the extant research into conservatoire one-to-one tuition is
derived from the ‘insider’ perspective, so my particular ‘speaking position’ (Coyle, 2007)
can provide complementary understandings and extend existing perspectives. This
aligns with the aims of a contextualist approach (Madill et al., 2000), as adopted in this
study.

10.1.3 Constraints of Sample

The sample of participants in this study was constituted by ten teachers and nineteen
students; in relation to gender, twenty one were female and eight - male, and the
majority identified ethnicity as white (UK) with only one participant being represented
from black and minority ethnic identity, as Asian (Other). The sample is thus not
balanced in terms of gender or representative of a wide spectrum of ethnicities. This
creates potential limitations to the knowledge produced in the thesis since experience
and perception of ‘relationship’ may be differentially influenced by gender and ethnicity.
An in-depth focus on these areas was outside the scope of the present study, but may
provide future directions for research. Logical or theoretical generalisations (Yardley,
2008) that may be drawn from this study (see later discussion in section 10.2) should

thus be considered cautiously and in relation to this limitation.

10.2 Implications and Future Directions

Implications of findings and future directions for further research will now be discussed.
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The current findings suggest a need in conservatoire higher education for development
and implementation of systemic structures and provisions that make manifest the
reflective space of ‘the third’ in order to manage and respond to the complexities of this
one-to-one relationship. Critical functions of training, consultative support, mediation,

monitoring and safe-guarding seem to be called for.

The role of supervision and continuing professional development in my own field of
professional practice, psychotherapy and counselling psychology, is seen as a priority
in supporting practitioners in their work in one-to-one relationships. The need for and
use of third-party consultation was evident in findings from this study. In this regard
sources of support that had been made use of or referred to by participants included
student support services, counsellors, heads of departments, other teachers and peer
students. There was an explicit call within findings for more support, supervision and
monitoring to manage the troubling aspects of one-to-one tuition. A lack of consultative
structures of support, supervision and training for conservatoire teachers in one-to-one
tuition was noted in Gaunt (2006) and in recent years there have been new

developments in this area®.

A range of provisions could be offered which might include for example, structures of
student-staff consultative support, student mentoring schemes, staff supervision,
collaborative working relationships, on-going staff training, use of video-enhanced
reflective practice ’ in teacher professional development training and curricula
developments within the programme of study. Such provision could encourage
psychological literacy and understanding about the emotional vicissitudes of the
process of learning in this context. An encounter and grappling with the unfamiliar and
the troubling was found to be indicative of and central to bringing about some kind of
transformation in musical forms of knowing. Such awareness could enable both
participants in the teaching relationship to understand anxiety, frustration and
intermittent interpersonal tensions as inherent to the experience of vocal training.
Development of an understanding of the tensions of this pedagogic situation could also
support students and staff in differentiating between troubling episodes that are

indicative of the process of change versus those which signal more serious relational

® For examples of recent developments see activities of Polifonia at: http://www.polifonia-tn.org/ accessed

31/07/14; see also the continuing professional development programme in teaching and learning in higher
and professional education at Guildhall School of Music and Drama and Institute of Education: at

www.gsmd.ac.uk/music/courses/continuing _professional development.html accessed 31/07/14.

" See Strathie, Strathie & Kennedy (2011) and Cave, Roger & Young (2011) for discussion of video
enhanced reflective practice.
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problems that require mediation, consultation and / or support with a change of

teacher.

Provision of systematic support, supervision and mediation, could provide critical input
into distressing and damaging relational situations. This could open up possibilities for
teachers to be supported in making sense of their own difficult feelings, reactions and
interactions, so that they might consider ways of managing the relational system with a
duty of ethical care for the student’s well-being. This thus involves developing teacher
reflexivity, which was identified in the study as an important mediator of problematic

relations.

The study suggests the need for more research into and support for this relationship to
ensure that the duty of care for students’ well-being remains a central concern. This
seemed particularly significant in relation to the closed-door isolation of one-to-one
tuition, the intersection of power relations and intense intimacy, and the experience of
harmful relations that were identified in this research. Recent media attention to
allegations of abuse in music schools has brought public awareness to this area of
serious concern; further research seems necessary to investigate and interrogate
power relations in this context. Notably some students talked during interview and
informally post-interview with me about suggestions for changes in conservatoire
teaching practices in light of their negative experiences. Suggestions included group
teaching, having more than one teacher and opening the doors of these private

relationships so that other teacher-student pairs could be regularly observed.

The study found that the voice and the student’s relatedness to singing could be
significantly enhanced and seriously disrupted by the experience of the relationship
with a teacher. This therefore opens up a question for conservatoires about how the
qualities of the interpersonal relationship between teacher and student are taken into

account in relation to learning outcomes.

This study also raised questions for music higher education pedagogy in relation to the
teaching of vocal technique, as teacher usage of verbal language and metaphor was
found to be difficult to transform into meaningful learning for students. This seemed to

be an area requiring further research.

Positive findings in relation to the value of teacher-student collaboration, of play and
improvisation and of encouraging student articulation of their framing of their difficulties

in learning, could indicate areas for development in teaching practices within one-to-
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one music pedagogy. Such areas seemed to provide fertile ground for considering

constituents of good practice.

The study took a qualitative methodological approach and thus in terms of
generalizability, the research did not aspire to make statistical generalisations nor seek
to have findings exactly replicated when repeated by another researcher. Rather it
might offer theoretical or logical generalisations which aim to provide insights that may
be useful in other contexts (Yardley, 2008). In this regard, | propose that the findings
from this study may have relevance, although cautiously offered, to one-to-one music
teaching contexts across instruments, across conservatoire institutions, and across
educational contexts, including junior conservatoires and private one-to-one tuition. It
may also offer insights that are of value to other one-to-one teaching and learning
contexts such as clinical supervision, academic PhD supervision and clinical /

psychotherapeutic relationships.

It would be valuable for further studies to be undertaken that involve larger samples
and employ other methodologies (both quantitative and qualitative). An examination of
the relational dimension from critical and discursive perspectives could extend
understandings in relation to the potential significance of gender relations and cultural
conventions of conservatoire one-to-one tuition, since relational expectations and forms
of relatedness may be influenced and shaped by gendered discourses and cultural
educational practices. This has been outside the scope of analysis within the present

study.

Research that investigates the nature and frequency of incidence of the more troubling
issues that were identified in this study seems necessary. Areas that stood out as
requiring further investigation included: the process of changing teachers, the
intersection of power and intimacy, the experience and potential for emotional and

vocal harm, and the positive potential of play and improvisation in one-to-one tuition.

Having discussed limitations, implications and future directions, | will now draw to a

final conclusion in the following chapter.
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Chapter 11: Conclusion

This study examined the relational dimension of one-to-one tuition in conservatoire
vocal studies education. The overall findings revealed that qualities and patterns of
relatedness between teacher and student were highly significant in influencing the

process, experience and outcomes of learning in this pedagogic context.

The study revealed that the pairing between teacher and student, i.e. who is paired
with whom, could advantage and indeed disadvantage the student in the learning
process. Relational patterns and dynamics were found to be emergent properties of
the dyad itself, rather than derived solely from psychological properties or
characteristics of individual teachers or students. The research highlighted the need
for conservatoires to consider learning experience and outcomes in this context as
contingent upon the pairing and qualities of the relationship. The relational
interpretation of findings also indicated that student achievements, including in relation
to independence/autonomy, music making and performance, could be understood as
both individual and relational achievements, rather than only the former. Similarly,
there was evidence that problems or ‘failures’, so-to-speak, in the learning relationship
were also relationally co-created, rather than solely reflective of abilities or properties of

the individual student or teacher.

The research found that learning in this context was predicated upon a process of
effecting change in the student. Where there was trouble with bringing about change,
this appeared to become experienced interpersonally in the relationship. Troubling
relational tensions and emotions were however revealed as inevitable and ubiquitous
to the process of effecting deep change. They were thus framed as inherent to the
process of learning. Findings importantly revealed that there was a significant
disjuncture between the way that teachers and students made sense of difficulties in
learning. Teachers tended to view problems with effecting change as student
‘resistance’, whilst students revealed that teachers’ reliance upon verbal language and
use of metaphor to communicate technique was unintelligible and difficult to transform
into embodied musical knowing. The invisibility of the ‘human instrument’ (the
workings of the voice) was also identified as creating problems in learning. The study
thus revealed important pedagogic implications for vocal teaching. In this regard, it
highlighted the need for difficulties in learning to be understood perspectivally, that is
through taking account of not only teacher perspectives, but also student framings of

their difficulties.
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The findings revealed that power relations in one-to-one tuition were highly significant
from both teacher and student perspectives. An in-depth and highly detailed analysis
of the dynamic and complex workings of power was offered through the relational
interpretative  framework. This provides an original contribution to current
understandings of power in this pedagogic context. A collaborative but asymmetrical
relationship that recognised role-related power differentials was found to be desirable
for students and associated with student well-being. There was differentiation between
relational conflicts that, although emotionally troubling, seemed to be tolerable and
even productive, versus experiences of one-to-one tuition that were found to be highly
disturbing. Student findings revealed clear evidence of ‘harmful’ and ‘traumatic’
teaching relationships. These were characterised by the experience of feeling trapped
in a state of powerlessness in one-to-one tuition. Such experiences were found to
have serious negative consequences for students in terms of confidence, psychological
well-being, music making, performance ability and relationship with the voice. These
types of tuition relationships were found to be difficult to terminate and there was a
sense of lack of institutional support in this regard. The potential for harm and the need
for ethical care and intervention in such situations were identified. This problematic
area seemed to be interlinked with another finding - there was strong evidence of
‘changing teachers’ as a problematic process. There was an explicit call in findings for
greater institutional support, mediation and monitoring for this complex situation in one-

to-one tuition.

The containing and facilitating features of teacher self-reflexivity were found in this
research to provide a critical mediating function for navigating troubling emotions and
relational tensions in one-to-one tuition. An in-depth examination of the value and
nature of self-reflexivity in this particular pedagogic context was offered through the
relational interpretative framework. This provided unique insights that extend the
current state of knowledge in this area. Implications of findings highlighted the need for
conservatoires to develop staff training, supervision and consultative systems to

cultivate teacher and institutional reflexivity in relation to one-to-one pedagogy.

The study also identified a range of other significant features of the ‘relationship’,
including the value and complexities of intimacy versus interpersonal distance, the
intersection of power and intimacy and its ramifications, the complexities of trust and
honesty and the value of humour and play. In all these areas a relational dynamic
psychological reading of the phenomena was provided. This empirical research has
thus identified the critical influence of the relationship in the pedagogic context and
offered new ways of thinking about and theorising the relational dimension of

conservatoire one-to-one tuition.
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Research Seeking
Vocal Students

The ‘Relationship’ in
Are you: 1-1 Vocal Tuition
a vocal student
under- or post-graduate
currently studying voice
in conservatoire or
University
have experience of 1-1
tuition

If yes, would you like to
take part?

Contact: Paula Collens
Senior Lecturer &
Counselling Psychologist
Email: xxxxx

Mob: xxxxx

Appendix 1: Sample of Hard Copy Advertisement

Project Aims

p
To explore teacher-student relationships in One-

to-One Vocal Studies tuition
\ v,

p
Examine how relational dynamics influence the
experience of teaching and learning

\ v

{ \
Deepen understanding of the benefits and

complexities of one-to-one teaching
\

What'’s involved?

* An audio-recorded interview with the
researcher

* Interview lasts ~45 mins and is arranged at
place and time to suit you

* Willingness to talk about your experience of
the one-to-one teaching relationship
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Appendix 2:
Questionnaire

Please answer the questions below. Please feel free to leave blank any question that you

feel unable or do not wish to answer.

Sample of

Student

Participant

Participant Initials:

Age: Gender:

Voice type:

Language: s English your 1%/ 2™ language?

If second, what is your first?

Ethnicity: x /v | Black African

White (UK) Black Caribbean
White (Other) Black Other (specify)
Asian (UK) Chinese

Asian (Other) Indian

Bangladeshi Pakistani

Black (UK) Other (please specify)

Do you wish to indicate any other
significant social/cultural Identities:

Conservatoire Education:

What year of study are you in?

Undergrad / Postgrad?

What qualification will you achieve on
graduation?

Did you select/choose your teacher or were
you allocated your teacher by the College?

Prior/ Other Music Education:
Do you play any other instruments:

Please list

Previous one-to-one tuition?

Have you have any other previous 1-1 teaching
relationship/s that are of significance to you?

If yes — give brief description
How long you worked with them
Context

Vocal / instrumental?

relationship with a teacher.

Qualities in a Teacher: Please list the 5 most important qualities you would look for in a
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Appendix 3: Sample of Ethics Informed Consent
Form

Research Participant Consent E eading edocation
and social research

Title of project: Intersubjectivity in One-to-One Tuition in Conservatoire

Vocal Studies Education

Study approved by School Research Ethics Committee

Thank you for agreeing to take part in this research. The person organising the research must
explain the project to you and you should have read any accompanying information sheet

before you complete this form.

If you have any questions arising from the Information Sheet or explanation already given to
you, please ask the researcher before you decide whether to participate. You will be given a

copy of this Consent Form to keep and refer to at any time.

e | understand that if | decide at any time during the research that | no longer wish to participate
in this project, | can notify the researcher involved and withdraw from it immediately without
giving any reason. Furthermore, | understand that | will be able to withdraw my data up to the

point of data transcription (2 weeks post-interview).

e The final outcomes of the research will be available to you in a summary report, please indicate

if you would like be sent a copy:  Yes/ No

e Your identity will be made anonymous to ensure confidentiality in the public domain and your

name will not be revealed in any subsequent publication.

e Where teacher and student pairs take part in the filming of lessons and interviews about the
video-recorded lessons, the data will be treated with sensitivity. The researcher will ensure
your anonymity in the public domain, however absolute anonymity from a co-participant may
not be possible to guarantee, since you may recognise your co-participant’s comments in the

context of discussions about your working relationship with them in future publication.

e | consent to the processing of my personal information for the purposes explained to me. |
understand that such information will be treated in accordance with the terms of the Data

Protection Act 1998.

Participant’s Statement:

I,
(full name, please print)

agree that the research project named above has been explained to me to my satisfaction and | agree to
take part in the project. | have read both the notes written above and the Information Sheet about the

project, and understand what the research involves.
Signed:

Date:

227



Appendix 4A: Sample A - Information Sheet for
Participants (presented as an A5 booklet)

Guide for Participants
Research: The ‘Relationship’in One-to-One Tuition
Conservatoire Vocal Studies Education

What does it involve?

As a teacher or student, you are invited to
take part in an audio-recorded interview about
your experience in the one-to-one teaching
relationship in the conservatoire context. This
will take ~45 minutes.

If you decide to participate:

« the project has ethical approval with Institute of
Education and (name of conservatoire A)

« The studyis guided by ethics procedures to
safeguard your well-being

+ You have the right to withdraw from the research at
any time without giving a reason.

+ Your name will not be revealed in any publication,
and all data will be treated with sensitivity and
anonymised.

« Afollow-up debriefing or referral to support is
available should you require this, in relation to any
unforeseen reactions, discomfort or misconceptions
arising through participation in the research.

| would like to invite you to take partin this research and hope that
you might find some personal benefit from talking about and
reflecting upon your teaching or learning experiences. This leaflet
gives information about the project, its aims, and what would be
asked of you if you are willing to take part.

Research exploring the one-to-one teaching context in conservatoire
education is a relatively new area of exploration. Ifyou are a
teacher or student in this context and would be willing to take part,
your participation would be make a valuable contribution to
development of research, and theoretical and applied knowledge.

Paula Collens, MA, UKCP Reg.
Senior Lecturer, Goldsmiths College

7
Explore teacher-student
relationships in Conservatoire
Vocal Studies Education
.

's A
Examine how relational dynamics
may influence the experience of
teaching and learning

.

Inersubetiiy

P
Deepen understanding of the
benefits and complexities of one-
to-one teaching

- -

A Vestng of Mins' (hron, 1868)
of Teacherand Stucent

L Paula Collens, MA

Research Project Details

. CRuLLl o

About the Researcher:

beoge

. r l;

! | am Senior Lecturer, Therapeutic 4 Po.? “
+| Studies, at Goldsmiths College, i3 .

University of London and a Counselling :
Psychologist (HCPC Registered) 4

For the past 15 years | have worked in

Universities as a Psychotherapist,

Psychological Consultant and Senior fvd ‘ rr 3

Lecturer in Counselling and

Psychology.

cs e -

I have a personal interest in the voice | | Proiect supervised by:

as an amateur singer and musician and
as a lover of opera and song.

L4

P

# ipe g

- .

Dr Andrea Creech
(Inst of Education)

| am undertaking this research as a

. || PhD study at the Institute of Education. .

If you have any questions please contact

Paula Collens:
Tel: xoxx  Email: xxxxx@ioe.ac.uk

228



Appendix 4B: Sample B - Information Sheet for
Participants

Title of project:  Intersubjectivity in One-to-One Tuition in Conservatoire Vocal
Studies Education

Study approved by Institute of Education, Research Ethics Committee

Taking Part:

| would like to invite you to participate in a PhD research project that | am undertaking
at the Institute of Education. It is important that you understand you should only
participate if you want to and that choosing not to take part will not disadvantage you in
any way. Before you decide whether you want to take part, it is important for you to
understand why the research is being done and what your participation will involve.
Please take time to read the following information carefully and discuss it with others if
you wish. Please feel free to ask me if there is anything that is not clear or if you would
like more information.

Aims of the Research:

The purpose of the research project is to investigate the one-one tutelage relationship
in conservatoire vocal studies education and to explore how teachers and students
perceive the interpersonal aspects of the relationship as influencing teaching and
learning in this context. There is relatively little existing research exploring the one-to-
one tutelage relationship in conservatoire education. The project seeks participation
from teachers and students in conservatoire vocal studies education.

What will participation involve?

As a teacher and student, you are invited to take part in one or all of the following:

e An interview about your experiences of one-to-one tuition in higher music
education context

¢ Having your one-to-one lessons observed and filmed

e Taking part in an individual interview with the researcher who will show you
sections of the film as a prompt to discussion. This interview will be audio-
recorded with your consent, and will explore your perceptions of the teaching
context. It will take ~one hour.

If you decide to participate:

* The project is guided by ethical protocols (Code of Ethics and Conduct of the
British Psychological Society) to safeguard your well-being; There are no known
risks to you in participating.

* You have the right to withdraw from the research at any time without giving a
reason. A decision to withdraw at any time, or a decision not to take part, will
not affect the standard of care/education you receive.

* You may withdraw your data from the project at any time up until it is
transcribed for use in reports and publication (two weeks post interview)

* Your name (and any reference to individual / institutional names during your
interview) will not be revealed in any publication, and all data will be treated with
sensitivity and anonymised.

* Film and Interview audio recordings will remain confidential.
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Data gathered during the project will be used for academic research purposes
and will be stored on a password protected computer.

You are free to decline to answer any questions in the research put to you.

A follow-up debriefing and/or referral to support is available to participants
should they require such support, in relation to any unforeseen reactions,
discomfort or misconceptions arising through participation in the research.

If you do decide to take part you will be given this information sheet to keep and
be asked to sign a consent form.

Benefits of taking part:

Those involved in the filming phase of the study will be offered a copy on DVD
of the filmed lesson. This can be used for continuing professional development
portfolios or self-reflective work. Any usage of the film should be negotiated
with your co-patrticipant (teacher or student).

You will be offered a final summary report of the findings.

Your participation will make a valuable contribution to the development of
knowledge and understanding of conservatoire 1-1 tuition in the UK.

Future Participation:

If you agree to take part you will be asked whether you are happy to be contacted
about participation in future studies. Your participation in this study will not be affected
should you choose not to be re-contacted.

In the Event of a Complaint:

If participation in this study causes you any significant concerns that you do not wish to
discuss with the researcher or you wish to complain, you can contact the Institute of
Education for further advice and information. Please contact Dr Andrea Creech
(xxxxx@ioe.ac.uk), the lead project supervisor, in this instance.

Project Supervisor: Dr Andrea Creech (Inst of Education)

Researcher: Paula Collens, M.A.

Senior Lecturer, Therapeutic Studies, Goldsmiths College
HCPC Reg Counselling Psychologist / Integrative Arts Psychotherapist
PhD Student, Institute of Education

If you have any questions please contact me:

Tel:  XXxXxx
Email: xxxxx@ioe.ac.uk
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Appendix 5: Profile of Teacher Participants in
Individual Interview Strand of Investigation

Participant

T01
102
103
T04
106
107
T09
T10

Age

5
5
52

64
R
40s
5

Ethnicity

White (UK)
White (UK)
White (UK)
White (UK)
White (UK)
White (Other)
White (UK)
White (UK)

Gender

Female
Male

Female
Female
Female
Male

Female

Female

INDIVIDUAL INTERVIEW TEACHERS

Self-ldentified Voice Type

Soprano

Tenor

Soprano

Mezzo-Soprano / Soprano
Mezzo-Soprano

Baritone

Soprano (Lyric)

Mezzo-Soprano

Conservatoire of Employment

o

o > > W W I > I

o

Self Identified Current Professional Identities

Voice Teacher, Coach

Nil response

Voice / Singing Teacher, Coach, Accompanist, Consultant, Choir workshop leader
Performing Soloist, Music/Singing Educator, Creative Director

Performer, Teacher

Language / Repertoire Coach, Manager

Performer, Voice Teacher, Coach, Mentor

Performer, Voice Teacher
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Appendix 6: Profile of Student Participants

Individual Interview Strand of Investigation

in

Participant

S07
S08
S09
510
S11
S12
S13
S14
S15
S17
S18
S20
S21
2
S33

Age

23
26
21
28
2
23
2
24
23
40
26
28
28
23
21

Ethnicity

White (UK)
Asian (Other)
White (UK)
White (Other)
White (UK/Other)
White (UK)
White (UK)
White (UK)
White (UK)
White (UK)
White (UK)
White (Other)
White (UK)
White (UK)
White (UK)

Gender

Male
Female
Female
Female
Female
Female
Female

Male
Female

Male

Male
Female
Female

Male

Female

INDIVIDUAL INTERVIEW STUDENTS

Self-ldentified Voice Type

Tenor
Soprano
Soprano
Soprano
Soprano
Mezzo-soprano
Soprano
Tenor
Soprano
Bass-baritone
Tenor
Soprano
Mezzo
Baritone

Soprano

Conservatoire of Study

W ™ W W W W W W > I» I» W W wW I

Played Other Instruments

Piano, Woodwind
Piano

No

Piano, String, Woodwind
Piano, String

X-

Piano, Woodwind
Piano, String
String

String

Brass

No

No

Piano, Brass

String

Postgraduate (PG) / Undergraduate (UG)

UG
PG
PG
UG
PG
UG
PG
PG
PG
PG
PG
PG
PG
PG

Year of Study

L s S R N R O e e N e O L S IR S

English as First Language

No
Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes
Yes
No

Yes

Yes

X- means did not supply information
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Appendix 7: List of Potential Prompt Questions for
Video-Stimulated Reflective Interviews

e What do you notice about the interactions between you and your
teacher/student?

e What do you notice about your posture, position in the room, voice tone,
energy in relation to your teacher/student?

¢ How do you feel watching the excerpt?

¢ Do you recall how you felt at the time?

¢ What stands out to you now about that excerpt?

e How typical or atypical are the interactions in the video to your
relationship more generally.

e How would you describe the atmosphere of relating between you?

e |If you had 5 words to describe the relationship between you, what
comes to mind?

¢ What has been the highpoint of your relationship?

¢ What has been the most difficult aspect of your relationship?

e What key moments come to your mind as significant in your

relationship?

233



Appendix 8: Pilot Interview Schedule

Pilot Schedule of Potential Questions for Semi-Structured Interviews with
Teachers in the Individual Interview Strand of Investigation

1)

2)

3)

4)

5)

6)

7)

8)

9)

How long have you been teaching in conservatoire?

How long do you generally work with students?

What have you most enjoyed about your 1-1 tutelage relationships?

What have been the difficulties or challenges in these 1-1 relationship for you?

Teaching methods:
Could you tell me about your ‘typical’ approach to a lesson?
Repertoire, technique, improvisation, video/audio playback, demonstration with
your own voice, other?

How do students come to work with you — allocation / match?
Could you describe your feelings about this?
What do you feel makes a good match between you and your student?

Have you had an experience in the relationship with a student that really troubled
you?

Briefly describe what was difficult.

How did you manage the challenge?

How did you feel at the time?

Have you had an experience with a student that has changed the way you teach?
Could you describe this?

Are you able to give me an example of a relationship that you would define as a
positive learning partnership with a student?
Can you briefly describe what you felt was positive.
How did you experience yourself in this relationship?
If the student were asked to describe you and how they felt about you do you
have any thoughts on this?
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Appendix 9: Final Schedule for Individual Interviews
with Teachers

List of Possible Questions / Potential Topics for Discussion in Individual Semi-
Structured Interviews with Teachers

e Whatis it like being a 1-1 vocal teacher in the conservatoire?
e What do you value most about the 1-1 teaching relationship?

e How do you know when a teaching relationship with a student is working well?
Prompts / possible avenues for exploration:

What tells you that it’s going well for you?

Feelings

Thoughts

Sense of self in the relationship

Behaviours

What do you notice about yourself / the student?

e Could you talk about a specific example of a relationship with a student that you felt worked
well (past or current).
e Prompts:

5 words that describe the qualities / nature of the relationship between you.

Seek examples of interaction that illustrate the 5 words

Check out feelings, thoughts, behaviours

Influence on teaching / learning?

e What have you found most difficult or troubling about the 1-1 relationship?
Specific examples where you felt troubled / had difficulties?

Check out thoughts, feelings and behaviours

Look for how teacher has made sense of/meaning of the experience
Influence on teaching / learning?

¢ Do you meet with students outside the 1-1 teaching hour?
e Can you give me examples of the kinds of contexts and interactions you might have
outside the studio?
e How do you feel this influences you as a teacher?

e If you think of your work as a teacher in 1-1 context as a journey — what has been the
highest point of this journey and the lowest point?

e Does it matter if you get on with a student or not, to teach them effectively?

e Have you had an experience with a student that has changed the way you felt about
teaching?

e Coming to end of interview, wondering what it has been like to talk about your experiences?
Is there anything particular that you feel you will take away from this conversation?
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Appendix 10: Final Schedule for Individual
Interviews with Students

List of Possible Questions / Prompts for Discussion in Individual Semi-
Structured Interviews with Students

1. Could you tell me about your experience of working with your teacher in 1-1 relationship?

2. If you think of your relationship with your teacher as a journey — what kind of journey has it been?
What have been the key moments in the relationship?

3. Could you think of 5 words to describe the relationship between you?
Can you give me a specific example of an episode / experience from your relationship that would
help me to understand each word that you chose?

4. What do you value most about your relationship with your teacher? Specific e.g.
a. Canyou give me an example of an experience when you felt your relationship was working
well between you?

5. What do you find most difficult about being in this relationship with your teacher? Specific e.g.
a. Canyou give me an example of when you felt the relationship was working less well?

6. If anything could change about your relationship, what would it be?
7. Have you ever thought of changing teachers? If so what prompted this?
8. Do you meet up with your teacher outside the studio / teaching hour?

e Socially / linked to your learning / performances?

e Canyou tell me a bit about that

e How does this affect how you feel in the relationship?

9. How do you imagine your teacher feels about you and your development?
e How would you know what they think and feel?

10. Have you talked about your relationship with your teacher before? If yes, Can you tell me about
this?

11. Does your teacher ever ask you for feedback about their teaching - e.g.?
e Do you give the teacher feedback (positive e.g. / negative e.g.?). How do you feel about giving

feedback?

12. Does it matter if you get on with your teacher or not?

Ending Interview:

13. In coming to the end of the interview, would you like to say anything about what you feel you will
take away from this conversation?

14. Is there any feedback you would like to give about your experience of this interview?

15. Without going into any details, are there any areas of experience that you feel you have not been
able to discuss with me that you could flag up to me?
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Appendix 11: Sample of Initial Coding of Section of
a Transcript

Section of Initial Coding and Annotation of Transcript from Teacher Participant TO1

“ \,
bm.mmy
and they tend, .

Transcript continued overleaf...
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Appendix 11 Continued: Section of Initial Coding and Annotation of Transcript from
Teacher Participant TO1




Appendix 12: List of Initial Codes for Individual

Teacher Interviews

Codes listed in 2 Columns

Codes

Abusive Interactions

Breakthrough in understanding

Change of teaching style due to negative experience
Changing Teachers

Close - Distant

Close attention

Closed door approach

Communicating through demonstrating
Communication

Communication - Language of music
Conflict - Battle

Connection - In Tune with One Another
Connection - Lack of

Context as Influence and Impingement
Creativity

Disclosures - emotionally charged

Disclosures- keeping student emotional issues out of lesson

Emotional Support

Ending Teaching Relationship

Energetic

Exposing Inner / Emotional Self

Facing difficult interactions

Fear of Change

Flexibility

Flirting - playful

Friendship

Gaining understanding of student in their life context
Gender in Teaching

Gender in Teaching\'Boys' - Male

Gender in Teaching\'Girls' - Female
Gender in Teaching\Male Teachers
Getting deeper understanding of student
Getting something back

Giving too much - becoming empty
Holding confidence in face of slow learning process
Holistic Relationship

Honesty and its negotiation

Humour

Impasse - cycle of resistance
Improvisation and Play - non-normative

Infinite possibility

Inheriting Unhappy Students'

Instrument is the Person

Isolation

Jealous of what the student is gettting

Light Bulb Moments

Meeting of Minds

Mutuality

Mutuality\I'm Giving More than the Student
Openness

Openness\Lack of Openness

Parallels to Therapy

parental relationship

Play - Fun

Positive Transformation in the Dynamics of the Relationship
Relationship Boundaries

Resistance

Responding to Student's Developmental Stage

Risk Taking

Safety

Sexuality in the relationship

Student Attributes\Student's Desire to Communicate

Student Attributes\Student's Developmental Life Stage
Student Attributes\Student's Fire in the Belly - Iron in the Soul
Teacher Attributes\Teacher's developmental stage influencing their approach
Teacher Attributes\Teacher's life context influencing their way of relating
Teacher Attributes\Teachers not trained to teach

Teacher Attributes\Teacher's own history of learning

Teacher Attributes\Teacher's performing ego

Teacher Attributes\Teacher's Self-Doubts

Teacher Attributes\Teacher's sense of role responsibility
Tension of Authoritative versus Encouraging Autonomy

Third Perspective

Touch

Triangular Relationships with Parents

Trust

Understanding

Unique tailored response to the student

Unlocking Something in the Student

Unlocking Something \Student Locked in

Unlocking Something in the Student\Primitive Experience

Witnessing student's development - impact

Total of 82 Initial Codes for Individual Teacher Interviews
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Appendix 13: Mapping of Themes at Different
Stages of Analysis

A) Below: Example of Early Stage of Developing Themes from Data Analysis of
Video-Stimulated Reflective Interview with Student - Marcus Regarding his
Relationship with Teacher Jody - Case Study Cluster 1
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Appendix 13 Continued — Mapping of Themes at Different Stages of Analysis:

B) Below: Example of Early Stage of Developing Thematic Map for Data Set of
Individual Teacher Interviews — exploring interconnections between codes /
themes.
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Appendix 13 Continued — Mapping of Themes at Different Stages of Analysis:

C) Below: Example of a Later Stage of Development of List of Themes & Sub-
Themes for Data Set of Individual Teacher Interviews

‘ Name ‘
1 - Beginning & Ending a Relationship
Changing Teachers
Supportive Response
The Procedure
"Tricky'

A Resolution to a Relational Problem
Teacher-Student Match
2 - Boundaries and Intimacies
Business Relationship
Flirtation
Friendly-Friends
How Close is Too Close
Maintaining interpersonal separateness
Need to be Intimate
Parental
Personal disclosure
Therapy
3 - Bringing About Change
Bringing about Change - Unlocking Student
Communicating knowledge
Institutional Pressure
Impact of Assessment
Leading or Allowing
Openness to Challenge
Progress
Resistance - Lack of Change
Role of Challenge
4 - Envy of student
5 - Fun-Humour-Play
6 - Harmful Interactions
7 - Honesty-Dishonesty
8 - Mis-Trust
Lack of Trust
Trust
9 - Need for Third Party Consultation
10 - Openness to Risk
11 - Power Relations
Deference to Teacher Authority
Encouraging Student Authority
Mutual
Submission-Dominance
12 - Responsibility for Learning
Lack of Responsibility
13 - Reward of Teaching Student
14 - Teacher's Past influencing present teaching
15 - The Human Instrument
Total of 15 Themes and 31 Sub-themes at this Stage
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Appendix 13 Continued — Stages of Analysis:

D) Below: Middle Stage of Developing Thematic Map from Analysis across Dyads
and across Clusters in the In-Depth Case Studies — exploring interconnections
between themes / ideas.
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Appendix 13 Continued — Stages of Analysis:

E) Below: Example of Late Stage of Developing Map of Themes Across the Entire
Data Set from Both Strands of Investigation (using MindMap)
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Appendix 14: Sample of Final Version of Coded
Transcript Using NVivo

Sample of Coded Sections of an Individual Student Interview: Participant S10

Name: [nterne k| Infervisw Transeripi 210 ()

T
-
R o)

g s,

[T
AL s
repene,g gy

Pk 5 Kz

R s

B
H
&

Interview Tranecript - Participant $40

W e e

[Brief about getfing audio-technical equi running J

X1 o e gy

Interviewer:  Clay, e first question Il a2k you iz 3 really broad one, 50 that you can
just sort of guide me in and then Fm gonna a2k you zome very
spedficquestions. But do you want to 2ay a little bit first sbout,
about your expenience of working with your Eacher in a one toone
redationship?

E
5

Respondent Olay. Erm, I've been, can | presume | can say her name in his because
You can edited it out?

Interdiewer: You can and that would be all edited out, yesh.

Respondent So | don't hawe o zaymy teacher.

Interviewer: Yesh, you canuse their name and ifll, itll be len fom he date.

Respondent So Fve been with [Teacher's Name] only since | slarkd herea few
monthe ago, in September. Soit's =il a, ifs =4l quie new. | B2l
thatwe, erm, we got 2terted quite quickly actuslly | was quite
pleased, because sometimes it can ke a long time to really fes!
like: you understand what a teacher iz on sbout, how ey
ommunicate. Because | think ifs, having played insfruments, |
think ifs more e cazz in 2inging that sometimes you have b gt
uzed toa Eacher, because you can't physically control what you're
doing, if you see what | mean.

5o 2 btof shging becsuze we dont have newe endings, we can say "0k put

your larynx fere, put your ongue fere” We can't consciously

e s,

gonirol fese things. So a ot of singng teaching fends o be

Eapn

A B

I
E
c
E
H
i

AL s

R ]

through sort of visualisafion, m etaphor, fings ke fat So @ can
take a whil to sort of understand what a teacher’s aking about 7
they are parficulark obscure in that sort of fing.

e R
AR )
Y
[

S B

IR [ 1 R

‘What | ke about [Teacher's Name] is she has quile a scienfific approach. So

W R ) e

she's acfually booking af ;e physiology. fie anafomy. you know.
And there are. feme a® reslly imtemsiing sor of videos on
YouTube of bib feedback of actually seeing what happens inside

someone’s firoat when they sing.

Iy S B

Erm.z0 zhe can actually show you 2 video when she's got herlpad. Sne just
gets that out. she finds fe video and she says ook, that's what
you're aiming at " and because you've sor of seen i i achally
helps you fo visualse and fen fy and do & yoursel.

5o | mally like her, som of quie scientific approach, which dossntmean fo say
thatshe's nothighly into fe expressive qualifies of the music as
well She is completely and she always wants characier and reason
fordoing fings. But she's akso gotthiskind of real solid technical
kmow Bdge.

B0 fafs been great and fafs been . | ik 2 rezlly good progession forme
from my previous feacher, who very much is in agrement wil
[Teachers Name] in sort of fechnicalw ey s of doing Rings. | mean
they're very much on fie same wavelength. But i's been 2 good
progress farme, | fink, %o come fo [Teacher's Name]at fiis slage
in my development. | dont kmow i | could have coped with & earfier
I dontknow. #'s abvays hard fofell & might have been great a few
years ago. | might have pstsod of got everything in fhe right place.
but I'm notsure. | {hink I'm in fe righf place ©orhernow.

)
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Appendix 14 Continued: Sample of Coded Sections of Individual Student Interview:
Participant S10

And n ferms ofthe rebtionship #sek | feellike M'm [naudible word 0:03:16]
slightk . Em, | ke that she's quite efficient. She’s nof sort of overk

g anp,

e B

friendly. She doesnt feel no, fafs mean, ‘cause she i avery nice

person, and she is friendly. But she doesnt, | fink may be i's parily

) o)
L R

g B

i
g

g K Ao

AR S g o,

ek pue Ly

e

because of in 2 college envionmentyou have a shori amount of
time and you just get in fere and you do your lesson. There's na

soft of howrs of chats [inaudible word 0:03:40].

IR RS B )

e

My previous feacherwas quite a kot of really long lessons at herhouse and fere

wes quite a bot of chat, and i was avery sorf ofpersonal, she was

SRR S SR s e B

& very sort of warm and supporfive and kind of wanted that sorf of
relzfionship with her students. And | dont &el[Teacher's Nameg]
wants that in quite the same way, which is fine actually. K'snot a

A ) S

necessary part of a relafion forfhem to, fora tescher fo, sorfof,
feellike they need fo. sorfof, support you in y our life and need fo
know you inside and out You can actually just, sort of, get on with
the singing a liffle bit more in some ways. Not that | didn
apprecizte i fom my pevious feacher, ‘cause she was lovel . But
I'm quite happy in a slightly moe, lef’s gef on and do the singing.
kind of- yeah [Teacher's Name] doesnf need fo know every detail
of my e in oderto be a really good eacher.

Inferviewer: S0 you're noficing & diference in f2 way fatyou've had 3 pevious

one-i-ome relzfonshio and this one fo one.

Respondent Yeah definiiely, definitzly. | mean my previous teacherwas a bit, she kind
of enjoyed mollycoddling people a bit

nferviewer: Moly coddling’s the word.

kst pw dnenh

Resoondent Yesh, she definitzly did and she, she's an sbsolutely lovely person. She's
ver ganerous and wam and kind, but she can be, she could
achuall uimately be a bit conirolling. | el much freerwith
[Teacher's Name].

-
1 - B
A sn

EoETE

P
g e

[ ]

penking w0 Enon)

) s s
AL ]
PIT——,
WL pun dnenha

henviewer: Thafs ntersfng

S L] USR] 1 S

Respondent s really nice. So wih [Teacher's Name] you can sorof szy "0k | wama

[T R e ——

singfis" Shellsay Yeah, okay " Unless B's completely the wiong
reperiire ©ryou. You know, she'l be honest, buf shellusuall say
“¥eah, fine, do that inslead.” or whatever She's not sor of - my
previous teacher wasvery much Oh I'm nof sure faf qite

perzctl suits you, 3o lefs go and do somethingelse ”

So with [Teachers Name] | ellke | can just go and sing sluff fhat [Tke Snell
tellme 7 s 2 complete disaster. ‘cause |know she'sa very honest
person. You know, | mean i our lesson earlier, she wasbeing
kowely and posifive and say ngwhen | was getfing things nght, but
she’s nof =fraid fo 52 when fings are wrong. You know, shell
just, zhel just 2y Ho”

Ithink she's slightly less curt with me a3 she is wih some of her second years.
Ifllprobaibly hapoen gradually. ‘cause, em . some of fe peopk i
their second yearof an Mhus, sort of say she can be somatimes
really blunt and really sof of say “No, wmeng, no, stop. no, do fis.”
and they can have lessons which pstbasically [Teacher's Name]
saying “No."the whole fime._

Inferviewer: 5o you may have faf fo come
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Appendix 14 Continued: Sample of Coded Sections of Individual Student Interview:
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Respondent So | guess | suspect | may have thatto come. At fhe moment she's sfill
beingvery, very, sort of, posiive st any small achievements fat |,
that | have, & you heard in the ksson.

A Bigpecy
P ]
s Bupen
g R
AL s

A e S
peokng 50 dijng
g g

S,

e pun Ko
gy pun Ak

Imfenviewer: So when you're saying fie, emm, the oferteacher you found was, you
used fhe word mollycoddling...

WKL RO S o

R U s e o s

PpT—

Respondent Yeah.

P

Inferviewer: ._.and sometimes that kind of fet bordering on contmliing

Respondent Yezh.

mfenviewer: What, i you'r finking about yourown aufority &5 an arist...

Respondent Hmmm.

Imenviewer: ._what, how doeseach of those relstionshios support that or hinder faf?
‘What's yourfioughts around fhat “cause | guess fiey might have
difierentv alies.

Respondent They're very, very difierend, | think . Yes, with my previous feacher| il

thatl coukdnt, | coubint, lkerally coukdnt do any fing wiout, em .
hercompkte, sor of knowledge and confrol over & If you s=e

E T

e B

what | mean.

5o if Ihad an audifion - you know sometmesthey come up. auditions come up
atvery shot nofice orwhatever, and, you kmow. you'd fell her that
you have an audition, and she'd immediztely try and amange as
many lessons asshe coul. And, you know, fe day before an

audifion, havinga Esson, she might nof necessarily be really

positive in some ways. Lke she wasat she wouldntjust bekind of

oK)
R

g g,

encouragng the dzy before. S0 somefimes you'd &2el, you'd come
out of fie lesson fisking Oh | feel kind of worse fhan | did before

T b
K
P
e
g AN,
A s

e ) B

peneking K Ayapn

Ry ) s

the lezzan " wih an zudition fie next day. So jusinesd 53 W5z

ek e K

P

tricky situaton, how do you...

And ulimately | think ®i2 answer & nof fo have a Bsson fe day beforzan

WESERL] USRS Ve B

sudifion actually_ | fink fafs fe fime when you need pesonal

W P ) o o G

practice, and as you said. fo have an idenfily 2 an arist inyour

own night. ‘Cause y ou have fo go info fe audifion wihout fie

B s

tescher behind you.

B0 havingthat sor of levelof intederence and saying "Ch well we coull put 2
keszon infere and 2 ksson i dere and wellthat's not quile
perizct” and sof of ought “W el acfually li’s never gonna be
perizct” and I'd rafersor of prepare in, sometimas my own way,
than her zssume that | desoerstel needed fourand halff hous of
herfime in the week approaching som ething. So wih [Teachers
Name]| feel ifs much mare, fiere is much more freedom fo, yeah,
fo go my own way a ik bit.

Like wih, 0 fer are fese audiions comngup forfe summeropera, ifs

kgt i apenh

[name of opera], and | s2id "Na, | don't rezlly wamna do that” in fe
kesson she was happy about fiat But 7 had been my previous
teacher she would have say “No, we've got fo work on that.” and
she woull have faken the whok lesson on that. And actually,
achualy I'm not ®atworred about fat audition. K's nof fat
important in my list of prorifies, and [Teacher’s Name] is happy fo
ket me dictae, fo an exfent, fiat she'd rsther wok on the [name of
anoferopera], which st unfil Apsl, butactuall the wok needs
doingon & in some ways. becawse ifs a lof harder fan the name

of first mentioned opera]thing.
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So | ke fhat Ifeellke | have more, more confrol. Em, and | say a sort of, | can E H H H E fsrse E
) 5 E EREA-- z
perhaps have mare of an idenfily mysef or developing an denfity E P S f=;: -
5 = 2 =z 3 = = z
a5 an arfist my seif wilh [Teachers Name] suppoting but no E E g £ :EE‘ P § E e z
fFERE: i R
moulding it in quite fe same way. £8 i3 H E E H i
BT H B
- E
g
nferviewer. So # sounds lke you're saying fe other can sometimes feel, infanfilisng E
might be foo strong a word but... E
IS
z
Respondent Wellyeah, nearly. yeah. £
3
nterviewer.  Something aboutyou're saying i's quite difficult to establish y ourown
trust in your own authoriy, yourown, your autharify...
Respondent Yes, exacil.
Inferviewer: ._.as a yourvison of how you want somefhing...
Rezpondent Yeah, yesh.
hnierviewer: Okay.
Respondent Yezh, because Tyou have someone elss wanfing o confrol every, every = =
note orevery nuance o hatdegree, that's, fiat does fake away a ? g
sense of ownership | think. | mean I'm being I'm being very critical. 2 3
g E
She, fie previous teacher is absoluiely lovely. | woukdntbe here # =
£
wihout her. She has buik my fechnigue fo where # is now. | mean %
really | just wouldn'®, fier’s no way | would be here wilout her.
So I'm termibly grafefulio herand she’s kovely. But af fie end of two g
years wilh herl felt| wanied freedom sctually.
A
Later section of transcript...
£z H zirscs §:
zg 3 g 5k 2 Esfiz g i g
PEiiiLiEic ol
Respondznt Em, | fink... iz ffz:i2 f:3
ifgifgsiii: i
SR
H E E
i f P57 £
henizwer Say an example of fiat % % g
£ i
-
1
Es
Resoondent: | think how [Teachers Name] fells you what you've done well and what Z H
Zls
youve done badly. She doesn fry and sugar-coat butshe prakes ¥ E
when you desenve it 5
H
H
hierviewer: Okay. 5o you&elthere’s many tmeswhen you kind of know where you
stand abit
Resoondent Yeah, sbsolutely. If she says s good, you can believe her, and she's not
justbeingnice. And ifi's mally wiong, shell ellyou. You can kind
of tmisther on that front fat she willbe, shellbe realwil you
basically about what you're doing right and whaty ou're doing
wong.
meniewer Okgy, and then produciive, what woull fiat bok Tke, Tyou geve me an
example of that?
Resoondent Emm, that’s when pariculzrly with fings Ik e some of herexercizes, when
I've got fem righimor ickly 23 our lessons have gone up. S0
the first exercize we did inthe leszon, | basically got & e first time.
144
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Later Section of Transcript...

And ___[naudble word 0:19:13]. she wouldn'® allow you to move onfo fie pieces

until she was hizopy how yourvoice was sounding. So there was

T s,

that sense somefimes of just going | really want, | just eally wanna

At By
P ——

preep——
g s
e Bupp)

peekdng w9 Ay

work on fis, | don't really care aboutthis exercise, which wilh

[

g

[Teachers Name], ¥'s soriof, yesh, ifs working, lef's do pieces,
and s nof working s, okay we'll have 2 bok at izt Bulf if's

[ e

working, ifs working fine, wel just get on and sing which, which is

WA e e o b

kind ofwhat we're fiere for all.

S S0 S - s B

hierviewer: 5o fier’s an eficiency about e way your relatonshio works and your
experience of keaming is, you're not feeling straned by fe

process?

Respondent Mo.No, absoltely.

nferviewer: Okay. Okay.and the mextoguesion is what do you value most about your
relafionship wigh her?

Rezpondent Er. | fink thatshe has fime forherstudents, which is finny mally ‘sause
you might not gef that fom fhe. sor of, effciency. but aclually she
does have fime foryou. She will em . she's, | mesn somefimes
she’s generous wih herfime. She'l simply go over longerfhan,
than she should have done. Erm, which | always ®ela bit bad
about because actually i's very nice fo have a teacher who doesn't
go "Oh, night fiere we go, bye " Because som efimes you're in e
middle of something and if's, ifs lovely when fey do feelthat ey

R ) S

SRy i v

could pstnudge overa lifle bit And 2bo we've had nice chats st

in 12 cafe when she's having her kinch break and fats. i's pst

asn g g,

Fapauey Bugpesy

mice fo know |t she's, sortof, she is inteested in us & human
beings, and she’s frendly, but that, sorfof, chat s motin the

kszons. Bhelluse fe lesson time for feaching But fien shellbe,

R o)

I
g
H
*

AL B S

serm ) B

AR
azg Bt

perdng s Auau

EEnnER i A

ARG S Ay o,
wpny e dagenh

she can, ifyou bump info herorwhatever then she'l sit and have a

drink wifh you.

S M R B R )

R 0 p s e e v B

mferviewsr Okay andthe can, ljustskio down here 2 bR cause # sortof Inksthe.
In terms of fie difierent students have a very difierent kinds of
relzfionships with feirfeacher.

Respondent Yeah.

Inferviewer:  Some have a sosial elafionship and go out with feir teachers in all sors
of different conflext. What would you say about fie nature of your
ralzfionzhip?

Cennnn ] e

Respondent K's not gone fat way nto sor of friendship. But | havent known herthat
kng, so | don't know. Emm, but ifs, ¥'svery fiendly, you know,
when we, when we see each ofierand we amive, e early, | ik
it was lzsf week and saf down and had fea fogefer. So fat was. |
made her Bfe farherfirst lesson, because we were akingso. So,
you, we're nof friends, but we are gefing on very well But | find &
quite, | don't know in & sense how fo change fat kind of

174
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Appendix 14 Continued: Sample of Coded Sections of Individual Student Interview:

Participant S10

relafionship. I'm nof very good at sortof becoming frends widh my
feachers. | don't know why.

nferviewer s fat somefing fat when you say I notvery good ati, are you
sayinghat pou wish you wer oryou'r @ite happy wih that?

Resoondent Idon know . Em, somefimes...
nferviewer: Are you confent widh, wil nof...

Respondent 'Well I'm usualky, no, I'm usuall fine wih whatever rektionship | have with
the teachers, s absoltel fine. Butl see somefimes oherpeopk
have developed a much mare friend, you know, sstual fiendship,
which can outside fe lesson. And L, | always feel fiat leant do
that, because | ellke, sort of professional asped of fie
relsfionshio sort of prevents fat. But F'm quie, | can be quile
resenved when it comes fo anyone who's sort of in aufority | don't
find i easy to bresk down e perceived bamier that 've pui ek,
So, you know, Fll be polie and friendly but | cant sort of make i
friendship,  you see what | maan

Inferviewer And =0 you're, you're, in some ways, you'ne just s& ngyoue neufral

about fhat You're just noficing...

Respondant Yes, oh i doesnt boferme, but |, fue noticed fat

nierviewer Okay, and where shallwe go mow? What what do you find most difficult

about being in 2 one to one relzibnship?

Respondent Em, | fink if's when fings go wrong e, fat can be som ething nof
work ng technicall . erm, so sort of frusirafion when things arent
work iig. ¥ can be when, | fink when there’s a, sorf of maybe a
collapse of the commitment or fe trust, fafcan get reall dificult
| find hat kind of bleeds nto e restof it So if someome misses,
missed a Bsson, are kabe or L | can fnd Satreally difficult, because
| feel sort of temibly guily i ifs me. Emm or, you know, fhat, fafs
soif of lack of profession, any softof lack of professionalism | fink.
| find it cam, kind of, blead inks how | leelabout the Bsson.

5o fhings lke frying fo leave a leacher, which is difficult, but | find realy dificult
How do you broach that? s sor of, well you, ‘cause |don’t wani
to, sof of, well some teachers will gettheir felings hunt i pupils
lkeave. Ofers te & much more, well,y ou know this is fe real
waorkd, which is how one woul hape they would. But | wil find that
that sort of guik or worry would bleed info how | fel about the
relafionship. Em, so, yeah.

- Hawe you had L of haf?

P

Respondent: |did, yesh, with my, couple of ane’s achually, wilh my first singing feacher
| didn¥da that very well, leaving her She doasnd, | mean she,

o by

EEMIEKD BUE AR

T g

e pun Anenmug

m..mn..n...,.m
s ) s

T —
RO ) S

pemsng s Ay

penkkdng 5 LBl

g By

) Bubn

]

R o

AR S R
wapman pun Ggenba

WA e | o § B

SR Sy T,

iy o Gyenha

R e ] ot i B

SN S P S s e

SN FIT S0 B S ES A s B

s Fang,

s ang,

Ak s

AR D KR

B PR B S e

ISR R e )

FrTeepg—.

e B

250



Appendix 14 Continued: Sample of Coded Sections of Individual Student Interview:

Participant S10

we'ne friends on Facebook and have frendly messaging fing
oceasionally. But, erm, | didn do, | just didnt deal wildh i very wel
| was at university | didnt quile know whatto do.so | wrofe hera
car and she said "W ell you should have come and fakedfome
directl,” but fat wasa much more seary prospect orme. But she
was annoyed fial | hadntjust, sortof, taked fo her sbout i€ But
then ifs really hard to f2llw hether someone would have tsken &
well you had said & directly orwhefer she would, you know,
exploded orbeen really upset.

mienviewer S0 fafs ite difcut for..
Respondent Yesh.

hteniiewer: And you're 53 ing. ‘cause I'm aware that s something that many
students find difficul, butare y ou saying you feal ifs something
thatyou find more difficulk fan you perceive otherpeopke....

Respondent: Mo, | donithink, | dontihink | find & any mom difficull than anyone ebsa. |
think if's just generally very difcultthing. And fhere was someone
here who was moving teachers and she was takingfo, just you
know, 2t e table. W e were just taking about, she was saying
“Wellhow da |, how do Ida #?° You know. "Do | do it st the
beginning of fe lesson and fien she might gef upset and Rmight
ruin the whole ksson.Do | do itat the end of the sson in which
case I'm spending e whole lesson kind of worried about doing #7°

And fen you feel fike you've lied to fiem by having 2 lesson and
then saying Tm leavingyou."™ So you know, | fink s a universal
ssue, and obvioush you hope fata feacherwilltske &
professionally and nof be hurt. Thaf's fie probbm wifh. wif fese
relafionships, ifs because it can lead info friendship, i can seem
like more f1zn just 3 sort of professional feaching fing. You do
worry faf you're going fo hurt someone’s feelings. There canbe
thaf semse of much geatersense of betmyal and, | fink.

nferviewer: 5o fat fiaf's quite froubling when you get o & - one of fe quesfions was
have you everfhiought of changing teachers? That momentean e
quite difficult then i you come fo fat sense in yoursel of schually |
wantio be with somebody eEe orl wantto fry somebody else, orl

don't wani fo be wif fiis parson anymore.

Respondent Exactly, very difficull. S0, and L. | feel lke, if's very iricky ‘cause if you, for
example, wani fo go and have maybe 3 consukafion ksson wilh
someong else, do you kellyour currentteacher? Willthey be hud?
Because fiey assume fen that you therefore want to leave fem.
Em, do you nof fellthem and fen they might ®el betrayed i ey
find out, because all fie feachers know each ciher, almost. you
know 3 bt of eachersknow esch ofier. Em, what happens 7,
you say yes I'm leaving you, and ey sy wellhave you had any
consutafionsand you say “Yes, | have " And Sey Tl say “Wellw by
didnt you ke llme faf you were having - | could have
recommended peopl.” and, you know.a kot of people.. S0l yeah
it's, ifs fricky. And in fct with my lest teacher who | bef would have
been rzaly fricky fo leave
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Appendix 14 Continued: Sample of Coded Sections of Individual Student Interview:

Participant S10

menvizwer Thizwas fe feacher yoube been taking about.

Respondent Was a biimolycoddiing, yesh. Because | gota place here and iS5 eagy,
you know. & was done forme. She knew . obvioush, we'd warked
fowands fe college audifions so. and she was aware faf | wanted
fo progress fiat way, and #wasnt that | wanied to lesve her, | just
wanted fo go to college. And she doesa't feach af colleges, so.

Inieviewer: So faf's comples i you, if your wish i | simply want fo leave you.

Respondent Yeah and ifs nofhing against you, |feel e leami all | can, you pstdont
guite know how pople wil react.

nieviewer: Yes, okay.

Respondent: |think & i can be really hard. And uzuall y ol be happily suprised and
theyllsay “That's fine, it's been lovely teaching you. Let me
recommend all fiese bvely feacher that | fink would sui you ™
That's gonna be fe caze most of fe fime, some people willnot
react fat way, | suspect

nierviewer: Okay, Tyou coull change anything sbouty our lsfionship with your

cument ieacher, wih [Tescher's Name], what woull you change?

Later in Transcript...

thatnote " So # shows she i good about fat side of Riingsand
thafs good because @ makes you think and try end define wel

what was it | did so | can hopefuly do & again.
hterviewer Yes yes.

Respondent Thaf's fie fing you see, s always fat That worked, oh what did 1 do,
because you're never really sure. you can't really &elwhafs going
on. Ifs all it allin your head realy about well | think | did i, |
think my laryax was low, 1think my soft palaie was higher and my
tongue was hem. We dontreally know. So ifs shways aboutinging

fo boltk whateverif was.

S0 she’s good af making you iy and define what i was and whether you actually
undersiood. And it's fine, 7 you stand fiere and say “No. | don
undersiand and | know what 1 did." So she'sokay with ®at Soin
that sense yes she i very good in fat aspect Not somuchon, on
the nature of fe relztionship, but on fhe, the actualwork, she's

ver good.

hterviewer Ckay, and in ferms of you gving her feedback, do you, do you give her
feadback?

Respondent Maton the nature of our w ork ng relafionship, no, padly because I'm
happy wih it
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Appendix 14 Continued: Sample of Coded Sections of Individual Student Interview:

Participant S10

Later in Transcript...

heriewar Yeah, whaf, or maybe you deconstret that for me. Whatever gefting on
wih might mean o you, ‘sause @ mght mean seversl diferent
fhings. "Cause | guess feres lking somebody i one fing but
gefiing on may and may not ncbide Iking. What foughtsdo you
have shout izt

Respondent Emm.

hierviewer ._infemsof being with a leacherand what diference #makesfo your

kaming?

Respondent ¥'s funny because #sof of depends - | fink & depends on fe teachers
sfyle, because some feachers will put fheir personality and maybe
their views moe into what fey end up teaching and how, how fhey
feach fzn others. 5o because in 2 sense [Teachers Name]
doesn’t do lofs of chat, in fiat she's efficient, | feellke fal's not an
izsue. because outside aspects of our lves don't mally come info

the lesson.

5o with my previous feacher, i wasa much more, soriof. personal thing really,
because. pal because wed o fo herhowse, e, and we could
have a cup of ea there and go and wam wp in znother mom and
you could ik fo hercal. And i was sort of 2 bif more personal
[because you were in herhouse. Emm, akhough oddly Ihavent ik
quite fie same level ofthat af [Teacher's Mame®s] howse. Em. |
think ..

ntenviewer: When you 53y fie same kevel, do you, 32y 2 lifle bR more 20 | can et o

see e difierence.

Respondent Soriof erm, &eling ke fe parsonalaspects of her i sort of bleed nio
the feaching a litle bit | fink thal’s what | mean.

ntenvizwer You feel fiere's more, she keeps i more seanai ar..
Respondent Yezh, |{hink so.
ntenviewer: You feel fhere’s 3 boundary amund fe...

Respondent No,nof necessarily 2 bounday , but fiat #s, s notrekvant Emm,
whereas, yeah, with fie previous feacher. you know, | knew all
about herex-fusband and even e cument bloke she might have
been with. And. you know. ‘eause actually she wanied someone fo
tak fo 2z well Thatwas fie hing.she was, becase shewas
divorced and. sori of, liring on her own doing boks of leaching in her
housa, | fink she wasa Eile bit lonely somefimes, and s0 she
would f2k fo you and sorf of friendly. lke you were her friend. And
thatdid occasionally make me el s ightly awkward becauss that
wasnt ihe relafionship | fell we should have, notshould, buf did we,

you know, actuslly fat we didnt quite have that relationship. and
thatl didn¥ want it necessarly. Because Idont fhink we wouldnd

necessariy be frends.

Sy By

dapen gy

Sem e pun Aanuinn

FouER) P e

PR —

E T ]

A s

e )

penckng 0 Ay

perkng s Ko

) BB

x
B

) )

S

AT Sy T,

dapwnba

gy pun ek

NIRRT g 1 B

| e

1 S P

) s By

T panp,

g e,

A e

WL s

ISR R0 R o R R

WS R B )

A

253
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AR SR

ek s Ay

- Becauze Mafs i because you're sisying esrlierfor you - you

Faret b
o s,

T

A g s

nrm e Bug

were saying earlier | you'll note, you were noficing earlier fat

g BB
SUSUIRREN] S Sh 1,
u L P Genhs

yau're not ke perhaps some of the students who may become
ver ivoled in a feschers lie.

e S ) e b s
TR e ———

BT B T R R ]

Respondent Yeah.

Inieviewer: And foryou y ou're saying in this previous relafionszhip you would have,

you werent sure # wasokay wilh you.

T reT—
B )

Respondent |didntwant it Yesh.

1 oy
- Youwerentespeciall

Respondent Because I'm not sure | did necessarily get on widh her, in flerms of her, sor
of, views and palifical and sorf of relgiousviewpoints, and things
like fat | can tell, you know, we completely disagreed. Butl didnt
feel if she taked about something ik & fat, nof faishe wasining
fio sori of drive any viewpoinis down my thoat oranyfhing. But i it
would come up. you know, |didntfeell wasin a posifion as her

student to say fat | disagreed with her.

Inienviewer: Ok 2, thafs ntemsting.

Respondent Becsuse | yesh, becsuse |felivery much fatl was her stadent snd
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and that, you know, she chose fo sortof, fellme fings about her
life | couldn’t disagre. As a, because frends should be, sortof
equals in their fiendship. | didnY el that we wer. | mean she
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sofof

Inferviewer: 5o you're being inviled inbo 2, 3 soi of a friendship, but fat friendship
has a diferntial fal, hat sounds quie complex fen.

Respondent Yeah, and | couldn'® get overfat Maybe some oferpeople can, maybe
if they become frends wih their ieaches they can get over ar fiey
neverhad that sense, | don't know. Butl've alvays had fatsense
fhat they are someone in aufhority and that that should sort of
remain. Especislly actuzsly my dad imalo 2 singerand be isvery
much fiends wih his teacher But | dont know why, ifs, i'sven

different parth because dad's olderfhan his teacher.

inferviewer: Yourdad is akderthan his own feacher.

Respondznt My dad - his own feacher. And fiey come from a kind of 2 similr world
and they know latsof people n common and so fiey have become
friends. And, yesh, s very difierentfrom any mlafionship that |

would have cefainly af fe moment wih 2 feacher.

i
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Appendix 14 Continued: Sample of Coded Sections of Individual Student Interview:

Participant S10

hierviewer: Hmm,

Respondent Yeah. Buf fien maybe |sightl manufaciue faf sense of authority and
subordinate, and maybe fafs somefing that | need in fatkind of
relafionship. | donknow.

hfeniewer: And you're saying you're okay with #?

Respondent Yeah. Ohno.I'm fine with it

- You're even by

ing from it
Respondent Oh yesh, | know. Oh ifs nota poblem.

Inferviewer: You're nof saying Oh | think 'd lke fo change this " you're actuslly

saying..
Respondent No.mo, 'm happy with it

nferviewer: "..I'm noficing this and if's just fe way ldo &7

Later in Transcript...

5o 1 iel i mean to an extent because feyre younger | feel K e ferne hasto be
an even biggergep between me as acherand fem as 2 student
in orderjust o maintain authority. S0 M'm only, youknow, 10 years
olderfhan them as wel, so | el ke | need fo, notbe stem. s not
sof of stem fing butt's a nof. am , infinging on fiaf soref, s
not bringing anyfing pesonal in. B'snof I'm oo friendly or
anythnglke ®at And | hooe, welll hope #knd of makes their
keaming work, | hope_ | dontkmow.

hfendewer: Okay.We're coming towards fhe end of he tme. Erm, have | anyfing
else | want fo ask.

Respondznt Mol dontmind fwe go overa bit fyouve goft mare to tak about

nfeniewer: Well, fler’s maybe just a couple more things. How do you imagine your
teacher ek sbouf you?

Respondent Laughter). | fink she knows me very well | think singing &, and I, F'm not
in any way sod of religious or anything, butl really think you open
your soul when you sing more than ofer, more than ofher, enm,
maybe oferinstruments. Nof necessadly more fan otherard
forms, but wif instmentsthere is a, here isan object between
you and fe listener, whereas with singers #'s y our body. if's your
whole seff, if's youridea and image of yourseE Ifs all yourkind of
hopesand dreams and s=fconfidence i buill on what comes out

of your mouth.
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Appendix 14 Continued: Sample of Coded Sections of Individual Student Interview:

Participant S10

So | fhink through, through singing and the way | behave in lessons and how
much of a perfectionist | am, my affitude washow | react fo
comments and fiings. Imean [Teachers Name] knows me very
well 25, 25 she showed h e lesson sbout how | need to ba more
feafess. Ineed to nof care w hat i sounds lke. Allthese soris of
things which are fofaly anathema o my personality. Em, so0 she, in
thatsense frough nof very many hous of confact time, she's seen
5o far nto my, sorf of deepestpersonalty. The kind of things fat
one tres fo hide from normal people sbout, sor of, your
insecurites and allfhat She just seen right in that. So Ithink in that

sense she knows me very well
mferviewer: And what, what does that fesl ke, fo el that, well, that knowing?

Respondent Oh i's good, it"s good because | can't hide anything from her. And fafs
good, because in omderto sing better | think | shouldn fry and hide
things, e, in order fo be able fo fix e sort of fechnical em, well
the echnical and the, sorf of mind-set so enfwined, | think, and
seem fat she needs bof. She ne=ds sori of access, full access in
& sense to both aspects of you fo getit fo wok_ You cant just do
the fechnigue and keep everyfing sorf of cbsed down mentally or

emotionally. You have fo be vey honest

mferviewer: Ks guie an expos-, | mean | know when | go, | saw Renee Fleming

recently . when | go and wakch ..

Later section of transcript...

Respondent Hmm, | had, no, Ihad quile. I've never defined for my self befor my
feelngof how the relafionship befween a feacherand student
should be, and fhe fact hatl possbly maintain, unconscibush . the
sort of divide and e professionalism and fe distance,
professional distance. |hadntquile defined that in my head before
but | fink | do that.

Infendewer So you're just moficing thats..
Respondent Yeah.
Inteniewer Okay.

Respondent Because |was thinking back and | fink I've always done that. even with
lke 2 lovely school ieacher, who lknow ofer peoole have, sor of,
became friends with and stayed n fouch much more wigh fhem. |
didn't even frough she was sbsokuiely bvek . and | adored her, and
she was wonderiul for eight years or somefhing | didn't make fiat

transifion info. sor of, friendship.
Inteniewer Ckay thafs nfemsting

Respondent |was finking, yesh. if's 2 paftem.
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Appendix 15: Sample of Participant Extracts from
Individual Teacher Interview Data Set for Sub-Theme
— Resistance and Frustration

02/11/2013 13:04
Extracts Derived from Transcripts using NVivo

Master Theme: Bringing About Change; Sub-Theme: Resistance & Frustration

P = Participant; | = Interviewer

Reference  Coded By Modified On
Number Initials

Nodes\\Tree Nodes\\Bringing About Change\Resistance & Frustration

Interview Transcripts\\Participant T02

1 PC 23/10/2013
12:51
Sometimes you get people and they just, you know that they are completely rigid and they’re not going to bend. They
sing exactly the same way as they did when they walked in. They don’t even... they, It's not always that they, well | don’t
know really, maybe it is because they’re not trying, but, or that, | don’t think they often put, openly put up a resistance,
it's just that they don’t, it’s, it's sometimes, you think, ‘Well that’s going to take some time to break that resistance down
or to find a way in’.

Interview Transcripts\\Participant T03

1 PC 25/10/2013
10:20
P it becomes very clear in the way that a singer uses his or her body, uhm, and the consequent effect on the
voice
| ah-hah
P whether that’s free flow air, and if the air is not flowing freely then one starts to look for the reasons why it’s

not flowing, and quite often there can just be physiological reasons or sometimes they can be a physiological reaction to
a psychological defense

2 PC 25/10/2013
11:17
P | could not make an honest work with her because there was this uhm, invisible screen between her and me
where she just, she couldn’t go there
| uh-hum
P it was too traumatic for her, uh, and, it affected the voice very severely. She was completely withheld. And

every time we had to uh, put more vigour in the voice or she had to be more extrovert, or more uh, animated
| uh-hah

P she just backed right off it. She just was so frightened to let her anger and her, uh, fear and everything come
out in the singing voice
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Interview Transcripts\\Participant T04

1 PC 26/10/2013
10:39
P When | first met this student, | thought ‘obstructive’. Is that the right word, ‘obstructive’?
| ‘Obstructive’, yes
P ‘Superior’. ‘Untrusting’.
Interview Transcripts\\Participant T06
1 PC 31/10/2013
13:07

She never fulfilled what she might have done because there is either a learning problem, well there is a learning problem
actually, there is. It’s not dyslexia but there’s a problem, there’s a resistance. It probably is slight dyslexia but there’s a
resistance to learning detailed, precise things about music and there’s a resistance, she’s not a linguist either, so things
are almost, they’re always almost there, but they never get there. And that’s quite hard to teach because one wants to
be encouraging because there’s some very, very good things about it always but you also want to get all the things that
are not right about it, to get them [raises voice] right. And she can’t or won’t, or isn’t, it doesn’t happen [...] It's
frustrating.

Interview Transcripts\\Participant T07

1 PC 23/10/2013
15:06
P | suppose that’s when | have to do the most work because | have to be finding solutions to, not just the issue

in, that we’re working on, but also solutions on how this particular student is going to get around that problem. Itis
what I’'m here for ....

| Sure. Yes.
P but that’s when it’s the, more, it's me giving more than they are able to give because they are putting up that
barrier.
2 PC 23/10/2013
15:07
P once they know a little bit and they feel that they have a particular position and a particular ability and you

start to prod at that ability and they find that, actually, they are not as good as they thought or they have an area where
they’re going to struggle, that’s when that resistance is likely to come up. And so as a teacher, | need to decide do | keep
pushing at the resistance or do | find something else to do or do we find another way to deal with that resistant point.
And that’s great. It's very good.

| Yes.
P It’s part of the pleasure of teaching and finding ways around problems but usually less fun
3 PC 23/10/2013
15:11
P Where there is a barrier and | feel ...
I Yeah.
P I’'m having to push and we’re not getting anywhere, are the ones who just want me to tell them the answer.

258



| Right.

P But they do want more that sense of ‘here’s what you must do, just do it’. | think some, | think that’s very
much an individual thing. And some people are more able to respond to a very open free environment. Some people,
through their own schooling experience or their own educational experience or whatever, expect the teacher to tell
them and then to do and if you, if you reach a situation where they’re then unable to do it, that’s, that’s frightening and

4 PC 23/10/2013
15:22

I’'m thinking of a particular example where the student, where | very much got the feeling they were, they have the sense
of knowing more than they did and didn’t want to admit not knowing what they should know and so they just sort of
closed down

Interview Transcripts\\Participant T09

1 PC 01/11/2013
10:50
to have a student like this, | found so upsetting because | couldn’t start because she just couldn’t, there were too many,
whatever, problems - | don’t know, mental problems. | couldn’t get in there and | couldn’t chip away at her (laugh) to try
and help her and | found that so frustrating.

Interview Transcripts\\Participant T10

2 PC 01/11/2013
13:51

| really do expect my students to make lots of progress. And | hope I’'m not boasting if | say they do. But this one didn’t.
But I liked her all the same. She was a great person and a great musician and | liked her a lot. But | couldn’t get anywhere
with her. And in the end, | thought, “There’s no point...” It was frustrating. That’s frustrating for me. And | —so | just
realised if | got frustrated, it wasn’t going to help her. So | had to sort of look at her in a different — slightly different way.
Not exactly give up on her. But just let her make the progress she did make, which wasn’t great, at her pace. And also
recognise that she was someone who did so much that she probably wasn’t devoting her time to it. And so | couldn’t -1
couldn’t expect her to do that, because she was too interested in the other things she was doing.

3 PC 01/11/2013
13:55
If they’re not doing what | want them to do, because they can’t or it’s not 'cos they’re not trying — | think that’s it. | have
to — I have to keep reminding myself, “Look, this person isn’t deliberately trying to do something you don’t want them to
do. Uhm and they’re not being obtuse, they’re not stupid, they’re not difficult'.

4 PC 01/11/2013
14:01
| suppose what | found difficult about the one that was talented is this sort of feeling there’s a slight resistance to what
you’re asking them to do or — which | don’t think came from her. It came from actually a slightly deep — well, rather
deep-seated insecurity. Uhm, which was unfounded, because she was so good. Which — | mean, it’s not uncommon. You
do find that. Uhm, but this sort of not wanting to — not wanting to give.
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Appendix 16: List of Activities — Immersion into
Empirical Context

Activities, additional to data collection processes, which | undertook during the project

to support familiarisation with the field of study given ‘outsider’ researcher role:

o three pilot exploratory interviews with conservatoire vocal graduates prior to the
main study to help shape research aims and interview schedule of questions
and to develop tacit procedural understanding of conducting a research rather
than a therapeutic interview;

e attended vocal master classes, song recitals, opera performances and research
forum presentations in three London-based conservatoires;

e observed group tutorials with a vocal teacher and her students in Conservatoire
‘B

e participated in the Reflective Conservatoire International Conferences in 2009
and presented a paper at the 2012 conference;

¢ 6 informal lesson observations involving two teachers with their students who
had offered to become part of the case study strand of the project. Their
participation in the latter strand did not come to fruition due to a range of
practical constraints, but these observations developed my familiarity with the

studio context.
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