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ABSTRACT 

 The purpose of this instrumental case study was to describe the ways two 

elementary general music teachers participating in a teacher collaboration group (TCG) 

used reflective strategies in their classrooms.  The following questions initially framed 

the case:  When these two teachers engaged in reflective strategies, (1) What did they 

notice about their students’ performance and their own teaching practices? (2) What did 

they describe as the benefits and challenges of incorporating reflective strategies? and (3) 

What insights did they articulate as a result of their participation in a TCG?  I (student 

investigator) invited two purposefully sampled elementary general music teachers to 

participate in a TCG focused on incorporating reflective strategies.  In my interactions 

with the two teachers, I served three roles:  researcher, facilitator, and colleague. The 

theoretical lens for this research was professional learning through collaboration.   

 As researcher, I embraced the required tasks for this research, including studying 

existing literature, obtaining the necessary approvals, devising data collection tools, 

analyzing the data and drawing conclusions based on the data.  Since I chose to conduct 

the research in the school district where I currently teach, I needed to be mindful of my 

professional relationships with all 10 of my elementary general music teacher colleagues, 

since the two of my elementary general music teacher colleagues participated in the TCG.  

Throughout the study I strove to maintain balance between my roles of researcher, 

facilitator and colleague as I drew on my review of research and practice literature on 

reflective strategies to make decisions throughout this research.  To reduce over rapport 

during the study, I continually examined my motives for all choices, and sought to be 

mindful of how each choice affected research design, TCG agendas, and my colleagues’ 
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professional responsibilities.  I strove to identify sources of tensions relative to each of 

my roles, and remain as neutral as possible to each role during data analysis.  The two 

teachers engaged in member checks, and I invited a critical friend with experience in 

qualitative research to serve as an auditor of the data. 

  Based on my research on reflective strategies, I offered participants four reflective 

strategies, from which they chose one, to incorporate with a fourth grade general music 

class of their choice.  Over seven months, the participants documented in their 

professional reflective journals what they noticed about their students and themselves 

while engaged in reflective strategies.  The participants studied reflective practice 

independently and collaboratively.  The participants completed two solo interviews and 

attended five group meetings.  Data sources for this study were transcripts of TCG 

meetings and interviews, researcher’s field notes, participants’ professional reflective 

journals, and artifacts of student work shared with parent consent and student assent: 

video recorded teaching examples and students’ written classwork, both of which 

participants shared during TCG meetings.  I studied the transcripts and professional 

reflective journals for emerging patterns and themes.  Three themes emerged: Noticings 

About Students and Self, Learning About Students and Self, and Changing Attitudes and 

Beliefs about Teaching and Learning. The overarching theme, Sharing Experiences, 

served as the catalyst for participant noticing, learning, and changing.  

 The participants reported that the use of reflective strategies designed for their 

elementary general music students informed their instruction and decision-making 

processes, and provided insights to their students’ levels of understanding.  Additionally, 

the participants reported learning the value of reflection, both for themselves and for their 
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students.  The participants also reported that participating in the TCG as a form of 

collaborative professional development alleviated feelings of isolation and provided an 

opportunity for teachers to learn from one another in a professional environment.  

 The research presented in this study has implications for teachers and 

administrators.  Because of the benefits associated with engaging students in reflective 

strategies, teachers should consider how to include reflective opportunities appropriately 

as part of their instruction.  Further, administrators should consider providing 

collaborative professional development opportunities for teachers of any subject area or 

grade level.  

 The two elementary general music teachers in this research described gaining 

valuable insights regarding music teaching and learning by incorporating reflective 

strategies.  Further, they valued the professional development in the form of the TCG, 

which developed over time and offered them an opportunity to reflect as partners who 

generated collective knowledge with each other as supportive peers, all while 

individually growing as teachers.   

Suggestions for future research include researching a curricular approach to 

implementing reflective strategies with PreKindergarten through 5th grade elementary 

general music students, reflective strategies elementary musical ensembles, investigating 

how reflective strategies relate to different approaches for teaching elementary general 

music, and exploring teacher collaboration groups consisting of music teachers from 

various grade levels or music teaching disciplines.    
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INTRODUCTION 

 It is a typical day in Ms. PintoÕs fourth grade elementary general music class.  

She welcomes the students by singing ÒSail Away, Ladies.Ó  She invites her students to 

sing using a call and response form: Ms. Pinto sings the first phrase, and the class 

answers with the next phrase until reaching the refrain. She then gestures to the class to 

sing the entire song with her, rather than one phrase at a time.  Next, Ms. Pinto asks the 

class to sing the song without her assistance.  To focus on the rhythm of the melody, she 

asks the students to sing the song again and clap the rhythm while singing its words.  She 

then invites the class silently think the song and its words, and clap the rhythm of the 

melody again.  Finally, she asks the class to sing the song again. 

 Ms. Pinto divides the class into groups of three.  She gives each group an 

envelope filled with note cards.  Each card features notation of durations such as quarter 

notes, pairs of eighth notes, and combinations of eighth notes and sixteenth notes.  Ms. 

Pinto next engages students in a form of rhythm dictation: she explains she will be asking 

them to arrange the cards so the order of rhythm patterns on the cards correctly 

corresponds with the order of rhythm patterns of the melody.  Ms. Pinto asks them to 

think about how they are going to accomplish the task.  When Ms. Pinto invites some 

students to share their ideas, one suggests that one student in her group tap the steady 

beat while another student taps the rhythm of the melody.  As the students work, Ms. 

Pinto walks from group to group, stopping at each to visit.  When visiting, she asks the 

students to justify their decisions about the order of their note cards.  She continues 

visiting each group until most groups are ready to check their work.  Ms. Pinto asks the 

students to sing the song again together, while clapping the rhythm of the words.  Then, 
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Ms. Pinto uses the Smartboard to reveal the correct rhythm notation for the melody.  Ms. 

Pinto reads the rhythm, chanting the corresponding rhythm syllables, and then invites the 

students to do the same.  Then, Ms. Pinto asks the groups to compare the notation they 

created with the rhythm patterns on the note cards to the notation of the rhythm patterns 

notated on the Smartboard.  She asks, ÒTalk with your group: What do you notice about 

your version of the rhythm compared to the one on the Ôboard?Ó  After allowing time for 

the groups to discuss their notation, Ms. Pinto asks the students to consider what 

previous knowledge they used when working together, and what processes they used 

while attempting to complete the task of recreating the rhythm patterns from the melody. 

 Ms. Pinto directs the studentsÕ attention back to the Smartboard.  On a new slide, 

Ms. Pinto presents a new rhythm to the class.  Ms. Pinto points out to the class she 

created the rhythm using quarter notes, eighth notes, and combinations of eighth notes 

and sixteenth notes, just like the durations in ÒSail Away, Ladies.Ó  Ms. Pinto chants the 

rhythm on the board using rhythm syllables, and then invites the students to chant the 

rhythm using rhythm syllables.  Ms. Pinto then presents the students with their next task: 

to create their own rhythm using the note cards in their envelopes and then perform the 

new rhythm for the class.  Ms. Pinto distributes iPads to each group so members can 

record their performance, review, and evaluate their performances presenting their 

original rhythms to the rest of the class.  Once ready, each group performs for the rest of 

the class.  After each presentation, Ms. Pinto asks the students to comment on what they 

liked about the presentations 

 Ms. Pinto has a few minutes before her next class.  She quickly thinks about the 

lesson, evaluating her studentsÕ performances.  She remembers that a few students kept 
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confusing some of the durations, especially those involving new rhythmic learning from a 

previous music class.  As Ms. Pinto wondered about her studentsÕ level of understanding 

of their new rhythmic learning, she jots a few notes to herself as reminders to think about 

how to address her studentsÕ needs during the next lesson. 

 After school, Ms. Pinto attends her monthly department meeting.  She describes 

her lesson to her colleagues and asks for feedback, particularly if they could offer any 

alternative approaches to her lesson.  One of her colleagues shares a similar lesson plan, 

with some scaffolding steps in place to help the students complete the rhythm dictation.  

She suggests giving the students a template, with blanks to fill in with the proper rhythmic 

durations.  Ms. PintoÕs colleague further suggests a template within which students could 

complete the dictation, such as creating boxes for each beat within the dictation, perhaps 

with the lyrics typed across the boxes, indicating which syllables happen on which 

duration.  Ms. Pinto wonders how the task would have been different had she given her 

students a template.  She thinks back to similar lessons and how she could improve her 

instruction.  Ms. Pinto continues to engage in discussions with her colleagues about best 

practices for developing studentsÕ understanding rhythmic concepts, drawing inspiration 

from the sharing session. 

 In the vignette, I have introduced myself to you, the readers, as an elementary 

general music teacher with an example of my general approach to teaching: encouraging 

my students to work together to solve musical problems, like recreating the rhythmic 

notation for a familiar melody.  I am Ms. Pinto, with 17 years of experience teaching 

elementary general music.  During my coursework in the Ph.D. program at Temple 

University, I found myself embracing additional roles, such as graduate student, teaching 
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assistant, and researcher as I found myself questioning what it means to learn.  I 

continually thought about my elementary general music students, proud of how much my 

students could do.  I started to question my intentions as a teacher as I contemplated 

whether what they could do adequately represented the extent to which they understood 

the content I presented.  I wondered whether the tasks I used for assessing them required 

them to merely recall facts.  I reached out to colleagues and professors as I carefully 

considered how to help my students have more ownership and understanding of their 

learning in music class.  As described in the vignette, I continually strove to create an 

environment in which my students are challenged.  Yet, the more I learned about best 

practices, the more I sought alternative ways to provide the best possible learning 

experience for my students.   

In the vignette, Ms. Pinto strived to engage her students to think reflectively about 

their learning their by asking her students carefully worded questions guiding them to 

make connections between their previous learning and new learning.  Ms. Pinto engaged 

in a form of reflective thinking about her instruction and collaborating with her 

colleagues by questioning her instructional choices and exploring their field-tested 

options as alternatives.  For Ms. Pinto, thinking reflectively about actions and ideas in the 

music learning and teaching processes allowed her to endeavor to increase the depth of 

meaningfulness and value the processes have—both for her students and her. 

 During this dissertation, when you, the reader, encounter text in italics, like in the 

opening vignette, I become Ms. Pinto, sharing my journey of learning, researching, and 

discovering from my perspective as an elementary general music teacher eager to guide 

my students to achieve to their fullest potential.  I become Ms. Pinto, in part, to 
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demonstrate my continual efforts to be mindful of my roles during this research process, 

and acknowledge the affects of those roles on my motivations for choices in designing 

the research, facilitating the TCG, and remaining professional as a colleague with 

teachers from the district in which I teach.  As my dissertation unfolds, you will discover 

my journey striving to balance inner tensions among the roles I would add to being Ms. 

Pinto.  I use traditional font to share my journey delving into the research literature and 

designing and conducting a research study focusing on incorporating reflective strategies 

in elementary general music.  I also use traditional font to share my journey as the 

facilitator of the TCG.  

Definitions of Reflection 

 Reflection is part of the learning cycle (Zimmerman, 1998).  Reflective thinking 

is the “active, persistent, and careful consideration” (Dewey, 1933, p. 9) of one’s actions.   

When students and teachers engage in reflective thinking about actions, they make 

meaning from them.  Without meaning, actions are purely mechanical (Dewey, 1933). By 

reflecting, actions thereby become intelligent rather than impulsive (Dewey, 1933).  The 

reflective process involves questioning decisions, considering and exploring other 

options, and ultimately reaching conclusions regarding future actions.  Practitioners’ and 

students’ in-depth meaning making and value rely on selecting reflective activities, like 

reflective journaling or portfolios, that are best suited for the activity or objective and 

critically considering the wording of one’s questions or prompts. 

 Reflection is the “mindful consideration of one’s actions, specifically, one’s 

professional actions” (p. 134), and through reflection a person can make a “critical 

assessment of one’s own behavior as a means toward developing one’s own 
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craftsmanship” (Osterman, 1990, p. 134).  Self-reflection is “the ability to comprehend 

what was observed or monitored, evaluate the outcome as compared to a criterion (self- 

or teacher imposed), and create a new focus given evaluative information” (Belfiore & 

Hornyak, 1998, p. 199).  Both descriptions of reflection imply that reflecting is an action 

and through reflection people evaluate or assess a consequence.  

 Reflection is not simply thinking about a past event.  Rodgers (2002) interpreted 

Dewey by describing four criteria of reflection: (a) reflection is a process that helps 

people make meaning out of experiences; through the process the learner makes 

connections between ideas and experiences and learns something new, (b) reflection is a 

way of thinking, based on scientific inquiry, (c) reflection should happen with others, in a 

community and (d) people who reflect value the intellectual development of themselves 

and others with whom they interact.  Rodgers’ description further illustrates reflection as 

a process or action, and includes the evaluative element embraced by Osterman.  Another 

example of reflection as an evaluative process came from James and Brookfield (2014), 

who described a person’s reflective thinking: 

Reflective thinking takes a situation, or an act of learning, and tries to 
identify what went well or was clearly understood, what went badly or 
was misunderstood, how to avoid similar errors in reasoning or 
understanding in the future, and what steps are going to be taken next in 
action or learning. (p. 27) 
 

 Teachers often reflect in the moment, usually when confronting a problem.  

Teachers who find themselves reflecting in the moment, or “reflecting-in-action” (Schön, 

1983, p. 54), usually can quickly make adjustments to their teaching based on their 

assessments of their own actions.  Reflecting in action can be compared to thinking on 

your feet, or the action of thinking about what you are doing while you are actively 
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engaged in what you are doing (Schön, 1983).  When an unexpected or surprising 

situation occurs, resulting in a problem, one could reflect on the events leading up to the 

situation, thereby creating a new perspective of the situation (Schön, 1983).  The new 

perspective can lead to greater understanding of the situation and new knowledge to 

apply to future situations.  “Reflecting on action” (Schön, 1983, p. 277), which is a type 

of reflection one embraces after the action, refers to a more “retrospective” (Moon, 1999, 

p. 46) consideration of one’s actions after the fact.   

 Reflective practice is “an inquiry approach to teaching that involves a personal 

commitment to continuous learning and improvement” (York-Barr, Sommers, Ghere, & 

Montie, 2001, p. 3).  A reflective teacher is not one who simply thinks about her 

teaching, but rather is one who questions her goals, reframes problems, is invested in 

curriculum and staff development, and desires to learn (Zeichner & Liston, 2014).  

Reflective teachers are aware of their own assumptions, are open to new ideas, make 

responsible decisions after considering the consequences of their actions, and are 

wholehearted in their attitudes through their willingness to accept new ideas (Zeichner & 

Liston, 2014).  Through reflective practice, teachers can develop a heightened awareness 

of their practice (Butke, 2006) and can make adjustments to their teaching after reflecting 

on students’ responses (McAlpine & Weston, 2000).  Based on the aforementioned 

definitions of reflection, I am defining reflection as the act of examining experiences, 

evaluating the outcomes based on said experiences, and making decisions about how to 

move forward. 
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Previous Research on Reflection 

 Researchers in education, generally, and music education, specifically, have 

documented the various ways teachers have used reflective strategies in various 

educational levels (Reynolds & Beitler, 2007; Tannenbaum, Hall, & Deaton, 2013).  

Numerous researchers support the idea that students’ or teachers’ ability reflection 

promotes successful teaching and learning.  Some researchers have documented writing 

as a successful strategy, in formats such as journals (Andrusyszyn & Davie, 1997; Lew & 

Schmidt, 2011; Spalding & Wilson, 2002), diaries (Simard, 2004), or portfolios (Barry, 

1996; Kerchner, 1997; Silveira, Beauregard, & Bull, 2017).  To support writing as a 

reflective strategy, teachers integrate technology by utilizing interactive online journals 

with laptops or iPads.  Other researchers have described verbal reflective strategies with 

video recorded lessons as a stimulus for reflection (Tanner & Jones, 2007; Valkanova & 

Watts, 2007) and guided conversations with carefully worded prompts to stimulate 

reflective thinking (Desautel, 2009).  Researchers have documented how teachers in 

higher educational settings incorporate reflection, thus offering other researchers and 

practitioners strategies to consider, such as literature circles (Sanacore, 2013), student 

self-assessment of videotaped classroom performances (Veal, Taylor, & Rogers, 2009), 

buddy programs for pre-service physical education teachers (Lamb, Lane, & Aldous, 

2012) and electronic portfolios for pre-service English teachers (Ayan & Sefero!lu, 

2011).  Further, researchers have suggested reflection be part of preservice teacher 

education (Liu, 2015; Minott, 2011).  

 Researchers have investigated reflection and student learning with qualitative 

techniques through action research (Desautel, 2009) and exploratory (Simard, 2004), 
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evaluative (Lew & Schmidt, 2011), and descriptive methods (Butke, 2006).  Researchers 

have also investigated reflection and student learning with quantitative research methods 

to explore the impact of reflection on student achievement (Abrami, Venkatesh, Meyer, 

& Wade, 2013).  Regarding reflection and teaching, researchers have employed 

qualitative research methods to learn about reflection as part of professional development 

and to explore the value of reflection for practicing teachers (Fallon, Brown, & Ackley, 

2003; Gün, 2011).  Researchers have reported teachers can reflect in groups as part of 

professional development when they participate in collaborative activities (Delaney, 

2011), and researchers have used qualitative research methods to explore teachers’ 

perceptions of teacher study groups and to learn how teachers can benefit from 

participating in collaborative professional development activities.  Researchers have 

reported both students and teachers may benefit from engaging in reflective strategies.   

Need for Study 

 A music teacher’s goal is to prepare students for a lifetime of consuming and 

producing music.  To do that, the music teacher provides students with experiences in the 

classroom that resemble musical experiences they may encounter in adulthood.  For 

example, musical experiences could include playing an instrument, singing in a 

community choir, attending concerts, developing preferences for various musical styles, 

and participating in cultural traditions.  Therefore music teachers should include 

opportunities for students to make choices while making music, consider alternative 

perspectives about music and musicking, and solve musical problems in efforts to 

provide students with authentic music experiences in the classroom that mirror those they 

encounter outside of it, skills they ideally can apply throughout their life span. 
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 Researchers have rarely studied reflection in elementary general music or on 

collaborative teacher study groups consisting of elementary general music teachers 

focusing on reflective practice.  Researchers have learned that reflection helps 

elementary-aged students make meaning from their learning and assists teachers in their 

decision making process; however, research about teachers’ application of reflective 

strategies in an elementary general music setting would contribute to our understanding 

of children’s music learning and development, and could influence decisions about 

implementing best practices in elementary general music.   

 Researchers have previously documented professional development practices that 

have included reflection and collaboration as necessary elements for effective 

professional development to occur (Darling-Hammond, 1998; Stanley, Snell, & Edgar, 

2014).  Further, additional studies involving a teacher collaboration group would 

contribute to the ever-growing literature on effective professional development. 

Therefore, to contribute to closing gaps in the literature, the purpose of this instrumental 

case study was to describe the ways two elementary general music teachers participating 

in a teacher collaboration group (TCG) used reflective strategies in their classroom.  The 

following questions initially framed the case:  When these teachers engaged in reflective 

strategies, (1) what did they notice about their students’ performance and their own 

teaching practices, (2) what did they describe as the benefits and challenges of 

incorporating reflective strategies, and (3) what insights did teachers articulate as a result 

of their participation in a TCG?   

My purpose and research questions guided me as I reviewed existing research 

pertaining to reflection in elementary general music.  I focused on gathering sources 
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relating to how teachers incorporated reflection with students of varying age levels and 

different subjects.  I pored over articles and books in which authors shared details about 

types of reflective strategies, how teachers can utilize reflective strategies to improve 

teaching and learning, and how teachers benefit from collaboration.  As researcher, I 

strove to find as much information as possible that related to my purpose and research 

questions. 

Ms. Pinto continued to think about her own teaching, and her studentsÕ 

experiences. She wondered how she could encourage her students to think more deeply 

about their learning and make more connections between their learning and past 

experiences, and apply their in school music learning out-of-school.   
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CHAPTER ONE 

REVIEW OF THE LITERATURE 

 Teachers who reflect on their teaching embrace an approach to teaching known as 

reflective practice (York-Barr et al., 2001).  Considering reflection as an act and 

reflective practice as an approach to teaching, I have compiled a review of the literature 

on reflective practice and teaching, collaboration as a form of professional development, 

and reflection as part of instruction.  I focused on these three categories of literature and, 

next, present what other researchers had documented regarding incorporating reflective 

strategies as part of instruction, teachers’ self-reflection, and professional learning 

through collaboration.  

Reflective Practice and Teaching 

  Teachers who engage in reflective practice are committed to their own learning 

and growth (York-Barr et al., 2001).  Additionally, teachers who employ reflective 

practices recognize reflective practice as “the process of continually improving one’s 

teaching craft through engagement in it” (Edwards & Thomas, 2010, p. 405) and teachers 

are considered to be thoughtful reflective practitioners simply because they teach 

(Edwards & Thomas, 2010).  A reflective teacher is one who not only thinks about her 

teaching, but also questions her goals, reframes problems, is invested in curriculum and 

staff development, and desires to learn (Zeichner & Liston, 2014).  Reflective teachers 

are aware of their own assumptions, are open to new ideas, make responsible decisions 

after considering the consequences of their actions, and are wholehearted in their 

attitudes through their willingness to accept new ideas (Zeichner & Liston, 2014). 

Reflective teachers strive to make sense of what was taught, and how it was taught, 
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through examination of their own teaching practices.  One way for teachers to engage in 

reflective practice is through dialogue between self and the situation, or reflective 

conversations (Zwozdiak-Myers, 2012).  A teacher could engage in three different types 

of reflective conversations: “descriptive reflective conversations” (p. 24), to document 

the situation in great detail; “comparative reflective conversations” (p. 25), to consider 

alternative perspectives; and “critical reflective conversations” (p. 26), to consider the 

outcomes of teaching using alternative perspectives (Zwozdiak-Myers, 2012). 

 Reflective teachers engage in a “deliberate analysis” (Brown & Coles, 2012, p. 

220) of their teaching.  When engaging in their analysis, teachers question events and 

situations in efforts to learn why or how something happened, since asking questions of 

this nature help increase awareness (Brown & Coles, 2012).  “Deliberate analysis” (p. 

220) is the process by which teachers reflect (Brown & Coles, 2012).  To learn about best 

teaching practices of professors, McAlpine and Weston (2000) researched the reflective 

practices of six professors at two separate universities and described how the professors 

use reflection to enhance their teaching.  The researchers considered the professors 

exemplary and effective teachers because the professors received teaching awards and 

honors.  The researchers reported how the professors evaluated their students’ responses, 

reflected on the outcomes of their teaching, and made adjustments to their teaching based 

on their reflections (McAlpine & Weston, 2000). 

 Reflective teachers engage in self-reflection, are flexible with their instruction and 

question decisions and consider alternative pathways (Larrivee, 2000).  By looking 

within themselves, teachers examine their own practices, question the beliefs that led to 

their instructional decisions, and ponder other options for instruction.  As decision 
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makers, teachers base their decisions on experience, student data, and pedagogical 

knowledge.  At times, teachers make decisions in response to unexpected incidents in the 

classroom.  Romano called these incidents “bumpy moments” (Romano, 2006, p. 974).  

She further defined bumpy moments as events in the classroom that required the teacher 

to reflect so prior to deciding how to react to the situation (Romano, 2006).  A bumpy 

moment, like a teacher error during instruction, could possibly affect student learning; 

therefore, the teacher must act quickly to remedy the situation.  When bumpy moments 

happen, teachers rely on their knowledge of their students and attempt to make 

predictions of students’ reactions based on their prior experiences.  Teachers also might 

pause to reflect on what events led up to the bumpy moment (Romano, 2006).  To learn 

how general music teachers used reflection as part of their instructional decision-making, 

Johnson and Matthews (2017) asked seven general music teachers to create written 

response to examples of classroom scenarios with problematic instructional issues, and 

interviewed each teacher based on her responses to the scenarios.  Through their 

qualitative inquiry, the authors learned how experienced general music teachers described 

the teachers’ instructional decision-making process as occurring in three phases: 

planning, instruction, and reflection.  In the third reflective phase, teachers described 

being flexible when making decisions, considering prior learning from professional 

development opportunities, and analyzing responses from student assessment as 

components affecting their decision-making process (Johnson & Matthews, 2017). 

 Teachers have used video analysis as a stimulus for reflection and teacher change.  

By analyzing videos of their teaching, teachers have identified aspects of their teaching 

they want to change, developed a plan for how to change, decided how to implement the 
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changes, and then reflected afterward (Tripp & Rich, 2012).  By watching the videos, 

some teachers reported they gained insight about their teaching because they observed 

their instruction as if they were one of their students, and by reflecting as a group on the 

videos, teachers gained a new perspective on their teaching (Tripp & Rich, 2012).  

Additionally, by video recording, teachers engaged in a “retrospective video analysis” 

(Wetzel, Maloch, & Hoffman, 2006, p. 535) by utilizing videos as evidence upon which 

to reflect, and when watching the video recordings the teachers returned “more fully in 

the moment” (Wetzel, Maloch, & Hoffman, 2006, p. 533).  Teachers honed in on 

particular students or on anything that surprised them during the lesson (Wetzel et al., 

2006).  

 Teachers could benefit from reflection either alone through journaling or 

visualizing, or by reflecting as a member of a group, such as participating in online 

discussion boards.  When working alone, teachers can identify and map chronologically 

occurrences of critical incidents.  A teacher can engage in reflective visualizations using 

the critical incident charts (Burnard, 2012).  “Critical incidents” (p. 169) are turning 

points, usually marked by a surprising event (Burnard, 2012) that influence the user’s 

decisions in or on action, and impact the user’s life.  Teachers gain insight through 

critical incident charting by examining the particular incidents and making connections 

between the incidents and their state of mind at the time of the incident (Burnard, 2012).  

When desiring to reflect in a group setting, teachers can opt to participate in an online 

discussion board.  By participating in online discussion boards, teachers have the 

flexibility to respond to one another at their convenience and can establish a community 

with other teachers without actually meeting in person (Ruan & Griffith, 2011).   
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 Researchers have documented how music teachers can grow by reflecting on their 

teaching.  Teachers can use tools like visual aids as a means for stimulating such 

reflection.  Inspired by Kolb’s experiential learning theory model in which learning 

processes are placed at opposite ends of a continuum, Parkinson (2016) created a 

reflective model for stimulating reflection among instrumental teachers.  He created a 

graph, with mastery and enjoyment labeled on one set of axes, and traditional and 

innovation labeled on the other set of axes.  He then created a quadrilateral shape, much 

like a rectangle, which the user would stretch out over the graph.  The user would stretch 

out the shape towards the areas she emphasized in her teaching.  For example, if the user 

emphasized innovation more than tradition, then the user would stretch the quadrilateral 

shape more towards innovation and less towards tradition.   
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Figure 1: Mastery/Enjoyment/Tradition/Innovation model.  From “Mastery, enjoyment, 

tradition and innovation: A reflective practice model for instrumental and vocal teachers” 

by T. Parkinson, 2014, International Journal of Music Education, 34(3), p. 356.   

 Parkinson created the model to use in a postgraduate workshop he was teaching, 

consisting of five instrumental music teachers.  After presenting the four terms from the 

model to the participants, Parkinson demonstrated how to use the model by drawing a 

quadrilateral shape to represent his own teaching style.  Next, the participants drew their 

own shape and shared their reactions with their fellow workshop participants.  Parkinson 

documented the teachers’ discussions as his research on his reflective model.  The 

teachers, using the model as a visual representation of their instructional choices, 

reflected on how and why they drew their rectangle on the graph.  By using this model, 
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the teachers thoughtfully considered how their own beliefs affected their decisions as 

they examined and defended their instructional choices (Parkinson, 2016). 

 To describe how reflection influenced choral teachers, Butke (2006) invited five 

choral teachers working in middle school or high school settings to engage in reflective 

activities for nine weeks.  The reflective activities included unstructured daily reflective 

journals, an autobiographical narrative, and two structured reflective narrative exercises.  

The structured reflective narrative exercises consisted of teachers writing about a critical 

incident, such as an event that surprised or confused the teacher, and addressing questions 

related to teaching practices. In addition to the written reflections, Butke (2006) engaged 

in the teachers in weekly reflective dialogue.  As a result of participating in the reflective 

processes, each teacher employed new instructional approaches and developed a 

heightened awareness of themselves and their teaching environment. 

 Additionally, teachers can grow by reflecting on their teaching through journal 

writing.  Further, journal writing can be an outlet for teacher reflection.  By keeping a 

journal, beginning music teachers can escape feelings of isolation and possibly enjoy the 

therapeutic benefits of writing (Conway et al., 2012).  Teachers can write about their 

feelings and vent about daily frustrations in their journals, and while their entries may not 

always contain substantive reflective material (Conway et al., 2012), teachers may benefit 

from the emotional outlet journaling provides. 

 Researchers in other countries have addressed how teachers’ self-reflective 

practices can be a viable form of professional development.  In Norway, teacher 

development is based on teachers’ own self-reflections (Postholm, 2008).  By examining 

their own teaching through self-reflection, teachers act as researchers.  Educational 
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authorities in Norway supported the idea of researchers and teachers working together as 

a team focused on improving student learning (Postholm, 2008).  To learn how 

collaboration between a researcher and a teacher could stimulate reflection, Postholm 

(2008) conducted fieldwork with 40 teachers over a two-year period.  Teachers observed 

each other teaching the same content, and, along with the researcher, met afterward to 

collectively reflect on their teaching.  Through these meetings, which were supported by 

their headmistress, the teachers shared teaching strategies, provided feedback for one 

another, authenticated their own teaching, learned problem solving strategies, and 

supported each other (Postholm, 2008).  Another study in Ireland focused on teachers’ 

reflective practice as a form of professional development.  To learn how teachers’ central 

beliefs and values impact their decision-making, Ryan (2003) invited participants to 

complete a questionnaire and include a drawing of a teacher “at work” (p. 182).  Ryan 

asked teachers to draw a picture as a stimulus for self-reflection.  The respondents 

revealed they felt empowered when they became aware of their own understanding of 

teaching and learning (Ryan, 2003). 

 Teaching is a multifaceted and complex craft.  When considering teaching as a 

practice, craft, or an art form, one must consider the teacher as a person equally with the 

act of teaching.  It is worth mentioning that above all, a teacher is a whole person.  

Teachers are people with firmly held beliefs based on personal experiences and 

professional knowledge.  Teachers should be “encouraged to ask questions, to think 

imaginatively about teaching, and visualize change” (Klein, 2008, p. 112) when engaging 

in reflective practices.  By addressing the whole person and focusing on reflection using 
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holistic processes, teachers can develop their understanding of the intricacies of teaching 

(Klein, 2008). 

Collaborative Professional Development 

 Professional development occurs in different forms.  Teachers experience 

professional development through workshops, district-led in-service activities, 

afterschool meetings, or yearly conferences.  Teachers attend professional development 

for professional learning, which could lead to change.  Guskey (2002) defined 

professional development as “systematic efforts to bring about change in the classroom 

practices of teachers, in their attitudes and beliefs, and in the learning outcomes of their 

students” (p. 381).  Darling-Hammond (1998) concluded teachers learn best by engaging 

in professional development activities that involve either (a) doing, reflecting, or 

studying, (b) collaborating with fellow teachers, (c) examining student work, and (d) 

sharing what they learn.  In efforts to create successful and meaningful professional 

development, educational researchers have emphasized opportunities for teacher 

collaboration (Mitchell, 2013; Stanley, 2011).  When collaborating, teachers embrace a 

social atmosphere for their learning. They talk with one another, share ideas, pose 

questions, discuss possible solutions, and consider alternative perspectives to their own 

teaching situation.  By engaging in collaborative professional development, teachers have 

the opportunity to learn from one another.  Teachers have opportunities to collaborate 

when they participate in professional learning communities, knowledge communities, 

teacher study groups, and other collaborative activities such as action research or 

partnerships with other teachers. 
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 DuFour (2004) described professional learning communities as collaborative 

groups focused on student learning, whose primary goal is to improve student 

achievement.  To address the idea by DuFour that activities within professional learning 

communities (PLC’s) lead to teacher improvement, Graham (2007) used a case study 

approach to explore how organizational structures, namely a PLC, impact teacher 

effectiveness.  Through survey and interview data, Graham (2007) reported the level of 

community fostered by the PLC determined any improvements in teacher knowledge, 

skills, and practice.  Also, the teachers in the study reported it was difficult to establish a 

sense of community within their PLC, but once established, the teachers were able to 

learn from one another (Graham, 2007).   

 Teachers are “not only users . . . of pedagogical knowledge, but . . . creators of it” 

(Wood, 2007, p. 282).  By participating in professional learning communities, teachers 

have the opportunity to create knowledge together.  Wood (2007) was the lead 

documenter of a professional learning community during the second year of 

implementation.  Wood (2007) noticed how the principal was highly supportive of 

teachers learning from one another to enhance student learning.  Additionally, Wood 

(2007) noted how the teachers understood the need for professional learning.  The 

teachers worked in groups to question and reflect on current teaching practices, enlist 

help of a more knowledgeable other, and collectively work to find solutions.  Along the 

way, by working together in learning communities to creatively find solutions to 

problems encountered in the classroom, the teachers increased their own pedagogical 

knowledge (Wood, 2007).   
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 Teachers will create successful professional learning communities if they are 

focused on group learning and not just individual learning (Brodie, 2013).  The teachers 

should be committed to their goals, the group should meet frequently and regularly, and 

the teachers should be accountable for different tasks like creating agendas and taking 

notes (Spencer, 2016).  By participating in a successful professional learning community, 

teachers have the opportunity to engage more deeply with pedagogy than they would if 

they were in a traditional professional development setting, like a presentation on an 

educational topic (Brodie, 2013; Stanley, 2011). 

 Teachers could opt for another type of collaborative learning by participating in a 

teacher study group.  Like professional learning communities, teacher study groups share 

goals and work together to advance pedagogical knowledge (Stanley, 2011).  A teacher 

study group is a group of teachers who gather voluntarily because they are committed to 

change and community and are focused on developing theory and practice (Birchak et al., 

1998). When teachers participate in a study group, they have opportunities to learn from 

one another, act as leaders in their schools (Maloney, Moore, & Taylor, 2011), and take 

charge of their own learning (Birchak et al., 1998).  To understand how participating in a 

teacher study group could influence secondary mathematics teachers, Arbaugh (2003) 

focused on a study group consisting of seven teachers within the same high school.  

Arbaugh (2003) sought to answer questions related to the teachers’ perceptions of the 

study group, including how much the teachers valued the study group.  Arbaugh (2003) 

acted as the facilitator for the group, and during the meetings asked the teachers 

intentionally worded questions to stimulate reflection.  The teachers were given release 

time for the group meetings, which was an attractive feature for some of the teachers 
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since they did not need to meet outside of the school day.  Arbaugh (2003) defined a 

teacher study group as a “group of educators who come together on a regular basis to 

support each other as they work collaboratively to both develop professionally and to 

change their practice” (p. 141).  Four of the teachers in the study reported they valued the 

study group because it allowed them to build a sense of community with other teachers, 

and all of the teachers reported that by participating in the study group they had time to 

reflect on their teaching practices.  When asked about any negative aspect of the study 

group, four of the teachers responded they did not like being asked to complete work for 

the group, like reading articles, on their own time outside of the school day (Arbaugh, 

2003). 

 Teachers who participate in study groups as a form of professional development 

engage in unique learning situations not often experience in typical professional 

development because teachers are learning from one another (Torres-Guzmán et al., 

2006).  One example is a group of teachers in an elementary school in New York City 

who decided to form a study group.  By working together, the teachers problematized and 

prioritized classroom issues, reinvented and expanded their sense of self as individuals in 

collaboration, grew beyond their personal space and engaged intellectually in public 

forums, shifted their ways of seeing teaching, and ensured sustainability of the ways of 

engaging in professional development through mentoring and taking ownership of the 

structures for collaboration (Torres- Guzmán et al., 2006). 

 Clair (1998) studied two teacher study groups, both focused on issues experienced 

when working with students who are English language learners, in efforts to learn how 

teacher study groups (TSG’s) could support teachers’ independent thinking, how teachers 
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view TSG’s as professional development, and if teachers could problem-solve 

collaboratively by participating in a TSG.  Initially, the participants kept turning to the 

researcher for answers rather than working together.  Eventually the participants realized 

they could trust one another’s expertise, as well as their own.  The participants reported 

they valued the TSG because they had more time for learning from one another in the 

yearlong TSG than they normally had in a typical after-school workshop (Clair, 1998).   

 Teacher collaboration groups do not necessarily have to take the same format as a 

professional learning community or knowledge community.  Rather, teachers can 

collaborate and thereby learn from one another when they create a partnership where they 

act as critical friends.  Critical friends are friends who “support teaching by contributing a 

different or deeper understanding” (Wennergren, 2016, p. 263).  Teachers can create 

partnerships, becoming critical friends, and decide upon a specific inquiry to investigate.  

Critical friends could watch one another teach and provide descriptive and reflective 

observations.  Observations should be utilized as part of the critical friendship because  

Observing a colleague in action, as part of professional learning, can be 
seen as a source of support in the acquisition of knowledge.  Perceiving 
new patterns through encountering and listening to actions and reactions 
of others is another dimension of cooperative learning.  (Wennergren, 
2016, p. 263)  
 

Some of the teachers from Wennergren’s (2016) study stated they benefited from having 

a critical friend, especially when trying a new teaching approach.  The teacher received 

feedback from her critical friend and could therefore judge the benefits of taking risks in 

the classroom.  Overall, by engaging in discussion with a critical friend, teachers learned 

how to improve their teaching practices (Wennergren, 2016).   
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 Collaborative action research projects, consisting of groups of teachers who 

design, implement, and evaluate research, are a viable form of professional development 

(Burbank & Kauchak, 2003).  “Collaborative action research attempts to redefine teacher 

professional development by encouraging reflective inquiry” (Burbank & Kauchak, 2003, 

p. 500) and through collaborative action research, teachers have the opportunity to 

formulate their own inquiries regarding their teaching and research possible solutions. 

 Professional development activities offered by school districts oftentimes focus 

on procedural needs of the school or school district.  Although necessary for the smooth 

operation of the school, such school-based professional development could add little to a 

teacher’s learning (Hammel, 2007) because such professional development is not specific 

to a discipline or domain.  Additionally, music teachers have different professional 

development needs than general education teachers (Bauer, 2007), such as activities 

focused on music teaching and learning, thus leading music teachers to seek professional 

development opportunities outside of their places of employment.  When asked about 

professional development, music teachers responded they valued informal interactions 

and discussions with their fellow music educators (Conway, 2008; Eros, 2012).  Music 

teachers at any stage in their career need time to collaborate with other music teachers 

(Conway, 2008) as collaboration can help alleviate feelings of isolation (Conway, 

Hibbard, Albert, & Hourigan, 2005; Stanley, 2011).  Stanley, Snell, and Edgar (2014) 

gathered accounts from eight different music educators who participated in collaborative 

professional development experiences.  Based on the respondents’ accounts, the authors 

reported suggestions for effective collaborative professional development, such as 

professional development should be music-related, centered on content-specific strategies 
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and skills, long-term or sustained, and teachers should have choice and control over their 

own learning.  Additionally, collaborative professional development should build upon 

teachers’ knowledge base, thereby honoring teacher wisdom, with opportunities for 

reflection throughout the professional development activity (Stanley, Snell, & Edgar, 

2014).      

Reflection as Part of Instruction 

 “Reflection can support students in connecting with what they already know, 

considering alternative perspectives, solving problems, and summarizing and organizing 

their experiences for future use” (Short & Kauffman, 1994, p. 10).  When students make 

connections, learning becomes meaningful and relevant because students understand how 

their learning relates to their lives.  Additionally, teachers who encourage their students 

to reflect are allowing their students to “mentally wander . . . and try to make sense” 

(Costa & Kallick, 2008, p. 223) of what they are learning.  Teachers can encourage their 

students to think reflectively by providing prompts directing students to think about 

events during the lesson they found confusing or surprising.  Researchers have 

documented the ways teachers encourage their students to think reflectively through 

written strategies, like journals and diaries, as well as verbal strategies, like whole-group 

or small-group discussions.   

 Teachers promote students’ reflection through the use of technology combined 

with reflective dialogue and narrative construction.  One example of technology as a tool 

for reflection is a study by Valkanova and Watts (2007) in which they analyzed 

children’s voice-over narratives of videotaped lessons to explore how digital video 

played a role in fostering elementary students’ self-reflections on learning about science.  
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The students in the study created and recorded voice-over narratives of their videotaped 

science lessons, and the authors concluded the narratives, as a form of reflective activity, 

had a positive effect on language performance, as measured by a pencil-paper test 

designed to assess students’ changes in science vocabulary (Valkanova & Watts, 2007). 

 Teachers have used electronic portfolios as a reflective strategy, and one study by 

Abrami, Venkatesh, Meyer, and Wade (2013) explored the impact of the electronic 

portfolio software ePEARL with elementary school students in grades four through six. 

The portfolio software was designed to support the three phases of self-regulated 

learning:  forethought, performance, and self-reflection (Abrami, Venkatesh, Meyer, & 

Wade, 2013).  The software features supported the students’ goal setting and teacher 

feedback, had space for digital files, and sharing capabilities.  The researchers selected a 

random sample of student portfolios and evaluated the portfolios based on the degree to 

which the students utilized the features of the ePEARL program.  At the time of 

publication, there was little research on the impact of electronic portfolios on learning 

and achievement.  The researchers discovered students who used the software over time 

reported higher levels of self-regulated learning processes than students who did not use 

the software (Abrami et al., 2013).    

 Other types of reflective strategies without the aid of technology have been 

documented in the literature, such as guided conversations, written reflections, and 

diaries.  In another study, Simard (2004) explored whether or not diary writing could 

promote metalinguistic reflection among Grade six French-speaking students enrolled in 

an ESL course.  Simard (2004) compared the results of two experimental groups with one 

control group.  The students in the experimental groups were instructed to write 
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responses to given prompts over a two-month period.  Simard (2004) reported all students 

wrote about their target language in their diaries, which led the author to conclude that 

the students had the capability for metalinguistic reflection. 

 Journal writing can be an effective strategy for student reflection (Spalding & 

Wilson, 2002).  Journal writing can promote critical thinking and cognitive awareness, 

and is often used in traditional, in-person graduate classes (Andrusyszyn & Davie, 1997).  

To learn how interactive journaling can be used an in online graduate course, 

Andrusyszyn and Davie (1997) examined the student reflections from an interactive 

journal and found three themes present in the journal reflections:  reflection as a 

dialogical process with the instructor, reflection as a personal process, and reflection as 

synthesis of information.  Andrusyszyn and Davie (1997) concluded, “the process of 

reflection may be actively facilitated through interactive journal writing” (p. 103).  Some 

researchers have attempted to prove if self-reflective strategies, such as reflective 

journaling, lead to improved academic performance.  Reflective journaling focused on 

how and what one learns can lead to slight improved academic achievement, as was 

described in a study by Lew and Schmidt (2011).  The authors’ purpose was to evaluate 

the effectiveness of reflective journal writing, and whether or not students’ ability to self-

reflect improves through continuous use of reflective journaling.  Students responded to a 

daily reflection question provided by their tutor, which was then submitted electronically.  

By comparing academic test grades and classroom performance with journal 

submissions, Lew and Schmidt (2011) concluded “self-reflection was effective to a small 

extent in improving student learning” (p. 537) and the students’ ability to self-reflect 

improved during the study. 



	 18	

 Teachers in higher educational settings incorporate reflection through literature 

circles (Sanacore, 2013), student self-assessment of videotaped classroom performances 

(Veal, Taylor, & Rogers, 2009), buddy programs for pre-service physical education 

teachers (Lamb, Lane, & Aldous, 2012) and electronic portfolios for pre-service English 

teachers (Ayan & Sefero!lu, 2011).  Preservice teachers who completed a course on 

reflective teaching found the course helped their developing ability for reflective teaching 

and thinking (Minott, 2011).  Teacher educators who attend to how preservice teachers 

reflect, why they reflect, and what they reflect upon can enhance the transformative 

learning that is taking place for those preservice teachers (Liu, 2015).  In addition to 

preservice teachers, teachers of students in other fields of study, such as geography, 

would help those students become proactive and enthusiastic learners, rather than passive 

learners, by introducing reflective strategies (Bryson, 1997).  Students in higher 

education, regardless of academic or vocational concentration, can and should be taught 

how to reflect, and teachers should include reflective strategies as part of their pedagogy 

(Ryan, 2013).   

  Music teacher educators encourage student reflection through portfolios, 

electronic portfolios, journal writing, student self-assessment, and reflective dialogue.  To 

learn how students can use portfolios to document growth and development of teaching 

skills, Barry (1996) published findings on how the portfolio process can be used in 

conjunction with laboratory teaching experiences in a university music and related arts 

methods course for elementary and early childhood education majors.  The students, 

grouped into teams of two, were responsible for teaching an elementary school class, and 

their instruction had to integrate music and arts with other curricula.  The students were 
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required to include a philosophy statement, self-evaluation of teaching, an informal 

journal of teaching experiences, self-selected artifacts from teaching experiences, and any 

other materials deemed appropriate by the students.  The students in the study reported 

positive reactions to the portfolio and stated the portfolio could be helpful in the future, 

since it contained artifacts such as lesson plans.  Many students included in the study did 

not value the journal as a reflective tool, like the author had intended, leading the author 

to mention the need for her students to receive further instruction on reflective writing. 

 Teachers in higher education settings assign portfolio projects to give students an 

opportunity to think critically and reflectively about their educational progress and their 

developing teaching skills.  Kerchner (1997) incorporated portfolios in an undergraduate 

choral methods course because she felt portfolios were a way to encourage the students to 

set goals, have ownership of their learning, and think reflectively.  The portfolios 

included a goals statement, video portfolios, reflections of teaching observations, 

reflections of own teaching, rehearsal plans and scripts, and collection of information 

related to students’ personal goals.  Kerchner (1997) reported the students in the class 

took pride in their work and were eager to learn more about themselves as prospective 

teachers and musicians through their portfolios.  Music teacher educators who value 

student learning through portfolios often research how to improve the portfolio process 

for students.  To learn how the implementation of a new authentic assessment tool would 

affect students in a Master of Arts in Teaching program, Silveira, Beauregard, and Bull 

(2017) collaborated on a project to improve the portfolio program at their institution.  The 

authors called the new portfolio a “processfolio” (p. 2), which was a tool for documenting 

learning and the students’ development throughout the degree program.  Silveira, 
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Beauregard, and Bull (2017) found students could focus on their growth as reflective 

thinkers and practitioners by creating the processfolio and concluded students effectively 

used the portfolio as a reflective tool to demonstrate synthesis of multiple facets of the 

degree program.   

 Music teacher educators often utilize case studies to promote critical and 

reflective thinking in teacher education programs.  By reading educational case studies, 

preservice music teachers reflect on teaching situations and think critically on the 

teaching scenarios presented in the studies.  In addition to supplying their students with 

case studies to read, music teacher educators could incorporate video-cases as a platform 

for preservice teachers’ analysis of examples of teacher effectiveness (West, 2012). 

 Teaching videos can also be a vehicle for self-assessment and reflection. To learn 

how video reflection influenced students in peer- and field-teaching situations, Powell 

(2016) investigated the concerns of 19 preservice music teachers before and after viewing 

videos of their teaching.  The participants wrote reflections immediately after a teaching 

experience, and then wrote reflections after viewing a video of the same teaching 

experience.  The participants wrote 65% more in the video reflections than in the initial 

reflections.  Therefore Powell (2016), who served as both instructor of the preservice 

music teachers and researcher, concluded the videos enhanced the quality of the written 

reflections. 

 Preservice teachers have limited experiences upon which to reflect.  To explore 

the potentiality of reflecting on practice with experienced teachers, Stegman (2007) 

encouraged the reflective dialogue between six pairings of student teachers and their 

cooperating teachers.  During eight reflective dialogue sessions, the student teachers were 
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asked to identify and discuss successes and problems.  All six student teachers reported 

having a positive experience reflecting on practice with their cooperating teacher, stating 

the cooperating provided guidance for their reflection.   

 To conclude, researchers have documented how teachers incorporate reflective 

strategies as part of their teaching.  The following chart illustrates two main strategies of 

reflection: verbal and written.  Discussions, using carefully worded prompts and 

questions, as well as goal setting, are types of verbal reflective strategies.  Goal setting, 

journaling, and portfolios are examples of types of written reflective strategies.    

Reflection 

 

Verbal                             Written 

 

Discussions                      Goal setting     Journaling    Portfolios 

Figure 2: Types of reflective strategies 

I thoughtfully considered findings from existing research on reflective strategies 

in general education.  Ms. Pinto sighed deeply as she wondered how she would begin to 

incorporate reflective strategies as part of her teaching.  She thought, ÒHow do I balance 

the amount of time my typical music class activities take with time to allow my students to 

reflect on their learning? Which reflective strategies work best with elementary-aged 

children?  Which reflective strategies should I attempt to incorporate?  How could I 

include my colleagues, my fellow elementary general music teachers in my school 

district?Ó Mrs. Pinto, wondered how she would document whether incorporating 

reflective strategies with her students would be effective.  As researcher, I was interested 
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in learning more about reflection in music education.  Additionally, as I was concurrently 

serving as Curriculum Chair for Pennsylvania Music Educators Association, I could not 

ignore my interest in professional development needs for music teachers.  Ms. Pinto 

thought about her own experiences engaging in professional development, and wondered 

how her colleagues felt about their professional development.  As I continued reading 

research publications, I found myself drawn to studies in which researchers asked 

questions similar to Ms. Pinto.  All studies had shaped my understanding of reflective 

strategies. I began to define reflection as the act of examining experiences, evaluating the 

outcomes based on said experiences, and making decisions about how to move forward.  

With that definition in mind, a few researchers and their studies from the review of the 

literature served to greatly influence me as I considered options for my study design. 
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CHAPTER TWO 

RELATED RESEARCH 

 Scholars and teacher researchers have had much to say about reflection and how 

reflection can be incorporated into education.  Scholars and educational researchers have 

studied and published numerous essays and studies about the role of reflection for 

students, pre-service and in-service teachers, and other professionals.  Additionally, 

educational researchers have published many articles about professional development for 

teachers at all stages of their careers, from novice and developing teachers through 

veteran teachers.  Because I was interested in learning about reflective strategies with 

elementary general music teachers in my own school district, I focused on existing 

research involving students in elementary school, music teachers engaging in self-

reflection, and collaborative professional development with music teachers.  In this 

chapter I describe research that influenced my decisions for study design and sampling 

for the study, research that influenced how I crafted reflective strategies that I offered to 

the teacher participants for the study, and research that influenced how I structured the 

teacher collaboration group (TCG) as a collaborative professional development 

opportunity. 

Stanley:  A Social Constructivist Inquiry 

 Stanley was interested in learning how teachers who collaborate learn from one 

another, and how teachers who collaborate establish a sense of community.  Therefore, 

Stanley organized a collaborative teacher study group (CTSG) and studied the group, 

acting as both a member of the CTSG and a researcher.  The purpose of her social 

constructivist inquiry was “to examine the experiences of three elementary music 
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teachers, and me, the researcher, involved in a collaborative teacher study group (CTSG) 

designed specifically to focus on student collaboration in elementary music classrooms” 

(Stanley, 2012, p. 56).  Stanley’s research questions focused on the teachers’ experiences 

in the CTSG, how collaboration changed the teachers’ educational practices, and what the 

music teachers learned about collaboration.  Stanley was interested in how the 

participants perceived collaboration and how the participants developed their perceptions 

as a result of their group meetings. 

 The author asked three teachers that were interested in collaboration to participate 

in the CTSG.  Even though the participants were elementary general music teachers, they 

all had diverse educational backgrounds, with certifications in Orff-Schulwerk, graduate 

work with an emphasis in Kodály, and experience with Music Learning Theory.  The 

teachers’ years of experience ranged from three to thirteen years.  Stanley also had seven 

years of experience teaching elementary general music, and at the time of publication was 

an assistant professor of music education.   

 The CTSG met once per week for seven weeks.  Each meeting lasted about two 

hours.  The teachers took turns hosting the meetings in their homes.  Each week one of 

the teachers would bring video recordings from her classroom.  The teachers would 

watch the videos together and discuss any evidence of student collaboration in the video 

recordings.  Stanley recorded each meeting and transcribed each recording, which 

became one of her sources of data.  Another source of data were participant interviews.  

Stanley used the first interview to learn what the participants thought about collaboration, 

both for teachers and students, and professional development.  Stanley conducted the 

second interviews after the fourth CTSG meeting with the purpose of learning what the 
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teachers thought about their participation in the CTSG and whether or not the CTSG had 

any bearing on their teaching practices.   

 Stanley studied the data to discover how the group formed their views on 

collaboration.  Throughout the process Stanley shared her analysis with the group, and 

together they concluded that learning about collaboration had been a collective effort.  

Regarding her research questions, Stanley found evidence in the data for how 

collaboration changed how the participants taught.  One of the participants credited the 

CTSG with helping her realize students can collaborate in music class in different ways.  

Another participant noted how she became more reflective because of watching her 

teaching on video at the CTSG meetings.  The same participant also stated how she 

expanded her knowledge of student collaboration by participating in the CTSG.  The 

third participant also noted how she expanded her knowledge of collaboration, and 

remarked that she found the meetings to be a refreshing form of professional 

development.   

 Stanley listed some of the positive and negative aspects of the CTSG.  One of the 

positive aspects was how the teachers felt professionally fulfilled from participating in 

the CTSG.  The teachers enjoyed constructing knowledge and learning together rather 

than an outsider providing new information.  The teachers stated they enjoyed learning 

from one another, and learning about their own teaching from the meetings.  Another 

positive aspect of the CTSG was the use of video recordings.  By watching the videos, 

the teachers could empathize with each other, and had an actual visual representation of a 

live teaching situation, which made it easier for the teachers to provide feedback for one 

another.  The author listed the meeting protocol as a third positive aspect of the CTSG.  
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The teachers stipulated in the protocol that they were to watch each video example and 

describe what they see, without any introduction from the teacher who was teaching in 

the video.  The teachers stated they were able to generate more constructive 

conversations about the videos this way, rather than if the teacher gave any preparatory 

remarks about the video.  Stanley listed two negative aspects of the CTSG.  First, the 

teachers never discussed content or pedagogy in the meetings, and the author remarked 

the CTSG might have been even more successful had the group discussed musical 

content.  Second, the CTSG participants never encountered conflict or disagreements, 

which might at first, seem more like a positive rather than a negative aspect. Stanley 

pointed out that the members purposefully avoided some topics, striving to avoid or cause 

any rift or conflict.  The members played it safe, so to speak. 

 Stanley concluded her article with some recommendations for future research.  

She suggested more research should be done on best practices for structuring 

collaborative opportunities for professional development.  She also mentioned that 

further study is warranted on student collaboration in music education.  

 Stanley’s decision to focus on a CTSG influenced my decision to design a case 

study with a teacher collaboration group as the case.  Her research question on how 

collaboration changed the teachers’ educational practices influenced my decision to 

include research questions on what teachers noticed about their teaching while engaging 

in reflective strategy.  Like Stanley, I was interested in learning how reflection could 

change aspects of a teacher’s instructional practices.  Unlike Stanley, I did not call myself 

a ‘member’ of the TCG.  Stanley’s work did influence my decision to embrace multiple 

roles, however ‘member’ was not one of the roles I chose.  Stanley’s decision to include 
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video recordings and the positive outcomes she reported on the use of video recordings 

influenced my decision to ask teachers in the TCG to provide video recorded examples of 

their teaching for the TCG meetings. 

Sindberg: A Collective Case Study 

 Educational researchers have documented the benefits of participating in 

professional learning communities (PLC) as a form of professional development.  

Teachers in a PLC work together toward a common educational goal, such as learning 

best practices for improving student literacy.  Sindberg was interested in learning about 

the potential impact of a PLC consisting of music educators; specifically music educators 

who were interested in learning how to include Comprehensive Musicianship through 

Performance (CMP) in their classrooms.  The purpose of her research was “to examine 

the ways in which a PLC of music teachers sustained growth as they sought to 

incorporate CMP in their teaching practices” (Sindberg, 2016, p. 204).  Her main 

research question related to how the music educators sustain, challenge and improve 

practice by participating in a PLC, and her sub-questions focused upon the teacher 

relationships within the PLC, teacher collaboration as a means of alleviating any 

emotional distress of trying to incorporate CMP, and how the curricular framework of 

CMP enlightens the development of music teachers. 

 Seven music educators teaching in the same school district participated in the 

PLC.  Sindberg served as researcher and facilitator of the group.  The author selected the 

participants using purposeful sampling techniques—each music educator worked in the 

same school district and had expressed interest in CMP.  Three of the music teachers 
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taught choir, three taught band, and one teacher taught orchestra, and their years of 

teaching experience ranged from three to 26 years.  

 Sindberg collected various forms of data over a two-year period, including field 

notes, audio recordings of PLC meetings and interviews, video recordings of classes, 

surveys, observations, and other artifacts.  She transcribed all audio recordings for data 

analysis.  The PLC met as a group ten times during the two-year period.  Sindberg 

interviewed each teacher once, and also visited each teacher’s classroom to observe.  

Sindberg identified four themes from the data, which were the teachers’ processes of 

including CMP, culture of collaboration, the teachers’ emotions as related to their work, 

and teacher knowledge or change.  She illustrated the themes using the following figure:  

 
 
Figure 3: Display of themes and their interrelatedness.  From “Elements of a successful 

professional learning community for music teachers using Comprehensive Musicianship 

Through Performance” by L. K. Sindberg, 2016, Journal of Research in Music 

Education, 64(2), p. 207.  

 The teachers worked individually and collectively to learn about and how to 

implement CMP.  The teachers learned about the CMP model, made connections to the 

model and their current teaching practices, designed lesson plans, and collaborated on 

how to integrate their new ideas.  Toward the end of the first year, the teachers shared 
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video recorded examples of CMP in their classrooms.  Initially the teachers were 

apprehensive about sharing videos of their teaching, but agreed to share as a means for 

holding each other accountable. 

 Sindberg took note of how easily the teachers interacted with one another.  It was 

clear to the author that the teachers were comfortable with one another, which the 

teachers demonstrated by sharing snacks during the meetings and switching from light-

hearted conversation to more focused discussions.  The group members reported one of 

the benefits of participating in the PLC was having the opportunity to discuss music and 

pedagogy with other music educators.  One of the teachers considered the PLC work to 

be “the most significant professional development of her teaching career” (p. 210) 

because she felt their work directly related to her teaching.   

 Sindberg kept track of the teachers’ emotions while they were participating in the 

PLC.  The teachers expressed different feelings, such as frustration and fear, as they were 

struggling with how to implement CMP into their current teaching practices.  The 

teachers also expressed guilt when they thought they were not doing enough work toward 

implementation, and joy when the fruits of their labor were realized.  At times, teachers 

remarked they felt overwhelmed with how to change their current teaching practices, and 

others stated they were worried because they could not predict the outcomes of their new 

teaching approaches.   

 The teachers had an opportunity to expand their current knowledge while 

participating in the PLC.  As the teachers learned from one another, they were able to 

document how their teaching changed.  Some of the teachers within the PLC remarked on 

their desire to learn, and wanted to continue meeting after the two-year period ended.  In 
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fact, the response from the teachers toward the PLC was so positive that they did 

continue meeting, and three more music teachers joined the group.   

 The author reflected on how the teachers grew as educators together because they 

participated in a PLC.  The teachers shared ideas, helped one another solve pedagogical 

problems, expanded their current knowledge, and developed a strong sense of 

collegiality.  Sindberg stated that even though findings from this study may not be 

generalizable, there is no mistaking the positive outcomes the teachers experienced 

because they worked as a group.  She also suggested time should be allocated for 

collaborative professional development for music educators and PLC’s should be 

supported by school district administrative personnel.   

 Sindberg’s studying a PLC consisting of teachers focused on implementing CMP 

influenced my decisions to create a teacher collaborative group (TCG) focused on 

incorporating reflective strategies.  Sindberg used purposeful sampling techniques when 

selecting her participants, which influenced my decision about inviting participants for 

the TCG.  Sindberg’s decision to act as both researcher and facilitator influenced my 

decision to embrace the roles of researcher, facilitator, and colleague.  I began to consider 

inviting teachers from the same school district in which I was teaching.  Unlike Sindberg, 

I chose to forgo a condition that colleagues I would purposefully invite needed to have 

had previous experience incorporating or expression of desire to incorporate reflective 

strategies into their elementary general music classroom.  Further, Sindberg collected 

data through field notes, audio recordings, video recordings, surveys, observations, and 

other artifacts, which influenced my decisions for types of data to include. 
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Desautel:  An Action Research Study 

 After completing his first year of teaching, Desautel reflected on how he believed 

he did not do enough to make learning processes clear to his students.  He reflected on 

how, as a young teacher, he readily and easily engaged in self-reflective activities, and 

realized he did not encourage those same opportunities for self-reflective thinking with 

his students.  Through his own observations he learned how some of his students, 

including his higher-achieving students, had difficulty being able to describe their own 

learning process.  His students could not articulate how they learned, and Desautel 

realized that these students also were not adept at self-assessment, helping others, or 

narrative writing.  The purpose of his qualitative narrative study was “to explore what 

practices lead to successful self-reflection and promote metacognitive development in 

young learners” (Desautel, 2009, p. 1998-1999); specifically, with his own second-grade 

students.  He conducted this study with his own students, making this an action-research 

study.   

 This study took place at public elementary school in Queens, New York during 

the 2005-2006 school year.  Approximately 350 students in grades kindergarten through 

second attended this school.  Before 2003, the school adopted a new instructional 

methodology and literacy curriculum.  After employing aspects of the strategies such as 

explicit strategy instruction and small-group work, the author noticed how some of his 

students were struggling with the strategies, which led the author to believe his students 

were not engaged with their learning process.  Desautel believed once his students saw 

themselves as learners they would be more invested in their own learning.   
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 Desautel divided his instruction for the study into two units.  During the first unit, 

he focused on student self-reflection and student conversations so he could help the 

students develop their capabilities to engage in meaningful conversations about their 

learning.  He encouraged the students to look inward, using the analogy of a mirror, and 

gave the students prompts to describe how they were thinking while completing a task.  

During the second unit, Desautel had the students focus on goals and gave the students 

goal-setting worksheets to keep track of their weekly learning goals.  The author 

developed the students’ goal-setting skills over the course of six lessons, starting with 

class discussion on how to formulate goals and progressing toward creating specific 

goals.   

 While the students were engaged in the two units of instruction, Desautel focused 

on three students for his research.  He selected one student who made frequent verbal 

contributions to class, another student who was quiet and rarely made verbal 

contributions, and a third student with both high oral and written skills but who tended to 

rush through activities without thinking.   

 As a pre-test, the author administered a version of the Schmitt MSI test, which is 

designed to assess students’ metacognitive abilities by asking questions about reading 

comprehension strategies.  The first child scored well, indicating to the author that the 

student’s metacognition was developing with the aid of reading strategies.  The second 

child did not score well, which was inconsistent with her classroom performance.  The 

third child scored well, as the author had predicted.  

 Throughout the author’s data collection period, he closely monitored the three 

students.  He took anecdotal data on how the students’ oral abilities progressed when 
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discussing literature during class.  He noticed the students’ metacognitive abilities were 

connected with their literary preferences.  That is, he noticed that, if the students were 

interested in the content or could relate to a character, they were more likely to engage in 

conversations about the literature.   

 Regarding the students’ written self-reflections, the author was pleased with how 

the students’ writing progressed.  At the start of his research, the author included lessons 

goals, the writing process, and using descriptive language.  At first, two out of the three 

targeted students produced writing that lacked detail.  Over time, the author noticed how 

the students’ abilities developed, which led him to believe the students’ overall had 

heightened their own sense of awareness.  In a similar vein, the author was pleased with 

students’ progress with their goal setting.  Over time, the students’ used more descriptive 

terms when defining their weekly goals, and were excited to share their progress with the 

class.   

 At the conclusion of his action research inquiry, the author shared two themes that 

emerged from his data.  First, he concluded a student’s metacognitive development does 

not depend on oral language ability, but a student who has a strong vocabulary can better 

articulate and describe her learning process.  The author had an idea for further research 

which he thought related to his first theme, which was students who had trouble 

describing the mental steps they took to solve a task might be able to assist or lead 

another student through the same task with ease.  For his second theme, author described 

how metacognition could be both an intra- and interpersonal for some students.  His 

example was the goal setting lesson, and how his students were even more engaged with 

their goal setting because it was a class effort.  Originally the class goals related to 
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literacy tasks, but since the students were so enthusiastic about creating and meeting their 

learning goals, they created goals for other subjects.  The author then suggested the idea 

of making a connection between academic metacognition and social metacognition for 

future research.   

 I included this study with my related research because the author stressed the 

importance of self-reflection for elementary aged students.  When I began researching 

extent literature, I found few studies on reflection with young elementary aged students.  

Because Desautel taught students in second grade, and conducted research with his own 

students, he influenced my decision to focus upon elementary general music teachers and 

how they incorporated reflective strategies with their own students.  The author detailed 

how his students actively engaged with self-reflective activities, like goal setting, and 

described how self-reflective activities had a positive impact on his students.  Desautel’s 

findings influenced my decision to create reflective strategies to include goal setting.  

Additionally, Desautel acted in the dual role as researcher and teacher, which influenced 

my decision to embrace the multiple roles of researcher, facilitator and colleague.   

Reynolds & Beitler:  A Teacher Inquiry 

 In 2002, Beitler, a music educator, attended a session on reflective practice 

presented by Reynolds, a music teacher educator.  At the time, Beitler was serving on the 

research committee for the Pennsylvania Music Educators Association (PMEA).  In the 

spring of 2003, PMEA sponsored a research initiative for partnerships between music 

educators and music teacher educators.  After attending the session on reflective practice, 

Beitler invited Reynolds to collaborate on a research project.  They mutually decided on a 

qualitative approach to teacher inquiry, the purpose of which to “examine a middle 
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school instrumental music teacher’s reflective practice techniques” (Reynolds & Beitler, 

2007, p. 57).  Through their research, the authors focused upon learning both the benefits 

and the challenges of reflective practice techniques.   

 Phase I of the study took place from September 2003 until April 2004.  During 

that time, Beitler asked her students in sixth grade band to respond to a reflective prompt.  

The students, who met for group lessons and band class, responded to the prompt in 

writing.  She designed the reflective prompt based on the learning objectives for the 

students’ group lessons.  Beitler read the students’ responses and added her own 

comments in response to her students’.  Beitler kept a professional journal during Phase I, 

and each week studied her journal entries alongside her students’ responses.  Phase II 

took place in the summer of 2004, over winter break 2004-2005, and early summer 2005.  

During Phase II, Beitler and Reynolds collaborated on how to describe the benefits and 

challenges of incorporating the reflective practice techniques.  Using her professional 

journal, the students’ reflective responses, and her lesson plans, Beitler reflected upon the 

entire experience and how the students’ reflections, as well as her own reflections, 

influenced her decisions regarding her teaching and student assessment.   

 Together, Reynolds and Beitler decided upon key ideas relating to the challenges 

and benefits of the reflective techniques.  During Phase I, the authors reported challenges 

regarding time for implementation, outside interruptions, and creating stimulating 

reflective questions.  Beitler doubted her decision on scheduling time for the students to 

write because she would have to alter her teaching to leave time for reflection.  She also 

questioned whether or not she would have time for her own reflections.  Outside 

interruptions resulted in Beitler having to adjust her teaching schedule, oftentimes 
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resulting in less instructional time and making it difficult to schedule time for reflection.  

During Phase I, the authors reported benefits including insight to how the students are 

feeling, insight on the students’ level of understanding of content and writing abilities, 

and awareness of students’ perceptions through the interactive component of the 

students’ reflective responses.  Beitler noticed how the students used their journals as an 

outlet for expressing their emotions, and Beitler did the same with her own journal when 

she recorded her frustrations or feelings of pride.  By reading the students’ responses, 

Beitler learned about the students’ level of understanding and was thereby able to design 

future instruction based on the students’ academic needs.   

 For Phase II, the authors included time and analysis as challenges.  Beitler 

initially was overwhelmed by the data, which consisted of student artifacts and her own 

journal entries.  Regarding time, both researchers reported having trouble scheduling time 

to collaborate.  The authors discussed the benefits of Phase II, which included 

collaboration as a form of professional development, opportunity for students to write 

using appropriate musical terminology, using reflection to guide instruction and question 

assumptions, and using a journal for documentation as well as expression.  By 

implementing reflective practices, Beitler learned about her students’ learning 

preferences, areas in which her students struggled (or did not struggle), and based on 

what she learned, modified her instruction accordingly.   

 Reynolds and Beitler made suggestions for music educators who are thinking 

about including reflection.  They suggested music educators adopt a flexible approach 

when introducing reflective practice, meaning include the opportunity for reflection when 

appropriate and beneficial for students.  Reflective practices should not be seen as a chore 
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or as an excuse to stop making music.  The authors further suggest finding a partner with 

whom to collaborate, which could alleviate feelings of isolation, since music educators 

often are the only music educators in their school.  In closing, the authors recommend 

reflection as a way to process information, both for students and educators.   

 The findings from this study heavily influenced my decisions when designing my 

study for a few reasons.  First, like Reynolds and Beitler, I was interested in learning 

what music teachers articulate as the benefits and challenges for incorporating reflective 

strategies.  Reynolds and Beitler included journaling as a strategy, which influenced my 

decision to ask the teachers in the TCG to record their reflections in a journal, as well as 

my decision to include reflective journaling as one of the reflective strategies I offered to 

the TCG to incorporate with their students.  Second, Reynolds’ and Beitler’s study 

centered on the collaboration between a music teacher and a music teacher educator, 

which influenced my decision to act as a non-participant in the TCG.  I embraced the 

roles of researcher, facilitator, and colleague, but I determined collecting data on 

incorporating reflective strategies with my own students inappropriate for dissertation 

research.  Instead, like Reynolds, I was interested in ways I could serve as a facilitator for 

the teachers during interactions.  Reynolds’ and Beitler’s research informed ways that I 

could document my journey as a researcher and facilitator, as well as what to consider 

while working with the teachers and what they noticed about their students while 

engaging in reflective strategies.  

Delaney:  A Qualitative Study 

 Delaney likened teaching to an art form, or craft, and discussed how music 

teachers develop their teaching craft much like how they develop their musicianship: as a 
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practice.  Delaney noted that teachers improve their practice by reflecting on their 

experiences, and attempting to reframe situations and find a solution.  In 2004 Diane 

Delaney conducted a qualitative study with four elementary general music teachers.  The 

purpose of Delaney’s research was to “identify and study the content of selected 

elementary general music teachers’ evaluations of their own instruction and the 

instruction of another elementary general music teacher” (Delaney, 2011, p. 42).  The 

four teachers’ years of experience ranged from one to 19 years.   

 Delaney interviewed each participant four times. During the interviews, each 

participant viewed three videotaped examples of her teaching, followed by a videotaped 

example of another music teacher.  Delaney encouraged the teachers to stop the video 

recordings so they could comment on what they noticed about what happened in the 

video, what the teacher thought was successful about the instruction in the video, and 

what could have made the lesson better.  During the final interview, Delaney asked the 

teachers open-ended questions to learn how the teachers felt about watching the video 

recordings, to learn what the teachers say they learned from watching the video 

recordings, if the teachers found videotaping their teaching to be valuable, and what ideas 

and techniques the teachers might use for evaluating their own teaching.   

 Delaney used the transcriptions of the interview as sources for data.  She then 

analyzed the data in three stages, starting with editing the data, followed by coding the 

data, and ending by comparing the data among the teacher participants.  Delaney’s first 

research question focused on the music teachers’ content and teaching techniques 

demonstrated in their videotaped examples, and how the teachers assessed their own 

teaching.  When analyzing the data, Delaney discovered several themes, and categorized 
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her discussion points by theme when answering the first research question.  The first 

category related to the physical classroom.  While watching the videos, the teachers 

commented on the teaching space and available classroom equipment.  The teachers 

mentioned how the space and the resources are main factors when planning a lesson.  The 

second category related to singing.  Each teacher included singing activities in their video 

taped lessons, and the teachers made mention of utilizing a music series book.  Delaney’s 

third category was rhythm.  All of the participants included rhythmic activities, such as 

decoding rhythms, emphasizing the steady beat, or using words or text to teach rhythmic 

patterns.  The author’s next category was listening, since some type of listening activity 

was part of each videotaped lesson.  After listening, the author discussed examples of 

movement, which was the next category.  The music teachers either included movement 

activities in their video taped examples, or commented on how the students naturally 

included their own movements while making music.  When it came to teaching 

techniques and managing student behavior, Delaney’s sixth category, the teachers 

mentioned how they included opportunities for students to make learning choices during 

the video taped example, and they discussed how they created classroom routines for 

distributing materials as a means of effective classroom management.  The author’s final 

category was assessment, and each teacher discussed informal and formal assessment 

strategies that they employed during the lesson.   

 The author’s second research question centered on the music teacher’s thoughts 

about the video taped example taught by another teacher.  Each teacher participant 

evaluated the effectiveness of the teaching, and Delaney categorized the participant 

responses by facilities, activities, teacher personality and instructional design, and 
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impressions of Music Learning Theory (p. 42).  The teacher participants noted how the 

teacher integrated opportunities for individual singing, included an active game toward 

the beginning of class, maintained discipline, and had a pleasant demeanor.  The teachers 

criticized the teacher-centered aspect of the lesson, and thought the opening song should 

have been sung with text rather than tune only.   

 Delaney’s final research question centered on if the teachers noted any benefit 

from watching their own teaching videos as well as watching a video from another 

teacher.  Delaney wanted to learn if the teachers thought of making any changes to their 

evaluative process based on their participation in this study.  When giving their final 

interview, the teacher participants commented that they felt their participation in the 

study was beneficial.  They enjoyed having the opportunity to evaluate their own 

teaching by watching the video taped examples, and expressed how they would not 

necessarily have had the time to engage in this type of evaluation on their own.  By 

watching the videos, the teachers mentioned how they were able to hone in on the 

students behavior more so than while they were actually teaching.  The teachers also 

mentioned how watching the video taped examples, perhaps with their colleagues, would 

be a beneficial form of professional development.   

 Delaney concluded her article by saying “music educators . . . should have 

opportunities to discuss effective elementary general music and reflect on teaching 

practice” (Delaney, 2011, p. 48).  Her thoughts on the importance of music teachers 

having the opportunity to discuss and reflect together influenced my decision to include a 

collaboration group as the case for the research.  Delaney’s work on music teachers’ self-

reflection influenced my decision to ask teachers in the TCG to describe what they 
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noticed about their own teaching.  Unlike the purpose of teachers’ interactions in 

Delaney’s study, teachers within a collaboration group would meet together over time. I 

decided to avoid focusing on evaluating pedagogy or individual instructional practices as 

part of the work of the TCG.   

Tanner & Jones:  A Study on Video-stimulated Reflection 

 Tanner and Jones were working at the Swansea Institute of Higher Education in 

the United Kingdom.  At the time of publication, researchers were interested in how 

information and communications technology, or ICT, impacted learning in the classroom.  

An interactive whiteboard is an example of ICT.  The authors made mention of a project 

called The Interactive Teaching and ICT Project, and the aims of the project were 

research effective teaching with and without the use of ICT.  The project included the 

students’ perspective by using video-stimulated reflective dialogue (VSRD).  Tanner & 

Jones wanted to learn how effective VSRD could be as a research tool, therefore the 

purpose of their research was “to examine the efficacy of VSRD as a research tool to 

stimulate children to reflect on their own learning and expose their perceptions of 

teaching episodes” (Tanner & Jones, 2007, p. 322).  Further, the authors sought to 

examine “the extent to which children are able to identify those pedagogies that are most 

effective in helping them to learn.  In particular . . . children’s perceptions about 

pedagogies associated with interactivity and the use of ICT” (Tanner & Jones, 2007, p. 

322).   

 According to Tanner & Jones, toward the late 1990’s there was a movement in 

education in England pushing teachers toward a move interactive classroom.  Teachers 

used interactive whiteboards as a motivational tool for students to stimulate their active 
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participation.  At times, teachers still favored a teacher-centered approach, even when 

using the interactive whiteboards.  Tanner & Jones mentioned that merely introducing the 

technology did not change how people were teaching.   

 The authors were interested in learning how different pedagogies affect 

metacognition.  One of reasons the authors were interested in learning more about VSRD 

was because of the potential for students to have a heightened awareness of self by 

participating in VSRD, which could help children with their metacognitive development.  

So the authors designed a quasi-experimental study, using control and intervention 

groups, so they could explore students’ metacognition with and without the aid of ICT. 

The setting for the research was south and west Wales, with 32 teachers participating 

from 18 different schools.  The teachers worked together in pairs to plan their teaching.  

During phase one, which took place during the 2005-2006 school year, one of the 

teachers within the pairing used ICT, and the other teacher did not use ICT.  At the end of 

phase one, the teachers met with researchers to discuss how they incorporated ICT, which 

helped everyone to plan for phase two.  During phase two, both teachers employed ICT.   

 While the teachers were teaching, one of the researchers took analytical notes 

while the other research video recorded the class.  Later, the teachers watched the videos 

and selected clips which they felt best exemplified aspects of their teaching and how they 

incorporated ICT.  Next, the researcher met with the teacher and they both watched the 

selected video clips while engaging in a reflective dialogue.  The researcher recorded the 

dialogue and analyzed it.  After meeting with the teacher, the researcher met with a focus 

group of children, and together they watched the selected video clips.  The children were 
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invited to comment on the videos, particularly on what parts of the teaching helped them 

learn the best.  The researcher asked any follow-up questions as needed.   

 After studying the students’ comments, the researchers determined several key 

themes.  The first related to the children’s favored teaching and learning activities.  The 

students preferred oral work to written work, and enjoyed bright displays or animation on 

the whiteboards.  The students also mentioned they enjoyed group work, since other 

students often challenged answers, which encouraged the students to think about how 

they solved problems.  The second theme related to whether or not the students thought 

the activities were fun.  The students often said new activities and games with a 

competitive atmosphere were fun.  The authors next theme pertained specifically to the 

use of the interactive whiteboards.  The students favored the interactive whiteboards 

because the interactive whiteboards were considered to be new technology, which 

motivated the students.  The authors’ next theme related to feedback.  The students stated 

they enjoyed feedback from their peers, and they enjoyed working together either with a 

partner or in small groups.  The authors wrote about student use of the interactive 

whiteboard as the following theme.  Most of the students mentioned in their focus group 

that they did not mind coming to the front of the room to use the whiteboard; however 

some students mentioned their apprehension at making a mistake in front of the class.   

 When it came to discussing students’ metacognition, the authors identified some 

other key themes, which they deduced from the analyzing the students’ comments.  

While watching the video the students commented on the events of the lesson, and even 

raised their hands as if to answer questions.  Some students were able to describe how 
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they learned something.  Most students commented on which learning activities they 

enjoyed the best, and which activities helped them learn.   

 Tanner and Jones concluded that children can offer insights as to how they learn, 

and the interactions between the students and the teacher are one of the most significant 

issues regarding student learning.  The authors also concluded that researchers could use 

VSRD to effectively determine students’ understanding of their own metacognition, and 

through VSRD, children can offer insights about their own metacognition.  The authors 

stated that even young children are aware of their metacognitive abilities, and even more 

so if the children are in an educational environment with opportunities for discussion, 

reflection, and high levels of student engagement.   

 I included the study by Tanner and Jones because their work with video-

stimulated reflective dialogue influenced my decision to design a reflective strategy 

incorporating students’ video recorded performances as a stimulus for reflective thinking. 

Additionally, Tanner and Jones’ work with children influenced my decision to instruct 

the teachers in the TCG to select a fourth grade class as their focus for incorporating 

reflective strategies.  Tanner and Jones’ concluded that children can offer insights as to 

how they learn, suggesting to me students in elementary school are able to articulate how 

they learn, which further supported my decision to focus on reflective strategies with 

students in elementary school rather than students in middle school or high school.   

Summary 

 The studies included in my related research influenced my decisions regarding the 

study because the findings, study designs, and research questions included within the 

studies supported my interest in learning how elementary general music teachers 
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incorporated reflective strategies, how music teachers’ self reflections can promote 

teacher change and teacher learning, and how collaborative professional development, 

like what Sindberg and Stanley described, can be a viable form of professional 

development for elementary general music teachers.  The types of reflective strategies 

listed by the researchers in my related research influenced my decisions for what types of 

reflective strategies to offer the teachers in the TCG.  The structures of the CTSG, by 

Stanley and the PLC by Sindberg, influenced my decisions as to how to structure the 

TCG as a collaborative group of elementary general music teachers from the same school 

district.  Both Stanley and Sindberg scheduled regular meetings with their groups of 

teachers, and encouraged accountability by clearly addressing the teachers’ 

responsibilities for participating in the group.  The way Stanley and Sindberg organized 

their teacher groups influenced my decisions as I considered the responsibilities I asked 

of the teachers in the TCG.  However, none of the researchers developed an instrumental 

case study in which a teacher collaboration group, ‘the case,’ focused on reflective 

strategies.  Additionally, Sindberg, Stanley, and Desautel assumed dual roles of 

researcher and facilitator, but none had been participants’ colleague from the same school 

district.  

 Since I was interested in learning about reflective strategies in my own classroom, 

the aforementioned studies in my related research influenced my decisions to design a 

study with a teacher collaboration group consisting of elementary general music teachers 

focused on reflective strategies.  I decided to act as researcher, facilitator of the group, 

and colleague to learn the benefits and challenges of elementary general music teachers 

incorporating reflective strategies with students in fourth grade.  My decision to create 
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four reflective strategies, including opportunities for both written and verbal reflection, 

was influenced by ideas presented by researchers as outlined in my related research.   

 I had dug deeply into articles in which researchers focused upon reflective 

strategies in young learners, and had formulated the approach to the research and the 

TCG.  Ms. Pinto used her newly acquired understanding of the research literature, and 

thoughts about participating in a TCG to imagine using reflective strategies with her 

elementary general music students.  She thought, ÒInstead of goal setting, what if I 

recorded my studentsÕ performances with an iPad, and then asked my students to watch 

their performances and reflect on what they noticed?  Or, perhaps I could engage my 

students in setting learning goals and allow my students time to periodically reflect on 

their goals?Ó  Ms. Pinto started realistically envisioning what reflective strategies could 

look like in her own elementary general music classroom.  Now I formally entered my 

third role: facilitator. Prior to this point, as Ms. Pinto and researcher, I had no reason to 

worry about what my colleagues thought regarding my research and choices I had been 

considering for them.  Now, as I considered colleagues as potential participants, I 

researched best practices for effective teacher collaboration groups.  I thoughtfully 

considered how to invite my colleagues to participate, how often we should meet, what 

types of evidence we should bring to our meetings, and what goals the group should 

embrace.  I also narrowed the number of reflective strategies to offer participants, and a 

way to guide teachers’ focus for their professional development. I was excited at the 

possibility of collaborating with my colleagues, and set about preparing to establish a 

professional development environment in which my colleagues would feel safe.   
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CHAPTER THREE 

METHODOLOGY 

Theoretical Lens 

 I chose professional development through collaboration as my theoretical lens to 

consider the participants’ perspective.  The participants in the study were teachers 

agreeing to participate, in part, because they perceived the opportunity to be relevant 

professional development.  I chose to focus on their points of view they shared as 

teachers participating in a teacher collaboration group.  Participants in the study focused 

both individually and collectively on reflective strategies.  By embracing professional 

development through collaboration as my lens, I sought to examine how a TCG could be 

beneficial for teachers, and maintain the participants’ perspective while analyzing the 

data.   

 Teachers experience professional learning through professional development 

opportunities such as workshops, study groups, mentoring opportunities, observing other 

classrooms, and through other informal means and formal professional development 

activities (Darling-Hammond, Wei, Andree, Richardson, & Orphanos, 2009).  Teachers 

and students benefit from professional learning if such learning is “sustained over time, 

focused on important content, and embedded in the work of professional learning 

communities that support ongoing improvements in teachers’ practice” (Darling-

Hammond et al., 2009, p. 7).  The most effective professional development opportunities 

are collaborative (Darling-Hammond et al., 2009).  Hammel (2007) stressed the inclusion 

of communication and collaboration when referring to successful professional 

development and stated that music educators may benefit from long-term activities 
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focused on their individual needs.  Music teachers surveyed on about the types of 

professional development opportunities they preferred reported valuing discussions with 

their colleagues as well as learning from their colleagues (Bush, 2007), thereby 

demonstrating preference for collaborative professional development.   

 Professional development opportunities like professional learning communities, 

knowledge communities, communities of practice, and teacher study groups allow 

teachers to communicate and collaborate.  Teachers who participate in such groups are 

usually driven by their own goals, committed to learning, and are open to working with 

other teachers to improve professionally (Stewart, 2014).  Further, teachers in 

collaboration groups can research instructional strategies, and discuss and evaluate such 

strategies with their colleagues in a safe and trusted environment (Darling-Hammond, 

1998). 

Description of Study 

 To gain a deeper understanding of the research problem (Creswell, 2008) I 

selected a qualitative approach for this study.  I was interested in learning how teachers 

use reflective strategies and what the teachers notice as a result of incorporating reflective 

strategies. I was also interested in learning what insights teachers gain from participating 

in a teacher collaboration group.   

 To learn how teachers incorporated reflective strategies, I selected an instrumental 

case study research design.  A case study “investigates a contemporary phenomenon (the 

“case”) in depth and within its real-world context” (Yin, 2014, p. 16).  Since I focused on 

a certain issue, reflective strategies, and used the case, or the TCG, to illustrate that issue, 

the TCG became the instrumental case (Stake, 1995).  The case was bound by interviews, 
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group meetings, and observations as well as setting, time, location, and shared teaching 

specializations of the teachers. 

 To include various perspectives on reflective strategies in elementary general 

music, I formed a teacher collaboration group (TCG) as part of this research.  The TCG 

was composed of two purposefully selected elementary general music teachers, who, 

with me, work in the same school district.  I selected the participants because their 

differences in years of experience and teaching would provide an information-rich 

sample for the study.  In addition to being their colleague, I facilitated the TCG.  As a 

result, I served three roles:  researcher, facilitator, and colleague.  I continued to be 

mindful of my experiences as practitioner—Ms. Pinto. 

Prior Approvals 

 I crafted a research proposal, using the Temple Institutional Review Board (TU 

IRB) protocol template as a guide.  I presented my research proposal to my dissertation 

committee on April 17, 2017.  After my presentation, my dissertation committee gave me 

suggestions for revisions to my original proposal.  After amending the proposal, I sent a 

copy to the superintendent of the Downingtown Area School District.  The 

superintendent was retiring in that summer, so he forwarded my proposal to the assistant 

superintendent.  The assistant superintendent granted access to four teachers in the 

Downingtown Area School District, as I requested in my original protocol.  The assistant 

superintendent sent me a letter of approval, which I then included with my proposal to 

TU IRB.  I received confirmation from TU IRB of receipt of my proposal on June 14, 

2017.  On July 5, 2017 I received an email from TU IRB, the purpose of which detailing 

modifications required by TU IRB for approval.  I made the necessary modifications to 
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the proposal and sent the newly revised proposal to TU IRB for approval.  I received 

confirmation from TU IRB of receipt of my proposal on August 8, 2017.  I received 

another request for modifications from TU IRB through email, which I received on 

August 21, 2017.  After revisions, I sent the updated proposal to TU IRB.  I received 

another email on August 21 from TU IRB confirming the receipt of the most recent 

proposal, and the next day, August 22, I received email confirmation from TU IRB 

approving my research proposal.  Finally, I emailed the potential participants an 

invitation to participate in the study.   

 When I decided to invite a fifth participant, Teacher E, I emailed a research 

proposal addendum to the assistant superintendent of the Downingtown Area School 

District on August 30, 2017. My request to access a fifth teacher was approved by the 

assistant superintendent.  I then emailed the fifth participant an invitation to participate in 

the study.   

Participants and Setting 

 After receiving the necessary approvals, of which I provided details in the next 

subsection, I initially invited four teachers to participate in a teacher collaboration group 

focusing on reflective strategies. Using maximum variation sampling (Patton, 2002), I 

purposefully selected the four teachers, who collectively represented over 30 years of 

teaching elementary general music.  Teacher A, a veteran teacher of more than 20 years, 

published composer, and an instrumentalist, was chosen because of her potential 

perspective as a seasoned teacher. Teacher B has been teaching fewer than 10 years as a 

general music teacher, and is an Orff specialist and a vocalist.  Teacher C has also been 

teaching elementary general music fewer than 10 years, with previous teaching 
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experiences in urban and suburban settings, and is a pianist. Teacher D has been teaching 

elementary general music for 15 years, and has demonstrated leadership within the music 

department. 

 Teacher A has been teaching elementary general music and chorus at her current 

school since 1997.  Prior to teaching elementary general music, Teacher A taught 

elementary orchestra for two years.  She has a Bachelor of Science degree in music 

education and master’s degrees in both piano performance and music theory and 

composition.  She has also taught at the collegiate level, with time spent teaching at a 

local community college as well as two other state universities.  In addition to teaching, 

Teacher A is a published composer of choral music, both sacred and secular. 

 Teacher B has been teaching elementary general music and chorus in the same 

district as Teacher A since 2013.  She earned her Bachelor’s degree in music education 

from James Madison University, followed by her master’s degree in music education 

with a concentration in Orff-Schulwerk from West Chester University.   

 Teacher C has been teaching elementary general music and chorus in District 

since 2015.  Prior to teaching at her current school, Teacher C taught music to students in 

grades Kindergarten through eighth grade for the Philadelphia Area School District, and 

then taught elementary general music for another three years in the Neshaminy School 

District.  Teacher C earned her Bachelor’s degree in music education from West Chester 

University, and her Master’s degree in Elementary Literacy and Reading from Walden 

University.   
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 Teacher D has been teaching at her current school since 2004.  She earned her 

Bachelor’s degree in music education from West Chester University, as well as her 

Master’s degree in music education with a concentration in Orff-Schulwerk.    

 I purposefully selected Teachers A, B, C, and D because of their commitment to 

teaching, learning, and curriculum and staff development.  Each teacher served at one 

time or another on a committee focused on updating the elementary general music 

curriculum.  Each teacher had led district-level staff meetings, demonstrating their natural 

leadership skills.  And each teacher demonstrated their desire to learn by continuing their 

education and attending district-level workshops.  At some points in their careers, each 

teacher held memberships in professional music educator organizations, and even led 

professional development sessions during district in-service days.  Because of their 

service to the music department and the school district, and evidence of their desire to 

learn, I selected Teachers A, B, C, and D to invite to participate in the study.   

 By email, just before the start of the 2017-2018 school year, I invited the four 

purposefully selected teachers to participate in the TCG focusing on reflective strategies.  

Teacher A and Teacher C quickly accepted my invitation without much hesitation.  

Teacher B and Teacher D declined my invitation.  I carefully considered what to do next.  

In my original research study design, I planned for four teachers to participate in the 

TSG.  After much deliberation, I decided to invite another colleague, Teacher E, to 

participate.  I purposefully selected Teacher E because of his commitment to teaching and 

learning. A veteran teacher, Teacher E worked continuously to improve his teaching craft 

by meeting with a district instructional coach to learn more about the best and most 

efficient ways to incorporate new technology in his teaching.  Teacher E regularly 
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mentors student teachers in his classroom, which demonstrates a passion and devotion for 

teaching.  Teacher E joined the district in 1989.  In addition to teaching elementary 

general music and chorus, Teacher E is an assistant marching band director for one of the 

high school marching bands in Downingtown, as position he has held since 1992.  He 

earned his Bachelors degree in Music Education from West Chester University, and his 

Masters degree in Educational Development and Strategies from Wilkes University.  He 

has certifications in both Kodály and Orff methodologies.  After inviting Teacher E over 

email, he accepted my invitation to participate in the study.   

 Once the three participants signed the consent forms, I invited each participant to 

create a pseudonym.  Teacher A became Violet Clark, Teacher C became Jane Smith, and 

Teacher E became Randy Johnson. 

My Roles 

 As researcher, I documented the experience.  I audio recorded each meeting, 

which I then transcribed.  I kept record of discussions, questions, wonderings, noticings, 

and reflections.  I analyzed the data, and revisited existing literature on reflective 

strategies, how to encourage reflective thinking among teachers and students, the purpose 

of reflection, and professional learning through collaboration.  I shared relevant findings 

from my research with the participants to offer additional perspective on reflection and 

education.  When crafting the meeting agendas, I thought about my research purpose and 

questions, and use them to guide my choice of agenda topics.  I shared my transcriptions 

with the participants for member checks and was transparent with them regarding my 

plan for disseminating my research. 
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 As facilitator, I created the structure for the meetings and ensured that the 

meetings were productive (Birchak et al, 1998) by steering discussions toward the topics 

on the agendas.  I carefully planned for each meeting by reviewing the transcripts and my 

observations from the previous meeting.  I revisited the literature and thought of ways to 

incorporate extent research into our discussions and I thoughtfully prepared questions 

designed to encourage the participants to talk about the reflective strategies and what they 

were noticing as a result of the reflective strategies, both for themselves as teachers and 

what they noticed about their students.  I strove to establish a sense of collegiality by 

allowing time for the participants to socialize with one another at the start of the 

meetings. I included time to discuss how the participants felt about their participation in 

the study, what they were learning, and their thoughts about collaborative professional 

development.  

 As colleague, I reminded the participants I was their equal.  During the meetings I 

shared my thoughts related to discussion topics when I thought it was appropriate, but not 

intrusively.  I communicated to the participants how I valued their expertise, their time, 

and their willingness to take a risk by incorporating reflective strategies.  I thanked the 

participants for accepting my invitation to participate, for attending the meetings, and for 

sharing their insight and ideas. 

ParticipantsÕ Roles 

 The goals I offered the TCG upon invitation to participate in this study were for 

the three of us to examine current teaching practices and explore how to incorporate 

reflective strategies as a pedagogical tool.  I created a TCG rather than only focusing on 

an individual teacher using reflective strategies so I could include multiple perspectives 
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of general music teachers working collaboratively to generate knowledge regarding 

reflective strategies in elementary general music.  Also, teacher collaboration groups 

provide a vehicle for learning from one another through shared experiences and expertise 

(Stanley, 2011).  The TCG for this study resembled a professional learning community, 

or a collaborative group focused on ensuring that students learn and demonstrate 

improved achievement (DuFour, 2004), with the exception of not having any 

administrative or principal involvement. As a group of teachers who worked collectively 

to understand the role of reflection in elementary general music, the TCG was similar to a 

knowledge community, which Craig (2009) described as a group of teachers who 

together make sense of their experiences.  Unlike knowledge communities, the TCG was 

focused on incorporating reflective strategies, thus making the TCG structure more 

formal than that of knowledge communities.   

 Each participant purposefully selected one information-rich fourth grade class on 

which to focus for the study.  After reviewing literature on tools fostering students’ 

reflective strategies, I noted researchers’ lack of evidence of application of reflective 

strategies in general elementary education and elementary general music settings.  Thus, I 

designed four strategies based on the ideas presented in the various studies I included 

previously.  I designed the reflective strategies as tools for the participants to gather or 

stimulate student reflection, knowing, based on my knowledge of the participants’ 

teaching style, the participants would incorporate intentionally worded questions as 

prompts for student reflection. I invited the participants to choose no more than two 

strategies to implement.   
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1. Video-stimulated reflective discussions:  the participant will select classroom 

activities or performances to video record, and then the participant will show 

the video to the students and ask the students to answer reflective prompts 

about the video.  The prompts could be answered as a group as part of a 

whole-group discussion, or in teams or pairs of students.   

2. Video-stimulated written reflection:  the participant will video record a solo or 

small group performance.  The individual students will each watch the video, 

and will answer reflective prompts about the video in writing.   

3. Reflective journaling via iPads:  students will answer reflective prompts each 

class period in an online journal.  

4. Goal setting:  During the first class of the data collection period, the 

participant will lead the class in a discussion of goals for music class.  The 

class will collectively decide on group goals, and then students will decide on 

individual goals.  The students will reflect on their goals (both individual 

goals and the class goals) in writing at the end of every music class.  The 

teacher may use iPads for this reflective writing, or pencil-paper journals.   

 The participants both selected reflective journaling as their strategy to implement, 

and one of the participants added goal setting part way through the study. The 

participants reflected, both as a group and as individuals, on the results of their chosen 

student reflective strategies.  The participants documented the classroom experiences 

through video recording and collecting any pertinent student artifacts, as well as 

describing their noticings in their professional reflective journals.  Coupled with readings 

from the TCG meetings, the participants’ reflections guided their future decisions on how 
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and what to teach.  Inspired by the reflective cycle used by exemplary professors in the 

previously mentioned study by McAlpine and Weston (2002), as well as my own 

working definition of reflection, I created the following figure to illustrate the 

participants’ reflective cycle: 

 

  

Figure 4. Teachers’ reflective cycle. 

The professors evaluated their students’ responses, reflected on the outcomes of their 

teaching, and then made adjustments to their teachings (McAlpine & Weston, 2000).  The 

teachers in the TCG followed a similar cycle, with the exception of reflecting on 

students’ responses as a group as well as individually.   

StudentsÕ Role 

 Students in the participants’ selected class participated in activities designed to 

stimulate reflective thinking, in additional to typical music class activities.  By giving 

their assent and their parents’ giving their consent, students’ class activities were video 

taped and viewed by the TCG during their meetings.  Additionally, the TCG participants 

selected artifacts (first removing any student identifiers), such as journal responses and 

other written classwork, from the students who gave their assent and whose parents gave 
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their consent, and shared those artifacts during the TCG meetings.  The participants 

shared such artifacts, as well as video recordings of the students, to provide evidence of 

what they noticed about their students while engaging in reflective strategies.   

Study Design 

Recruitment Methods 

 After receiving the necessary approvals from TU IRB and the Downingtown Area 

School District, I invited my colleagues to participate in a research study.  I invited the 

teachers to participate in a teacher collaboration group, or TCG, the purpose of which 

would be to focus on reflective strategies.  I included in the email that I would be the 

facilitator of the group.  As previously stated, I purposefully selected each teacher 

because each teacher demonstrated service to the school district and a desire to learn and 

improve his or her teaching practice.   

Study Timeline 

Invite participants 
Secure consent forms 
Complete preliminary interview 
TCG Meeting #1 
Distribute letter to parents, both electronically and paper copies 
Receive consent/assent forms for students 
TCG Meeting #2 
TCG Meeting #3 
TCG Meeting #4 
TCG Meeting #5 
Final interviews 
Send report to participants for final member checks 

August 2017 
August 2017 

Early September 2017 
September 11, 2017 
September 14, 2017 
September 25, 2017 

October 16, 2017 
November 13, 2017 
December 11, 2017 

January 2, 2018 
January 2018 

February 2018 
 I designated the time period from September 25, 2017 through January 2, 2018 

for data collection.  Data sources included transcripts of TCG meetings and interviews, 

researcher’s field notes, participants’ professional reflective journals, and artifacts of 

student work.  Artifacts included video recorded teaching examples, and student written 
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classwork.   Approximately 10 music classes were scheduled during this time period.  

Our school district operates on a six-day rotational cycle, with the students having one 

music class per rotational cycle.  Each music class lasts for 45 minutes, with the 

exceptions of music classes held on early dismissal days.  On early dismissal days, 

students have music class for 30 minutes.    

Sources of Data 

 Data were collected through interviews, observations, field notes, and audio files.  

Each member of the TCG completed a preliminary interview and a final interview.  I 

audio-recorded both interviews using the Voice Memos application on my iPhone 6S.  I 

transcribed each interview and saved the transcriptions in a password-protected word 

document on my password-protected laptop.  The TCG met five times from September 

2017 until January 2018.  I audio-recorded each meeting using a Snowball microphone 

(manufactured by Blue) and the Voice Memos application on my iPhone 6S.  As a back-

up recording device, I also used the Voice Memos application on my iPhone 5 and 

QuickTime Player on my personal laptop.  I transcribed the audio files from the meetings 

and saved the transcriptions in a password-protected word document on my password-

protected laptop.  I collected observations of each meeting as field notes in my 

researcher’s journal.  The participants also recorded their own reflections in their 

respective professional reflective journals, which they shared with me as a Google Doc 

through a shared Google Drive folder.  I created the shared folder in my Temple 

University Google Drive, which is password-protected.   

 My first source of data was the transcripts resulting from preliminary interviews.  

I scheduled the interviews after school, at mutual locations.  I met with Violet first on 
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September 5, 2017, followed by Jane on September 7, 2017, and finally with Randy on 

September 8, 2017.  Each interview lasted between 25 and 33 minutes.  Through the 

interviews, I learned about reflective strategies the participants had employed or were 

currently employing with their elementary music students; types of self-reflection in 

which they engaged, if any; and what the participants hoped to gain from participating in 

the study. 

 My second source of data were the transcripts resulting from TCG meetings, 

which included discussion about the video recordings of students in the participants’ 

general music classrooms and examples of students’ work (for detailed descriptions of 

the interviews and meetings, see Appendix A).  Our first meeting was Monday, 

September 11 at my school.  The meeting started at 4:15pm and lasted for an hour and 

fifteen minutes.  Goals for the meeting were to review my research purpose statement and 

questions with the teachers, provide a summary of my research proposal, discuss what 

could be gained from participating in the study, share literature I selected on reflection in 

education, discuss the participants’ current classroom practices, review the proposed 

reflective strategies, and decide how often classroom data collection would occur.  After 

30 minutes, Randy had to leave the meeting. Violet, Jane, and I continued until 5:30pm.   

 On September 21, at a district-wide in-service day, Randy approached me just 

before I was about to start the session I was presenting.  Because of personal and 

professional reasons, Randy decided to withdraw from the study.  I thanked him for his 

time, and I thanked him for telling me in person that he had to withdraw.   

 With Randy’s withdrawal from the study, the TCG would have only two 

participants and me, acting as researcher, facilitator, and colleague.  After carefully 
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thinking about my options, which included inviting another teacher, I decided to continue 

with the study with Violet and Jane, mostly to adhere to my study timeline.  I originally 

designed the study timeline to coincide with the first trimester grading period of the 

school year, which would have included ten music classes.  Since the TCG did not meet 

as a group until after the start of school, the data collection period did not coincide with 

the start of the first trimester. Therefore I adjusted the timeline to included ten music 

classes, overlapping both the first and second trimesters.  I was fearful of delaying the 

start of my study while waiting until I obtained the necessary approvals to invite another 

teacher, and I was confident that Violet and Jane would provide information-rich data 

during our meetings and interviews.  There were also advantages to continuing the study 

with two participants.  First, during discussions at the meetings, the participants were able 

to dig deeply into ideas regarding reflection and music teaching and learning.  Had their 

been additional participants, the participants may not have had the opportunity to share as 

much as they did with only two participants.  Second, having only two participants 

eliminated any potential scheduling difficulties that may have resulted from additional 

participants.     

 Prior to the second meeting, I created an agenda and emailed it to the participants.  

In the agenda I included discussion topics that related to the reflective strategies, student 

artifacts, teacher reflection, professional development, selected literature, and next steps.  

The second TCG meeting took place on Monday, October 16 at my school.  Our meeting 

started around 4:15pm and lasted nearly two hours.  

 I emailed the agenda to participants the week before our scheduled third meeting, 

and I included in the agenda selected topics for discussion that developed topics 
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discussed during the second meeting.  The third TCG meeting took place on Monday, 

November 13 at 4:30pm at my school, and we met until 7:00pm.  We discussed what the 

participants were noticing about their students and their own teaching, as well as the 

benefits and challenges of incorporating reflective strategies.  I asked the participants 

what they were learning about reflection, and whether or not they thought teachers were 

naturally reflective.  We concluded the meeting by discussing next steps regarding the 

reflective strategies, and how the participants felt about participating in a teacher 

collaboration group.   

 The fourth TCG meeting took place on Monday, December 18th.  Jane and I met 

in person, with Violet joining in using Facetime.  We did address all of the items on the 

agenda, so held an additional meeting on Thursday, December 21st before school. 

Throughout both parts of the fourth meeting, I guided the participants through our 

agenda, facilitating conversation by asking questions focused on what the participants 

were noticing about their students and their own teaching, what the participants were 

learning from and about their students while incorporating reflective strategies, what the 

participants were learning about reflection, what else the participants would like to learn, 

if the participants approached the reflective strategies any differently since we last met, 

and their thoughts about professional learning through collaboration. 

 Before the final meeting, I emailed the agenda to the participants and I asked the 

participants to select two or three students to focus upon during our meeting.  Originally 

to be our fifth meeting, this one was scheduled for Monday, January 2, 2018.  To retain 

the original amount of time for participants’ reflections between the fourth and fifth 

meetings, I asked the participants if we could schedule our fifth meeting for a date later 
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than January 2.  We decided to meet on Friday, January 5 at 4:30pm at my school.  The 

meeting lasted one hour and forty-five minutes.  

 I scheduled each of the final one-on-one interviews with Jane and Violet after 

school, at mutually convenient locations.  I met with Jane first, on January 10, 2018, 

followed by Violet, on January 11, 2018.  Jane’s interview lasted 28 minutes and Violet’s 

lasted 45 minutes.  During our interview conversations, I learned participants’ feelings 

about incorporating reflective strategies, recommendations regarding reflective strategies, 

and insights they gained from participating in this teacher collaboration group. 

 My third source of data was the participants’ professional reflective journals.  The 

participants wrote reflectively about their students’ reactions to the reflective strategies, 

as well as their own personal journey examining their teaching and reflecting on their 

instructional choices.  I also kept a researcher’s journal in a notebook, which I 

conveniently scanned into a file on my personal cell phone, protected by a password.    

Data Analysis 

 I averaged about 50 pages of transcription per meeting.  I shared each 

transcription with the participants for member checks.  Meeting by meeting, I studied the 

transcriptions, as well as both Jane’s and Violet’s professional journals, to “get a sense of 

the whole” (Patton, 2002, p. 440).  During content analysis of the data, I used “topic 

coding” (Richards & Morse, 2007, p. 139), underlining passages and writing key words 

from the text in the margins.  I developed codes from the key words, which I assigned to 

segments of text (Creswell, 2008). The codes were descriptions of the segments of data 

(Richards & Morse, 2007).  I then organized the data by code and data source in an excel 

spreadsheet.  Using the spreadsheet, I sorted the data by code instead of chronologically.  
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From there, I reorganized the codes to limit redundant codes.  I also created an additional 

spreadsheet in which I listed the reduced number of codes separate from their original 

data source; 144 codes total.  In efforts to further reduce the data, I re-evaluated the codes 

by going back to the original data source and then making updates and changes to the 

codes, ending up with 119 codes.   

 To see the interplay of all of the codes together, I wrote the names of the codes on 

paper, spread the papers on the floor, and grouped the codes together.  From there, I 

found more redundant codes, so I went back to the original data, re-evaluated the codes, 

and made more reductions.  I repeated my process slightly, only the second time I typed 

the names of the codes into a word document, which I printed, separated the codes on 

small pieces of paper, grouped the codes, and then glued the codes onto larger pieces of 

paper.  From there, I developed categories based on the groupings of the codes, aiming 

for no more than seven categories (Creswell, 2018).  My work with the groupings of the 

codes resulted in eleven categories.  I compared the categories, and next created a chart 

of the codes and the categories.  I first wrote the chart by hand in my journal, and then I 

created a word document of a flowchart of my emerging categories based on that iteration 

of codings.  I updated and adjusted the titles of the categories and the codes to further 

refine the titles of the codes and categories.  I recorded each resulting list of codes in my 

journal.   

 Next, in efforts to validate my groupings of the codes into the eleven categories I 

shared the data and the organization of my data with a critical friend.  I asked a critical 

friend who had no prior experience with my study to serve as auditor.  To facilitate her 

audit, I created a separate folder in my Google Drive into which I uploaded my research 
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proposal, transcripts from meetings and interviews, participants’ professional reflective 

journals, my spreadsheet with codes and data, and my flowcharts of the data and 

emerging categories.  The auditor worked my process in reverse, starting with reading my 

refined categories and codes.  Next, she concentrated on the meeting transcripts, the 

preliminary interview transcripts, and Jane’s professional journal.  After reading the data, 

the auditor revisited the codes and categories, reading more carefully, keeping in mind 

the purpose and research questions.  Then, she emailed me with her feedback on my 

themes.  She suggested I separate the ‘how’ from the ‘what’ in the categories because 

they represented different findings.  I considered her feedback and agreed ‘how’ and 

‘what’ ideas were different, yet still part of the same category.  I decided to separate the 

categories, as she suggested. After receiving her feedback, I shared my work with coding 

and emerging categories with Jane and Violet as a form of member-checking the data.  

Neither teacher reported any issues with the codes or categories. 
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CHAPTER FOUR 

THE TCG 

Reflection in Elementary General Music 

 Students who engage in reflective practice in elementary general music, along 

with opportunities to collaborate with their peers, develop their musical creativity as they 

embrace problem-solving, questioning, and learn to gauge the quality of their work, much 

like adult musicians do (Gruenhagen, 2017).  I learned what reflective strategies could 

look like in an elementary general education classroom, and wondered how such 

strategies could function in an elementary general music classroom.   

 Ms. Pinto began including purposefully worded questions during instruction.  She 

crafted questions designed to prompt students to think about what they were learning, 

and to make connections between what they were learning and their previous 

experiences.  She began to stop the lesson and engage her students with questions to 

stimulate their thinking as a result of their reactions to an activity or classroom 

performance.  She noticed some small changes with her students as a result of her 

questions, such as thoughtful responses that included musical vocabulary, and responses 

that suggested more studentsÕ awareness than they had previous to her asking reflective 

questions of them.   

 My hunches led me in other directions as I continued to research reflective 

strategies. Ms. Pinto had been interested learning more about professional development 

for music teachers.  She thought about her past experiences with professional 

development, and what types of activities proved to be the most meaningful.  She realized 

she tended to make more connections between presented content and her own teaching 
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when she attended workshops and conferences specific to music education.  I researched 

traits of effective professional development and learned teachers prefer professional 

development that is meaningful and long lasting with opportunities for collaboration.  

Additionally, effective professional development for music teachers should be musical, 

involve learning within a community, include opportunities to reflect, should be sustained 

over time, and promote increased student achievement in music (Stanley et al., 2015).   

 Based on my research about professional development, I envisioned an effective 

way to focus on reflective strategies for general music teachers would be to facilitate a 

teacher collaboration group. Interested in inviting colleagues from my own school district 

to participate, I researched how to establish an effective teacher collaboration group, and 

noted that effective characteristics included creating a safe environment where teachers 

could feel free to share, establishing a sense of collegiality between the teachers, and 

setting clear expectations for the teachers’ focus on the group—both when in each 

meeting and when outside of meetings.  Thinking the potential participants, like I had, 

might lack familiarity with reflective strategies in elementary general or elementary 

music education, I gathered reading materials on reflective strategies and a plan for how 

to introduce and use them during the study.  I decided our group would meet once per 

month at my school and I made arrangements with my school district so I could offer the 

participants Act 48 credit hours for attending the meetings as an incentive for 

participating in the group.   

 Even though I immersed myself in articles, essays, and books on teacher 

collaboration groups, I was concerned about facilitating a teacher collaboration group.  I 

was concerned the participants would view me as an expert or more knowledgeable other 



	 68	

rather than their colleague.  Granted, I potentially would know more about reflective 

strategies than the participants because of my research.  Still, I did not want to behave in 

a way that led the participants to think I had all of the answers.  The purpose of any 

teacher collaboration group is for the group to collaborate, and through collaboration, 

learn together and from one another; not for me to lecture on reflection in elementary 

general music.  Additionally, and related to my first concern, I was concerned with 

whether or not the teacher collaboration group would function to meet the participants’ 

expectations.   

 As I mentioned previously in this document, I initially invited four of my 

colleagues to participate, purposefully sampling for richness.  Two accepted, and two 

declined. Because only two participants accepted my invitation, I questioned my decision 

to situate the study in my district, and my decision to take on the three roles of researcher, 

facilitator, and colleague simultaneously in this study.  When I invited a fifth participant 

and he ended up withdrawing from the study, I once again questioned my decisions.  I 

wrote in my researcher’s journal, “Am I doing this right?”  Even though I was filled with 

uncertainty, I forged ahead, focusing on a collaboration group consisting of two of my 

colleagues and me.   

 Ms. Pinto thought about her music teacher colleagues, some of whom she had 

been working alongside for close to 17 years.  Some she knew from her undergraduate 

studies.  I first met the participant Violet Clark when I was an undergraduate.  I was 

assigned to observe her elementary general music classroom as part of my music 

education requirements.  When I accepted my teaching position in the same district as 

Violet, the same one in which I conducted this study, I was delighted she remembered 
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me.  Over the past 17 years, Violet and I have had opportunities to collaborate on 

curriculum, hosting chorus festivals, and on choral music.   

 I first met Jane Smith when she was an undergraduate.  Jane was assigned to me 

for her elementary general music student-teaching placement.  After graduating, Jane 

taught in the Philadelphia Area School District, followed by the Neshaminy School 

District, and then she was offered a position in my school district.  Since Jane only joined 

the district a couple of years ago, I had not had many opportunities to collaborate with 

her aside from our department meetings.  I was always impressed with her sense of 

maturity regarding music teaching and learning and therefore was not surprised when I 

learned she collaborated with two other music teachers to update our district’s elementary 

general music curriculum in 2016.   

 I felt comfortable with everything I knew thus far about the participants.  

However, I had never had a conversation with either Jane or Violet regarding reflection 

in elementary general music.  I scheduled interviews with each participant prior to our 

first meeting, in part to learn about any previous experiences with incorporating 

reflection in their teaching. 

The Preliminary Interviews 

Violet Clark 

 Violet suggested we meet a local Dunkin Donuts for our interview.  So on 

September 5th, I pulled into the parking lot. Violet’s interview would be my first step in 

gathering data for my study, a study I had been planning for and researching for several 

months.  I did not consider myself a qualitative researcher, but here I was, about to 

conduct my first interview.  With the mixture of excitement and nervousness, I took in 
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some deep breaths and redirected my attention to the interview.  I entered the coffee shop 

to find Violet already enjoying a cup of coffee.  I settled in across from her.  Violet 

appeared to be completely at ease.  That likely helped me as I pushed my nervousness 

aside.  She spoke comfortably about her current teaching position and how she structures 

her music classes.  During the course of our interview, I learned Violet taught elementary 

strings and general music classes before teaching in her current position.  She has also 

taught higher education classes at a local community college.   

 Violet described that she carefully selects activities and repertoire to achieve her 

learning objectives, and includes about two or three learning objectives for each class.  

Violet described engaging her students in activities that include singing, playing on Orff 

instruments, movement, or some type of a game. Violet had recently been awarded a 

grant for piano keyboards, and once she received the keyboards, she implemented a 

keyboard unit with students in third, fourth, and fifth grade.  While participating in the 

keyboard unit, Violet’s students determined for themselves which music to learn based 

on their own evaluations of their ability.  Violet frequently asked her students to rate their 

individual progress during music class while working on their keyboard music.   

 Violets described teaching several classes per grade level, and shared she does not 

usually teach the same lesson the same way twice.  After she introduces a lesson to her 

first classes of the six-day rotational cycle, she makes notes about the successfulness of 

the lesson.  Sometimes her own students would surprise her when they revealed what 

they knew, or did not know, related to the content of the day’s lesson.  The first time she 

taught the keyboard unit, she deemed the unit “an abysmal failure.”  Initially she tried 

teaching the keyboard unit to students in grades one through five, which proved to be 
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unsuccessful.  Her students were frustrated and not engaged.  After a summer’s worth of 

thinking about the keyboard unit, Violet revamped the entire unit, including music 

selection and which grades to include in the keyboard unit.   

 Even after 22 years of teaching, Violet described that she was still up for learning 

something new.  She decided to participate in the study so she could learn from others in 

a collaborative setting.  She was especially interested in hearing what others do in their 

classrooms.   

Jane Smith 

 Jane and I decided to meet at a Panera Bread restaurant for her interview.  I was 

not feeling nearly as nervous prior to Jane’s interview as I felt prior to Violet’s.  Now that 

I had one interview under my belt, I had gained confidence in my abilities.  We scheduled 

the interview for September 7th.  Once we met at the restaurant, Jane and I ordered some 

food and sat at a table off to the side of the partially filled restaurant.  Much like Violet, 

Jane appeared to be completely at ease.  She spoke with great confidence about music 

teaching and learning, as well as her ideas regarding professional development for music 

teachers.  

 Over the years Jane developed a structure for her teaching.  She described 

beginning her classes with students in grades three through five by engaging her students 

in listening minutes whereby her students answer questions in their journals about a 

particular musical selection as they are listening to the selection.  Jane typically follows 

the listening minutes with a song, a focus activity, a reinforcement activity, a video 

connecting music to science or technology, and a game.  At the end of class, Jane’s 

students return to their journals to answer an exit ticket question.  After class, Jane reads 
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her students’ responses to the exit ticket question, and will comment on the students’ 

responses.  If many students do not answer the exit ticket question correctly, Jane will 

then reinforce the concept during the next music class.   

 Like Violet, Jane teaches multiple classes per grade level, and will revise lessons 

during the six-day rotation based her evaluations of the successfulness of the lesson.  Jane 

often makes adjustments in the moment based on her students’ responses, and 

occasionally she might think back and more deeply reflect on her teaching by questioning 

her choices.   

 Jane, a lifelong learner, joined the study in the hopes of improving her teaching.  

She joked nervously about watching herself on video recordings, but welcomed the 

chance to confront her flaws.  Always looking to learn something new regarding her 

teaching, Jane described keeping track of new ideas in a digital journal on her phone.  

Jane also described enjoying collaborations with other music teachers so she can learn 

new ideas related to music teaching and learning.    

The Meetings 

 As a result of the interviews, I learned Violet and Jane already incorporated some 

opportunities for their students to reflect on their learning.  Their initial description of 

their teaching led me to realize that incorporating reflective strategies would not be out of 

their reach.  I was excited about the potential benefits of collaborating on reflection in 

elementary general music with the participants.  With an optimistic outlook, I crafted our 

first meeting agenda to include topics relating to the study, reflection in general 

education, and opportunities for the participants to share with one another what they 

shared with me during their interviews.  To establish a sense of community among the 
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participants, I included time in each agenda for the participants to settle in, talk with one 

another, and enjoy some snacks and bottled water.   

 I scheduled our meetings in my classroom after school, when most teachers have 

left the building for the day, and the halls are quiet.  My classroom is located in a remote 

part of the building, across the hall from the art classroom and the entrance to the stage, 

and next door to the instrumental classroom.  Although we heard sounds from children 

participating in the afterschool program in the cafeteria down the hall, they did not 

disrupt us. Instead, the buzz was a gentler reminder of the bustling activity that normally 

filled the classrooms during a typical school day.   

 For each meeting, I took care when setting up our meeting space in my large, 

open classroom.  My classroom normally does not have much furniture besides my desk, 

so I set up a folding table and arranged blue metal chairs around the table facing one 

another. I set out the snacks and water for each participant and made sure my recording 

devices were charged and ready before I met the participants in the school’s vestibule.   

First Meeting  

 Our first meeting took place on Monday, September 11 and lasted about an hour 

and fifteen minutes. It was 4:15pm.  Ms. Pinto walked down to the vestibule to meet her 

colleagues.  As they walked back to the music room, the three women chatted along the 

way about their students and their choices to start early morning chorus rehearsals next 

week.  As the three colleagues approached the music room, Ms. Pinto attempted to push 

aside any feelings of nervousness. After all, she had known her colleagues for years.  She 

was comfortable with them, and eager to collaborate. The three colleagues sat around 

the table and continued chatting easily about their new kindergarteners.  Ms. Pinto 
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paused a moment to take in vibe of the room.  Her colleagues appeared to be comfortable 

with each other, and with her.  As everyone dug into their snacks, Ms. Pinto thought 

about her colleagues.  ÒWill they still view me as their equal? Will they consider our 

meetings to be worthwhile?Ó wondered Ms. Pinto.  She tried not to have any expectations 

as she connected her iPhone to the microphone to record the meeting.   

 I described my goals for the meeting to the participants, which were to discuss 

reflective strategies, share the reflective strategies I designed for the study, review my 

expectations for the participants, and provide an opportunity for the teachers to share 

their experiences with music teaching and learning with each other.  I shared the 

supplementary reading materials, which the participants heartily accepted.  They 

appeared willing and ready to take a risk by incorporating one of the suggested reflective 

strategies I created.  Jane and Violet expressed an interest in incorporating reflective 

journaling.  We mutually agreed each participant would bring one video-recorded 

teaching example to our next meeting so we could see evidence of the students engaging 

in music class activities as well as reflective strategies.   

 Toward the end of our meeting, we talked about adding ukuleles to music class, 

our personal instrument collections, and how we are all excited to be learning what other 

music teachers do in their classrooms.  I mentioned to the participants that we could have 

the option of continuing to meet as a group after the data collection period was over, and 

Jane responded with, “I’d be up for it.  Kind of like you said in the beginning, it’s just 

nice to see what we’re all doing” (Jane Smith, TCG Meeting #1, p. 11).  Violet 

responded, “Yeah, we never time to really talk about [what we do in our classrooms]” 
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(Violet Clark, TCG Meeting #1, p. 11), which gave me insight to Violet and Jane’s 

preferences for professional development.   

 After the first meeting, I noted in my researcher’s journal how freely the 

participants spoke about their teaching, their students, and the reflective strategies.  It was 

evident to me that Jane and Violet were passionate about music teaching and learning, 

and eager to share ideas.  Jane took notes on her school laptop, and the three of us 

munched away on snacks during our discussions.  Even though I was a novice researcher, 

and was brand new to facilitating a teacher collaboration group, I left the meeting feeling 

uplifted and encouraged. I was buoyed by the participants’ positive attitudes towards the 

study and each other.   

Second Meeting 

 The second TCG meeting took place on October 16, approximately one month 

after our first meeting, and lasted about an hour and forty-five minutes.  I was eager to 

hear from the participants how their students reacted to the reflective strategies, and how 

the teachers were coping with incorporating the reflective strategies into their teaching 

routine.  Both participants described how they incorporated reflective journaling into 

their teaching routine.  They provided their students with reflective prompts and allotted 

time during class for the students to answer the prompts in their journals.  Jane provided 

her students with three prompts, which they answered at the end of class.  At the 

beginning of the following class, Jane asked her students to re-read their responses from 

the previous class, and based on what they read, determine a goal for the current class.  

Together we watched Jane’s teaching video, and observed her students interacting during 

instruction, as well as writing in their journals towards the end.  Jane directed our 
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attention to one student in particular who mentioned his goal was to improve his singing.  

I watched as the student was focused throughout the activity, and Jane remarked how the 

student was aware of his singing and worked hard to improve.  When we watched the 

students on video write in their journals, we noticed how quiet and focused the students 

were as they engaged with the reflective prompts.  I asked Jane what she thought about 

her students’ behavior while writing, and she commented, “I hope it means they’re 

thinking about [what they were writing]” (Jane Smith, TCG Meeting #1, p. 23).  Even 

though the students appeared to be engaged with their writing, Jane was frustrated by the 

lack of detail in her students’ reflective content.   

 Violet remarked similarly to Jane.  Violet had provided three reflective prompts 

designed to stimulate her students’ reflective thinking regarding a group activity.  As we 

watched her teaching video, Violet made comments about her teaching.  She remarked 

she should have done more to learn her students’ level of understanding before initiating 

the group activity.  When we watched her students engage in the reflective writing, Violet 

also noticed her students were focused as they wrote.  Violet told us how she learned one 

of her students felt left out of the group activity because the student wrote about her 

feelings in her reflective journal.  Violet mentioned the student was new to her school, 

and she did not realize the student felt left out until Violet read the student’s journal 

entry.  

 I noticed Violet concentrated on her teaching, and reflected on her teaching, while 

we watched her teaching video.  Violet mentioned she started thinking about things 

differently since participating in the TCG.  She was examining her teaching, and thinking 

about her teaching from a new perspective.  As the facilitator of the group, I was pleased 
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to hear Violet thinking about her teaching because of my own inner struggle regarding 

whether or not the participants were experiencing any professional benefits from 

participating in the TCG.  I knew the participants, as individuals, were reading about 

reflection and developing ideas regarding reflection in elementary general music; 

however, I was concerned about their collective professional learning. The TCG was a 

form of professional development, and the purpose of professional development is 

teacher learning.  Were they benefiting from participating in the TCG?  Were they 

learning, both independently, and collectively?  When I asked the participants how they 

felt about professional development, they passionately shared their feelings regarding 

typical professional development activities.  The participants stressed how much they 

looked forward to collaborating with their fellow music teachers because those 

opportunities allowed the participants to learn from their colleagues, and see how their 

colleagues approached music teaching and learning.  Later, when I reflected on our 

meeting, I remembered how easily the participants shared ideas and asked each other for 

copies of songs heard in the teaching videos, thus providing evidence of their eagerness 

towards sharing and learning.   

 While transcribing the audio from the second meeting, I reflected on our 

discussions in my researcher’s journal.  As researcher working within the confines of a 

timeline, I was concerned about the participants’, as well as their students’, perspectives 

of reflection.  The participants shared their students’ journal responses, and a few of the 

students’ goals related to behavior, rather than learning.  The students wrote they would 

try to talk less during class, or try to follow the rules.  I wondered if the students 

understood the purpose of reflection, and if the participants should be asking different 
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prompts.  I felt conflicted because of my three roles in the study.  As researcher, I was 

concerned about the richness of the data because I was considering how the data would 

contribute to my product from the study, and felt troubled when I thought the students 

were focusing too much on behavioral expectations rather than learning outcomes.  But, 

as researcher, I chose not to intervene with how the participants were incorporating 

reflection because if I interfered, I could have altered the data.  As researcher, I reminded 

myself of the purpose of my research, which was to describe the ways two elementary 

general music teachers incorporated reflective strategies into their teaching.  My purpose 

was not to tell the participants how to think, how to react, and how to coach their students 

to respond.   

Third Meeting 

 The third TCG meeting happened on November 13 and lasted nearly two hours.  I 

was curious if the participants’ approaches to the reflective strategies had remained the 

same, or if their approaches had evolved based on student response.  Jane and Violet 

continued following the same routine they described in the previous meeting, which was 

providing their students with reflective prompts.  Jane continued to bookend her class 

with reflective journaling.  Like she described in our second meeting, Jane instructed her 

students to read their entries from the previous class, create a goal for the current class, 

and at the end of class respond to reflective prompts.  We watched in Jane’s teaching 

video how she encouraged her students to make connections between their goals and their 

actions during class. Jane commented her students were starting to include more details in 

their reflective responses than in earlier reflective writing and shared four examples of 

her students’ responses: “Reflection is looking at what you did and then try to fix it in the 
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future,” “Reflecting is to reflect on the past to see if you’re doing good in music,” “I 

think I’m doing a good job in music class because I listen to the teacher and I don’t 

usually fool around with my friends.  I’m pretty good at playing instruments and singing 

well.  If you reflect, you’re looking back on the past to see what you’re good at and what 

you did bad.”  Jane then commented,  

So, it’s very black and white.  There isn’t any of that middle ground, 
where if you’re improving on something it doesn’t mean you’re bad at it.  
(Jane Smith, TCG Meeting #3, p. 47) 

 
Jane also shared some of her frustrations regarding her students’ reactions to the 

reflective strategies.  She reported some of her students would create a goal for class, 

show no concern for achieving their goal during class, and then write in their journals 

they had not achieved their goal.  Jane shared her experiences regarding her students and 

their goal-setting with her principal, and her principal suggested Jane frequently remind 

her students of their goals during class.  Once Jane started incorporating reminders, she 

noticed her students were more attentive to their goals than before she incorporated 

reminders.  I was surprised Jane mentioned her frustrations and her involvement in the 

study to her principal.  But the fact that she shared her frustrations with her principal 

demonstrated her investment to her students and to the TCG because she was seeking 

alternative solutions.   

 Violet also shared her frustrations regarding her students.  During the classes that 

transpired between the second and third TCG meetings, Violet’s students demonstrated 

some negative behaviors, which prevented her from finishing one of her lessons, thereby 

eliminating time for the students to answer her reflective prompts.  Violet reached out to 

her students’ homeroom teacher, who gladly allowed the students to complete their 
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reflective journals after music class.  I appreciated how Violet made sure her students 

completed their reflective writing, even if the students completed their writing outside of 

music class.  I wondered if Violet would have been as strict with her students had she not 

been participating in the study.  Nevertheless, Violet’s choices demonstrated to me her 

commitment to the TCG and to the study.   

 Violet had tailored her students’ reflective prompts around another group activity.  

Violet asked her students to reflect on the purpose of the group activity, and was 

surprised when many of the students’ responses did not resemble the actual purpose of 

the activity.  Many of her students focused on the group dynamic rather than on the 

rhythmic content of the lesson.  Violet also commented her students’ responses were 

more detailed than their previous responses.  Violet wondered out loud about how the 

wording of her prompts might elicit more thoughtful responses from her students.  

Additionally, Violet shared how she thought differently about her teaching now than she 

did before the study.   

I think about as I teach something for the first time, I think about am I 
getting the results that I thought I was going to get.  Or, if I’m not getting 
them, what do I need to do differently to get them.  Case in point, and I 
think I wrote about this, too, was that I started a new assessment, one that 
I’ve never done before with third grade.  And it was a train wreck… It was 
bad.  And you know, I thought I had done enough modeling at the board, 
that kind of thing.  Evidently not.  I thought that the assessment was clear 
enough.  Evidently not.  So I went back and relabeled my assessment, had 
kids coming to the board and doing extended things there before I gave the 
assessment.  Today was the re-vamped version and it was much better.  
(Violet Clark, TCG Meeting #3, p. 10)  
 

 Thinking of her own teaching, Jane remarked she still revises or “tweaks” (Jane 

Smith, TCG Meeting #3, p. 17) her lessons during the six-day rotational cycle, making 

adjustments before teaching the same lesson again, but reported she is more conscious or 
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aware of her presentation of material now than she was before engaging in self-reflection 

by way of participating in the TCG.  Both participants mentioned thinking more deeply 

about their teaching and their instructional decisions, and Jane mentioned she 

concentrates more on her teaching than she did before participating in the TCG.  She 

remarked she used to blame the students for not understanding content, but now looks 

inward and considers her instructional decisions when students demonstrate a lack of 

understanding.   

 I concluded our third meeting by asking Jane and Violet how things were going 

for them regarding their participating in the TCG.  Thinking back to my earlier concerns, 

I was anxious to learn the participants’ perspectives of the TCG as a form of professional 

development.  Violet mentioned she has to make the time to prepare for the meetings, and 

she now has a different perspective of her students because of her involvement in the 

TCG.  She thinks more about her students’ level of understanding of content, rather than 

simply recalling facts.  Jane loved reflecting in a group setting, like the TCG, but 

mentioned her schedule becoming busier, leading her to be concerned about having 

enough time for personal reflection and preparing for the meetings.   

 When I reflected on our third meeting, I thought about how the participants were 

incorporating the strategies and how reflective strategies look different depending on the 

classroom and the teacher.  Even though both participants chose reflective journaling, 

they incorporated reflective journaling in such a way to fit their instructional style.  The 

participants do not teach the same way; therefore they should not incorporate reflective 

strategies the same way.  My concerns regarding the participants’ views of the TCG were 

quieted when I reflected how they spoke about the TCG.  As evidenced in their 
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commitment to the group, it seemed like the participants were invested in the study.  

Based on discussions regarding music teaching and learning and the reflective strategies, 

I gathered the participants were learning about themselves as teachers and about their 

students as learners.   

 As I prepared for our fourth meeting, I considered the participants’ perspectives.  

Concert season was looming, along with the December holidays.  For some, the 

December holidays can be a stressful time.  I wondered how the participants were coping 

with not only their average stress around this time of year, but also with the additional 

work related to participating in the TCG.  As facilitator, I was concerned with their 

professional development needs as well as their emotional needs.  It was almost winter 

break, and I wondered how the participants were holding up. 

Fourth Meeting 

 Our fourth meeting was scheduled for December 11.  Violet requested we 

reschedule because she needed to schedule an appointment after school, so we settled 

upon the following Monday, December 18.  I was surprised at how easily we rescheduled 

the meeting, considering how busy we were during December.  As I typically did on our 

meeting days, I met Jane in the vestibule of my school where we waited for Violet.  As 

the minutes slipped by and Violet had not yet arrived, Jane texted Violet to inquire where 

she was.  It turned out Violet had forgotten about our meeting.  Jane and I decided it 

would be best to hold the meeting anyway, and included Violet through Facetime.  By 

then it was about 5:00 p.m., and Jane could only meet until 6:00 p.m.  Naturally I was 

concerned we would not get through the entire agenda, but I knew we had to try.   
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 I was thankful we still met despite our awkward start to the meeting because I was 

eager to hear how things were going regarding the reflective strategies.   I wondered if 

the participants were feeling tired, like how I was, because of the added concert and 

holiday stress.  I wondered if their students’ behaviors were different as of late because 

the approaching holidays.  Based on our discussions during the third meeting, Jane 

continued to remind her students to think about their goals throughout music class.  Jane 

shared she observed her students consciously trying to achieve their goals when she 

reminded them.  Even so, Jane was still unhappy with her students’ reflective responses 

because the students were not including much detail.  Between our third and fourth 

meetings Jane asked her students to reflect on reflective journaling, and many of her 

students shared they thought they learned more about themselves by writing in their 

journals.  Even so, Jane thought her students did not demonstrate much enthusiasm for 

writing.   

 Like Jane, Violet incorporated reminders for her students throughout her lesson.  

Violet did not engage her students in goal setting as a reflective strategy, so she reminded 

her students to think about what they were learning in preparation of their reflection time 

at the end of class, and commented her students seemed to be engaged in the lesson.  

Additionally, Violet would ascertain her students’ level of understanding by asking her 

students throughout the lesson to raise their hands if they understood the content she 

presented in her lesson.  Violet continued to share her frustrations with her students’ 

negative behaviors and attitudes.  She commented how her class wants to “do stuff 

without thinking about it” (Violet Clark, TCG Meeting #4, p. 3) and agreed with Jane that 

her students were not enthusiastic about writing, leading Violet to conclude her students 
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viewed writing as a chore.  Violet added if her students did not deem something to be 

“important enough” (Violet Clark, TCG Meeting #4, p. 26), then they did not put forth 

much effort towards that activity.  It sounded like Jane was already thinking about ways 

to encourage her students’ reflective thinking without including journaling when she 

brought up the idea of creating reflective podcasts as an alternative to journaling.  Violet 

also mentioned she liked the idea of engaging her students in whole-group reflective 

discussions, but would not know what to do if some of her students chose not to 

participate.   

 Violet and Jane shared their own ideas, different from the ideas I initially offered, 

for how to encourage students to think reflectively in elementary general music.  The 

participants shared their ideas regarding alternative possibilities for reflective strategies 

based on their students’ reactions to reflective writing. Both participants described their 

thought about their teaching differently now than in their first interview before the TCG.  

Violet mentioned that for her, reflection is an ongoing process by which teachers inform 

their teaching, and she was now spending more time reflecting on how to structure her 

teaching to help her students achieve the learning objectives for the lesson.  Jane 

continued to revise her lessons throughout the six-day rotation, and commented she had 

become more direct or explicit when giving directions than before participating in the 

TCG.   

 Unfortunately, our meeting came to an abrupt end at 6:00 p.m. when Jane had to 

leave.  We did not address all of the topics in our agenda.  I knew it would be too difficult 

to try to schedule another meeting after school, since we already were meeting during the 

last week before our winter break, so I researched how to use Google hangouts and 
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suggested to the participants a time to meet before school before the break began.  I was 

grateful they agreed to meet, so we decided on Thursday, December 21.  We were not 

successful trying to connect through Google hangouts, so we instead held our meeting as 

a conference call, using our school district phones.  Through our discussions, I continued 

to learn how the participants were developing personal views of reflection based on their 

experiences.  Violet concluded there were two types of reflection, one she called general 

reflection and another type of reflection, which she described as more focused, but did 

not name.  Jane added reflecting meant, “Taking a look at what you’re doing” (Jane 

Smith, TCG Meeting #4, p. 35) and Jane liked the idea of asking her students across all 

grades to reflect after completing an assessment.   

 I asked the participants to comment on how they felt about the TCG as 

professional development. I asked so I could learn the extent to which the participants 

valued the time spent in the TCG.  Violet mentioned she much preferred the TCG to 

typical professional development activities, principally because traditional professional 

development does not include time to collaborate with colleagues.  Violet stated her time 

during the TCG meetings was spent efficiently, and Jane agreed our TCG meetings were 

always useful and relevant.  I was comforted by their words, and reassured that the 

participants felt professionally fulfilled from participating in the TCG.   

 When I reflected on our fourth meeting, I recalled the participants’ discussions 

regarding alternative pathways to reflective writing.  Because they were considering other 

pathways, I surmised that the participants valued reflection as a part of their instruction.  I 

was impressed how the participants navigated their teaching routine to include reflective 
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writing, and how they were striving to encourage their students to think more deeply and 

write with more detail about what they were learning.   

 The past six months had passed quickly for the TCG.  I could hardly believe our 

final meeting was approaching.  Before our final meeting, I reflected on the study thus 

far.  The participants appeared to be generating new knowledge regarding reflective 

strategies, and were collectively and independently developing ideas.  I prepared the 

agenda for the final meeting to include topics related to what the participants were going 

to do next with the reflective strategies.  I was interested in learning what the participants 

listed as their takeaways from participating in the study. 

Fifth Meeting 

 Our fifth and final meeting was scheduled for Friday, January 5 and lasted about 

an hour and forty-five minutes.  I remembered feeling apprehensive at the start of our last 

meeting.  I was apprehensive because as researcher, the January TCG meeting would be 

my last opportunity to collect data on the participants’ experiences.  I was eager to hear 

the participants’ takeaways from participating in the study.  Because of their experience 

in the TCG, I wondered what the participants planned to do next.  Would they continue 

incorporating reflective journaling, both for themselves and with their students?  Was 

participating in the TCG a positive experience?   

 I wondered if Jane and Violet tried any different approaches regarding reflective 

strategies since our fourth meeting.  Violet took a different approach with her final class 

of our data collection period than her previous classes.  After her class entered the room, 

Violet shared the objectives of the day with her students, and then instructed her students 

to create a goal.  The students wrote their goals in their journals.  Later on, after music 
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class activities, Violet provided the class with two prompts and then asked her students if 

they would rather engage in a discussion regarding the prompts or respond to the prompts 

in their journals.  Her students chose the reflective discussion.  After Violet described her 

lesson, we watched her video.  I observed how Violet included opportunities for 

reflection throughout her lesson by asking her students questions about what they were 

learning.  At one point during the video, Violet invited one of her students to the board 

during an activity in which the students were reading notes from the musical staff.  Violet 

pointed out to Jane and me that the student previously wrote in his journal he did not 

understand how to tell one note from another on the musical staff.  Because Violet knew 

the student wrote about his lack of understanding in his journal, she purposefully invited 

him to work at the board.  As we continued watching the video, Violet commented on 

how engaged her students were, and she seemed pleased with her students’ reactions to 

the lesson as well as the reflective conversation towards the end of her lesson.   

 After Violet shared her lesson, Jane shared a recent experience involving two of 

her learning support students.  She described how the students usually needed additional 

supports during music class, especially during written assessments.  But on a recent 

assessment, the learning support students scored the highest scores they have ever earned 

in music class.  I asked Jane if she thought engaging in reflective strategies helped her 

students.  The students did not engage in reflective strategies prior to the study, and now 

when they reflected, they scored better than expected.  Jane was extremely pleased with 

her students’ scores.  She remarked, “I feel like a light bulb went on somewhere!” (Jane 

Smith, TCG Meeting #5, p. 36) regarding her students’ performance on the assessment.  

In my role as a researcher, I yearned for a connection between her students’ improved 
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achievement and the reflective strategies.  I knew many variables factored in to her 

students’ achievement, but I could not help but wonder if the reflective strategies made a 

difference for Jane’s learning support students.  Jane commented: 

I think that he might have had to confront his demons, so to speak.  It’s the 
same reason I was hesitant to—not hesitant, but I was scared of this 
project and this group because I knew I would have to watch myself on 
videotape and I knew I would have to look at the things that I struggle 
with.  So maybe this forced him to look at what he struggled with, instead 
of trying to pull the wool over his eyes or, what is it, burying your head in 
the sand and just thinking, alright, here’s music, I’m just trying to get 
through this as best as I can.  All right, you know what, she’s making me 
think about what I’m doing.  (Jane Smith, TCG Meeting #5, p. 43) 
 

Jane’s comment, “she’s making me think about what I’m doing” resonated with me.  Jane 

speculated her students were thinking more about what they were doing in music class, 

which could have led to her students’ increased achievement in music class.   

 In my role of facilitator, since I was concerned with the participants’ learning 

from their collaboration, I listened intently as the participants described what they 

learned while participating in the TCG.  Violet learned to be more thoughtful about what 

she asked of her students and how to give her students more responsibility over their 

learning.  Jane decided she wants her classroom to be more student-centered rather than 

teacher-centered.  Jane learned to ask her students carefully worded questions designed 

to lead her students to discover new information for themselves, rather than Jane telling 

her students new information.  Both participants mentioned they learned the value of 

including opportunities for their students to reflect on their learning.  Jane mentioned she 

would like to continue engaging her students reflectively while they completed their exit 

tickets, but favored reflective discussions rather than her students responding in writing.  
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Violet expressed curiosity as to whether or not engaging her students in reflective 

strategies could help her students retain more material from class to class.   

 After the final meeting, as I reflected on the entire experience collaborating with 

the participants and observing how they collaborated with one another, I considered the 

experience from the participants’ perspective.  The participants took a risk by accepting 

my invitation to participate in the TCG.  They also took a risk by incorporating 

reflective strategies into their teaching.  The participants attended each meeting and 

shared their experiences in their classrooms.  The atmosphere during our meetings was 

comfortable, easy, and without challenges or conflicts.  The participants attended the 

meetings so they could learn from one another, and through their learning, improve the 

learning experience of their students.  During each meeting the participants 

demonstrated a willingness to learn as they asked each other questions about their 

teachings and wondered aloud about their own teachings.  I felt secure in my impression 

of our meetings as a safe place where the participants felt comfortable with one another 

because of the ease with which the participants interacted with one another, and with 

me.  Listening as the participants shared their experiences and what they gained from 

participating in the TCG quieted my fears regarding whether or not the TCG met their 

professional development needs.   

The Final Interviews 

 I was interested in hearing the participants speak about their experience in the 

TCG individually, so I scheduled final interviews with Violet and Jane.  Jane and I 

agreed to meet at a local sushi restaurant on January 10, and while we enjoyed sushi and 

appetizers, we talked about Jane’s experience in the TCG, as well as her thoughts about 
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her students’ experience while she incorporated reflective strategies into her teaching.  

Jane did not share anything different than what she shared during the TCG meetings, but 

she did elaborate on a few topics.  Even though Jane was not always satisfied with the 

amount of detail her students included in their reflective responses, she decided reflection 

was beneficial for her students because engaging in the act of reflection forced her 

students to “slow down.”   

We’ve had conversations about the instant gratification and all that, I think 
this forced them to slow down and take a look at themselves, especially 
when they’re not used to doing that, as I discovered halfway through, 
which I wish I had done that in the beginning.  But I think that they 
weren’t used to slowing down, they’re just go, go, go.  (Jane Smith, Final 
Interview, p. 1) 
 

 Still thinking about the participants’ learning through collaborative professional 

development, I was curious what Jane would recommend to other teachers contemplating 

incorporating reflective strategies.  Jane’s suggestions indicated to me she thought a great 

deal about her experience, and her students’ experiences with the reflective strategies, 

and that she gained tremendous insight regarding reflection as part of instruction.  Jane 

suggested selecting a strategy to fit with one’s teaching style, stressed whole-group 

discussions and teacher modeling as ways to illustrate reflective thinking to students, 

suggested creating prompts specific to a particular activity, and suggested incorporating 

reflective writing if students demonstrate they have enough experience with reflective 

thinking to articulate their thoughts in writing.   

 Regarding the TCG, Jane said she thinks it is important for music teachers to meet 

because “we are not around each other” (Jane Smith, Final Interview, p. 17).  At times, 

Jane has felt alone in her school, with no one to ask for input.  Unlike the general 

education teachers who work as a team, Jane works alone, unable to bounce ideas off of 
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anyone.  Jane liked having the opportunity to engage in discussions with other music 

teachers because she could relate to other music teachers’ teaching situations.  She 

mentioned it was challenging for her to make the time to attend the meetings and prepare 

for the meetings, but is hoping for future opportunities to collaborate with other music 

teachers.   

 Violet and I agreed to meet at our familiar Dunkin’ Donuts on January 11.  Violet 

and I talked about her experience in the TCG and with incorporating reflective strategies, 

and I could tell Violet gave serious thought to my interview questions before we sat down 

together at the coffee shop.  By participating in the study, Violet learned the value of 

reflection, both for herself and her students, and she commented her students appeared to 

be more thoughtful as a result of the reflective strategies.  She shared the following when 

I asked her to elaborate: 

In some of the things they either said to me or that they wrote I could tell 
that they really had thought about what they just did.  Whereas before, if I 
hadn’t asked them to think about it, or to think about a certain aspect that 
they just did, even if it was to say what they liked or didn’t like, or how 
well their group worked together.  Even those things, I don’t know if they 
would have given it a lot of thought had I not said to them, tell me what 
you think.  And that’s a good thing for them to think about it.  (Violet 
Clark, Final Interview, p. 4) 
 

Before participating in the study, Violet did not include time for reflection in her teaching 

routine, but after reflecting on her role in the study decided, “[reflection] was a good 

thing” (Violet Clark, Final Interview, p. 5).  Violet thought reflection “is definitely worth 

doing” (Violet Clark, Final Interview, p. 10), but recommended regular whole-group 

reflective discussions and occasional reflective writing.   

 Violet spoke fondly of her participation in the TCG.  She preferred collaborative 

professional development to traditional professional development because she liked 
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sharing ideas and holding conversations with her colleagues.  She felt our TCG meetings 

were relevant and useful, unlike other previously attended professional development 

activities that she felt were not worthwhile.   

 Ms. Pinto leaned back in her chair and stretched her arms over her head as she 

finished reading the transcript from the fifth TCG meeting.  She thought about the TCG, 

and her own experience within her three roles.  As colleague, she left every meeting 

inspired with ideas to try with her students.  Ms. Pinto was so thankful to have spent time 

with Jane and Violet because she learned so much from them during the meetings.  As 

researcher, she now faced the task of trying to make sense of the data.  She thought about 

the pages and pages of transcripts on her desk, already marked up with scribblingÕs in 

the margins and underliningÕs throughout the text.  Every time she revisited the 

transcripts she found something new because her perspective as researcher kept 

changing as she read more about reflection, reflective strategies in education, and 

teacher collaboration groups.  Ms. Pinto knew her task now was to accurately describe 

the significance of the TCG and the work they accomplished together.   
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CHAPTER FIVE 

FINDINGS 

 In efforts to further refine the categories, I returned to the data, the codes, and the 

categories after receiving feedback from the auditor.  I focused upon eleven categories 

that best encapsulated the richness of the data.  I then thoughtfully compared the 

categories for convergence and divergence (Patton, 2015) and then grouped similar 

categories together.  From the groupings, three themes and one overarching theme 

emerged.  I included the full list of codes, organized by category and theme, in Appendix 

B.  

Table 1 

Emerging Categories and Themes.  
Theme Categories 
Noticings about 
students and 
self 

Results of reflective strategies 
Participants’ reflections on reflective strategies 
Challenges identified by participants while incorporating reflective 
strategies 

Learning about 
students and 
self 

Purpose of reflection 
Defining reflection 
Reflective strategies in elementary general music 

Changing 
attitudes and 
beliefs about 
teaching and 
learning 

Reflective teaching 
 
 

Sharing 
experiences 

Participants’ attitudes toward professional development 
Reflections on collaborative professional development 
Reflections on TCG 
Recommendations  

Sharing experiences emerged as the overarching theme, with noticings about students 

and self, learning about students and self, and changing attitudes and beliefs about 

teaching and learning as additional themes.  When I considered the themes, I considered 
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how the participants moved from noticing to learning to changing, like a cycle.  From 

there, I developed a figure depicting how the themes interact. 

 

Figure 5: Depiction of themes. 

The circles represent stages within a cycle.  The participants in the TCG began by taking 

a risk when they agreed to participate in the study.  Further, the participants took a risk 

when they decided to implement reflective strategies, both for themselves by engaging in 

self-reflection and for their students by incorporating reflective strategies with one of 

their fourth-grade general music classes, because they were trying something new.  After 

taking the risk, the participants documented what they noticed in their students and 

themselves.  The participants noted any surprising reactions from their students, and 

considered the events that transpired because of their risk-taking.  As the participants 
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questioned the results of their risk-taking, they refined their thinking about the 

experiences resulting from the risk-taking, and made connections as they formulated new 

ideas about reflection and the role reflection can play for music teaching and learning. As 

the participants pondered new ideas regarding reflection and music teaching and learning, 

they wondered what to do next.  Although they encountered struggles, the participants’ 

new learning informed their changing their instructional approaches, the way they 

considered their own instruction, and how they viewed reflective strategies for 

themselves and their students, and their beliefs.  The participants then evaluated the 

changes and then considered taking another risk, thus starting the cycle again.   

 Sharing experiences emerged as the overarching theme because the participants in 

the TCG experienced noticing, learning, and changing through their participation in a 

teacher collaboration group.  Collaboration was the catalyst for the participants’ noticing, 

learning, and change.  Although the participants worked independently, they also worked 

collectively.  When the participants met as a TCG, they questioned ideas and 

instructional choices, collectively developed new ideas regarding reflective strategies and 

how to approach implementing reflective strategies, and evaluated their instructional 

choices.  As a group, the participants wondered if there was a better way to encourage 

their students to think reflectively, and shared their struggles.  The TCG facilitated 

noticing, learning, and changing because of the social aspect of collaboration.   

 As facilitator of the TCG, I developed discussion topics designed to stimulate the 

participants’ reflective thinking regarding incorporating reflective strategies.  As 

colleague, I shared my wonderings and ideas with the teachers.  As researcher, I strove to 

make sense of the data as I analyzed the data, developed codes, categories, and emerging 
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themes, all in efforts to answer my initial research questions: When these teachers 

engaged in reflective strategies, (1) what did they notice about their students’ 

performance and their own teaching practices, (2) what did they describe as the benefits 

and challenges of incorporating reflective strategies, and (3) what insights did teachers 

articulate as a result of their participation in a TCG? 

Noticings About Students and Self 

 While the students were engaged in reflective strategies, Jane and Violet kept 

track of what they noticed about their students.  The participants reported they noticed 

students were engaged and actively listening when they encouraged their students to stop 

and think about what they were learning or think about their goals.  The participants also 

noticed they were thinking more carefully about how they delivered instruction and how 

they worded their reflective prompts and other questions.    

 Jane and Violet reported they liked reading their students’ responses because they 

gained insights to their students’ level of understanding and thus tailored their instruction 

to help increase their students’ understanding.  Initially, Jane and Violet reported they 

noticed their students’ responses were short or vague, leading the participants to consider 

why the responses were short or vague.  Based on their noticings, Jane and Violet reacted 

by developing their prompts to include more specificity.  Additionally, the participants 

wondered if students’ had negative perceptions toward writing in general, and if perhaps 

students viewed writing as a chore, thus resulting in short reflective responses.  Since 

they noticed their students seemed reluctant to write, Violet and Jane considered other 

options to help their students become more reflective thinkers.  During her last class, 

Violet engaged her students in both reflective discussion and reflective writing.  By 
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weaving opportunities for reflection throughout her class, Violet noticed her students 

were engaged throughout the class, leading her to believe her students were thinking 

about what they were learning.  Similar to Violet, Jane included short opportunities for 

her students to reflect by asking them to stop and think about their goals throughout 

music class.  Jane noticed more of her students consciously trying to achieve their goals 

when she reminded them throughout the class.    

 Whether their students were engaged in either reflective discussions or reflective 

writing, both Jane and Violet reported they noticed some positive results from 

incorporating reflective strategies.  As evidenced in students’ journal responses and 

classroom performances, the teachers noticed their students engaging in what they were 

learning, developing more awareness of themselves as learners, and thinking deeply 

about what they were learning.   

 We talked about the importance of student engagement.  Violet said in her first 

interview, “things run amuck if they’re not engaged” (Violet Clark, Preliminary 

Interview, p. 11).  One more than one occasion, when I asked the teachers what they 

noticed about their students, whether speaking generally or while watching teaching 

videos, both teachers commented their students were engaged.  I asked Jane and Violet to 

describe what ‘engagement’ looked like.  Students who are engaged are focused, 

attentive, watching the teacher, looking at notation on the board, and trying their best.  

Jane wrote in her journal about a group activity: 

After I corrected them, before I had a chance to say anything else, one of 
the students in the group asked if they could try it again before moving 
over to the next group.  I was so proud of that student because it showed 
that he was engaged and really working on making sure he (and his group) 
performed the pattern correctly. (Jane Smith, Field Notes, p. 8) 
 



	 98	

Violet commented on the increased engagement from her students during their last class 

of the data collection period.  When Violet chose to weave reflective opportunities 

throughout the class with whole-group discussion with time for reflective writing, she 

reported her students were engaged throughout the lesson, which was unusual for her 

students.   

 Jane and Violet reported they noticed their students developing more awareness 

of themselves as learners.  The participants speculated that by engaging in reflective 

strategies, their students further developed their understanding of what they were 

learning.  Because Jane and Violet allowed their students time to think about what they 

are learning, reflect on how they are learning, and reflect on whether or not they think 

they are successful, Jane and Violet reported noticing through reading their students’ 

journal entries and their students’ classroom performances that their students had 

developed a heightened awareness of themselves.  Jane’s students demonstrated 

heightened self-awareness when Jane encouraged her students to choose how to perform 

a particular assessment: 

J:  I tell them that, when they come to perform it, if you want 
to come up and you want to clap, you know, I’m fine, or if you want to say 
‘ta ta ti-ti ta’.  If saying it messes you up, you just want to clap it, then just 
clap it, whatever makes you more successful.  So, and that was about half 
and half- half would say it and half wouldn’t.  Or even say some of it, if 
you want to say ‘ti-ti’ to help you remember.  Say the ones, because this 
had ‘ti-tika’ and ‘tika-ti’.  Even if you only want to just say the ‘ti-tika’ or 
‘tika-ti’ to help you make sure you clap it right, that’s fine, whatever.   
D:  That’s so evaluative, what you’re saying there.   
V:  Thank you Mrs. Smith. 
D:  I mean, so right there, they’re making their own judgment 
call as to what they know, what they don’t know, what they’re 
comfortable with- to me, that’s pretty reflective, I mean, just to have that 
understanding of self and what they can do. (Violet Clark, Jane Smith, & 
Danielle Cullen, TCG Meeting #5, p. 13) 
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Jane mentioned in her interview she hoped her students would become more aware of 

themselves by reflecting.  During our second meeting, Jane commented on one of her 

students while we watched her teaching video: 

D:  I was just curious, was it this boy who wants to work on his 
singing?   
J:  Yeah, he wants to work on his singing.  He’s one that 
struggles so much with pitch, so at least he’s aware of it, and he said he 
wants to work on it.  He does work on it.  The pitch is just not there right 
now, but he sings with enthusiasm.  (Danielle Cullen & Jane Smith, TCG 
Meeting #2, p. 17) 
 

Jane and Violet encouraged their students to think about what happened and why it 

happened. Jane reported noticing how engaging in reflective strategies allowed her 

students to slow down during music class: 

So I think that a lot of that [high expectations, private music lessons, 
natural maturation] has helped with the musicianship, with all of that 
combined.  Plus, like I said, I made them slow it down.  I made them sit 
and think about it. I think just making them take the time and think about 
the question and if they don’t know the question they know that it’s 
somewhere in my room.  They can find it and they need to be resourceful 
and figure it out on their own. I think that was a big part for them that 
helped. (Jane Smith, Final Interview, p. 9-10) 
 

 As evidenced in students’ journal responses and classroom performances, the 

participants noticed their students thinking deeply about what they were learning.  Violet 

mentioned in her final interview how she noticed her students were thinking more in 

depth about their learning: 

V:  Here’s the thing- I think that when we first talked about 
what this was going to be, and we used the word reflection or reflect, but 
some of them were not real clear on that- you just explain to them, when 
you think about what you just did, or what we just learned, or what you 
just thought.  So it’s thinking about your thinking, or thinking about your 
learning- thinking about what happened in the class.  And the thing is, if 
you think about it, you already do some of that.  And they do.  They just 
don’t tell me about it.   
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D:  And maybe that’s really what it is- they might be thinking 
about it, it might not be conscious, it might not be to a certain depth.  I 
think you said before, in one of our meetings, surface fixes versus 
something more deep- 
V:  Exactly, yes.   
D:  So they might be thinking surface- 
V:  Yeah.  Oh, that was ok.  Well, what was ok about it?  What 
wasn’t ok about it?  I think maybe then they started to think a little more 
deeply about it.  (Violet Clark & Danielle Cullen, Final Interview, p. 11) 
 

 Before the study, the participants reported they did not reflect in writing on their 

teaching.  During the study, Jane and Violet shared how they used their journals to record 

their thoughts, feelings, frustrations, questions, and observations of their students.  Jane 

talked about her professional journal during our second meeting: 

J:  I started a personal journal sometime last year, and so to do 
a professional one wasn’t too much of a stretch- I still kind of treat it like a 
brain dump.  And I do it right after the class- yeah, because then I don’t 
have to try to remember it all.  I’m fortunate that I have my lunch right 
after fourth grade.  At 12:45.  So, what I’ll do is I’ll grab my lunch, just on 
F day, and I’ll sit down with my computer, and I can just type it all out, of 
anything that I saw or anything I think, and I just literally dump it on the 
page.  So that it’s there and I don’t have to try and remember even an hour 
later, what happened- 
D:  Or any time something happens that you- you can just jot it 
down.   
J:  So that’s kind of how mine is right now, with just the 
Google doc since I just have the date of the class that I see them, and it’s 
literally some paragraphs of just like, I try to keep it concise but it’s not 
always going to be- it’s going to be, those are my rambling thoughts about 
what happened- it’s not anything that I would turn in to a professor 
(laughter), but it’s out of my head and at least on a page so I’ll remember 
it. 
D:  Perfect.   
J:  So it’s been nice, then it leaves room [in my head] for other 
stuff.  (Jane Smith & Danielle Cullen, TCG Meeting #2, p. 41) 
 

During our fourth meeting, Violet talked about her journaling as a space for venting 

frustrations.  In an early entry in her journal, Violet wrote about her frustrations: 

I was disappointed by the taping of my class on Friday. I honestly wish I 
had picked a different class. I allocated practice time, and some of them 
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did not use their time wisely. I was still helping others who had not 
finished the writing, and were confused. This, even though I had taken 
them through three different language samples on the board before they 
began, and explained how they were to create the ti-tika and the tika-ti 
USING the ti-ti and tika-tika words that they chose. I got any number of 
three-syllable words that had nothing to do with the other words. 
Frustrating. (Violet Clark, Field Notes, p. 1) 

 
And later, she recorded her students’ successes: 

After several other responses that were getting warmer, someone finally 
said it was to see that it didn’t matter what you called the notes, as long as 
you knew what they meant. YAY!!  (Violet Clark, Field Notes, p. 1-2) 

 
 

Violet recorded her observations of her students during her last class of the data 

collection period, including how they responded to a new activity.  She chose to 

incorporate reflective strategies through whole-group discussion and reflective writing, 

and was pleased with the results.    

We learned the lyrics to the song, and then played the game that went with 
it. They had a great time, and the singing was very good. We spent the last 
few minutes writing in the journals, and one of the things I asked was if 
they feel that they met the goal they set for themselves. Most of them did. 
This class was so much better than most of the previous times I have seen 
them. Success! (Violet Clark, Field Notes, p. 3) 
 

By writing her reflections, Violet created a record of her students’ reactions to different 

activities.  She can refer back to her journal to consult her notes when planning for future 

lessons.  Jane mentioned the benefit of keeping a personal journal as a means of 

measuring progress in relation to achieving personal goals, and applied the same thinking 

to her students’ journals: 

So that way I have a record of that [students’ reflections].  And this is 
what was stapled on the back of their journal; this was their reflection 
prompt that they’re answering right now.  So that’s on the back.  (Jane 
Smith, discussing her students’ responses to exit tickets, TCG Meeting #2, 
p. 20) 
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 Since professional reflective journaling was new for Jane and Violet, they had to 

schedule time for writing, which they said proved challenging.  Jane stated she usually 

wrote in her journal during her lunch period, but if schoolwork were pressing, Jane would 

forgo her writing time.  Jane noticed her journal entries were shorter in December, due to 

her increasingly busy schedule.  Despite issues with time, both Jane and Violet described 

journaling to be a positive experience, because they could write about their feelings, and 

record their observations of students’ reactions to reflective strategies and other aspects 

of their teaching.  

D:  What are you noticing about your own reflective journals? 
J:  I notice mine are getting shorter!   
D:  And why do you think that is? 
J:  Time, scheduling, I would have- when I see the class, I see 
fourth grade and then it would be my lunchtime right after, so usually 
what I would do would grab my lunch and eat in my room so I could write 
down right away, so I didn’t forget.  And as time went on and I had stuff 
to grade and what-not, it just kind of- it took a backseat, and I still wanted 
to get my thoughts out but I know I was falling victim to what my students 
were which is not being as detailed as I would have liked.  But just trying 
to get something down so that way I would remember what happened.  
(Danielle Cullen & Jane Smith, TCG Meeting #4, p. 33)   
 
I’ve noticed my reflections would not have been as often as I would have 
liked…It’s just been- there have been a couple of times where I thought to 
myself, I wish I had not agreed to do this because it does take some time 
and even though my concert’s done and I don’t have the commitments that 
you have Jane, I’m just wiped out. (Violet Clark, TCG Meeting #4, p. 34)  
 
As the year continues to get underway and my schedule gets busier, I’m 
finding I have less and less time, and this is one of the first things that I 
admit, gets lost in the shuffle. (Jane Smith, Field Notes, p. 6)  
 

Despite the challenge of scheduling time to write, I noticed both Jane and Violet made an 

effort to write regularly in their professional journals. 

 During interviews, meetings, and in their professional journals, Jane and Violet 

described other challenges when incorporating reflective strategies, such as insufficient 
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instructional time and personal time, logistics related to familiarizing students with 

reflective strategies, and channeling student behaviors to complete unfamiliar activities. 

Their describing challenges on those topics may relate to their relative unfamiliarity with 

incorporating reflective strategies.  They both took a risk when they agreed to try 

incorporating reflective strategies.  Both teachers shared their established teaching 

routines and set structure for planning their lessons.  Jane and Violet mentioned more 

than once they used every possible minute of instructional time to achieve their teaching 

objectives.  Jane said in our second meeting, “we have to keep moving, we only have 45 

minutes” and described how time constraints motivated her to maintain efficiency in her 

teaching.  Jane expressed her thoughts about our time constraints in our fourth meeting: 

If you think about it, we have 30 days with them. There’s only so much 
that I can do and I have to remind myself that.  It’s 45 minutes, 30 days.  
There’s only so much I can do and so much I can accomplish especially if 
I want them to be proficient in it. (Jane Smith, TCG Meeting #4, p. 21) 
 

 When we discussed allowing time for student reflection, both teachers mentioned 

their concern with losing instructional time in favor of student reflective writing.  By 

adding something new to the routine, like reflective writing, they would have to omit an 

activity, like a singing game.   

V:  And time is the other big challenge. 
J:  And time, yeah. 
D:  Because it does take time away from something else.  I 
think that is the tricky part.  Especially if you’re incorporating something 
new.  (Violet Clark, Jane Smith, & Danielle Cullen, TCG Meeting #5, p. 
40) 
 
For me, it was a concerted effort to make sure I left time for it.  And that 
could be an issue, depending on what I’m doing in a class.  You know, 
there are some classes where my content is going to preclude a written 
journal.  Although, for this project I’m going to try to keep it so that I have 
time for them at the end to write.  (Violet Clark, TCG Meeting #2, p. 38-
39)  
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Jane and Violet described their struggles with scheduling time for their students to 

reflectively write as a “balancing act.”  

J:  I mean, just the time.  Trying to work it into the 45-minute 
period while still getting everything else accomplished.   
D/V:  Yeah. 
J:  Just finding that balance, I think, is the biggest struggle.  
(Jane Smith, Danielle Cullen & Violet Clark, TCG Meeting #4, p. 40) 

 
 

V:  For me, the biggest challenge of this of course was time.   
D:  Tell me more about that. 
V:  Well, when you are already cramming because you only 
meet them 30 times a year instead of 36, and to try then to make time for 
writing and journals, which I thought I was giving them prompts which 
wouldn’t necessarily take a lot of time to answer because there’s a 
problem, and some of them still do take longer to write answers than 
others.  For some of them writing was an issue.  So I don’t know I would 
do that part of it again but I would certainly do the discussion part of this 
again.  (Violet Clark & Danielle Cullen, Final Interview, p. 4)   
 

 Overall, the participants agreed scheduling time for students to reflect was 

challenging, but worth it: 

So it takes more time, but it’s worth it because they get used to reflecting 
on it.  So I’m just, I’m finding I’m becoming more aware of that instead of 
me just giving the answer because I know I have 45 minutes and I gotta 
make sure I get through x, y, and z, and so I’m starting to let some things 
go for the teachable moment. (Jane Smith, TCG Meeting #2, p. 13)   
 

 Jane and Violet shared scheduling time for other tasks associated with the study 

also proved challenging.  They had to schedule time to attend our meetings, prepare for 

the meetings, and write in their professional reflective journals.  I gave Jane and Violet a 

schedule for our meetings when they consented to participate in the study, and Jane 

mentioned having the schedule helped her plan ahead.  As we progressed through the 

study, both Jane and Violet expressed having to make time for our meetings: 
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I have to think about making the time to consider what I need to bring to 
the group, and that’s a struggle sometimes, because time, you know.  It’s 
the ever-problematic time.  (Violet Clark, TCG Meeting #3, p. 59) 
 
J:  The obvious challenge to this was time, as the year went on 
it became harder to fit into the schedule. It helped that you had mapped it 
out already so I could put it in and say, all right, I know not to schedule 
anything on these days.  So that helped.  But especially when December 
hit, I think that was the one [meeting] we ended up moving, so I think 
that’s just the timing issue.  Especially since it’s something that’s not 
technically required of us contractually, a lot of times that’s the first thing 
that, alright- 
D:  Gets scooted off. 
J:  So I tried to make a point of not doing that.  (Jane Smith & 
Danielle Cullen, Final Interview, p. 19) 
 

 Besides time, Jane and Violet listed negative student behaviors as a challenge 

when incorporating reflective strategies.  Violet struggled to cope with her students’ 

negative behaviors, and often wrote about her struggles in her journal: 

I don’t know if it was because it was the first day back from vacation, or 
what, but they basically were acting as though they knew nothing [from 
previous music classes]. Then two boys in front of me were talking while 
someone else was asking a question, so I separated them. Then someone 
else decided it was time to needle the kid I moved, and at that point, I 
turned off the recording.  (Violet Clark, Field Notes, p. 2) 
 

Violet described her class as “challenging” because “they don’t listen.”  During class, 

Violet reported she employed different classroom management strategies such as 

alternative seating assignments.  Violet commented she did not always have time for her 

students to answer the reflective writing prompts because of her students’ negative 

behaviors.  When her students wrote reflectively about their group’s dynamic, Violet 

responded: 

I think that some of them need to understand that these behaviors, [like] 
cooperation, those are what enable you [students] to be successful.  
They’re not what make you successful.  They enable you to be successful.  
(Violet Clark, TCG Meeting #3, p. 8)  
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Jane’s students, albeit not as behaviorally challenging as Violet’s, would occasionally 

exhibit behaviors that impeded their learning, which she wrote about in her field notes: 

The class today for whatever reason was super chatty.  It was a struggle to 
maintain focus throughout the lesson.  (Jane Smith, Field Notes, p. 3) 
 

During our TCG meetings, we discussed students’ negative behaviors, and wondered if 

students behaved differently in music class than in their regular education classes.  We 

questioned how students perceive music class, and whether or not they considered music 

class a break from learning.   

 Regarding student work ethic, when Jane and Violet noticed their students were 

writing short answers in their journals, they speculated their students’ answers were short 

because they did not enjoy writing.  During our meetings we wondered if perhaps their 

students viewed writing as a chore, therefore making writing a perceived undesirable 

activity and resulting in students writing short, undetailed responses.  

I think that kids perceive writing in general as a chore.  That is not our 
problem necessarily, we didn’t create that issue, but I wonder if there’s a 
way to address that, that children can learn to see the joy of writing 
something.  It’s a way to communicate what you think.  (Violet Clark, 
TCG Meeting #4, p. 10)  

 
Both Jane and Violet reported they encouraged their students to provide rich, detailed 

responses to their reflective prompts.  They also acknowledged if they wanted their 

students to write detailed responses, then Jane and Violet needed to design prompts that 

draw detailed responses from their students.   

 Jane and Violet stated assessing students’ understanding of reflection was also 

challenging.  Based on the lack of detail in their students’ early reflective responses, Jane 

and Violet shared they were uncertain if their students understood the purpose of 

reflection.  In efforts to learn more about her students’ prior experiences with reflection, 
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Jane investigated by asking her third grade teachers how they incorporated reflection.  

She learned her third grade teachers did not have time during instruction to include 

reflective strategies.  Because of their students’ meager prior experiences with reflection, 

Jane found it challenging to “get kids to understand the purpose of reflection” (Jane 

Smith, Final Interview, p. 1) and to learn to write reflectively.   

 The last challenge related to logistics.  When video recording a class, the 

participants shared they found it challenging to work around students who did not give 

their assent to participate in the study.  One more than one occasion, Violet voiced 

frustration with technology and failed attempts to record a class using either her school 

district-issued laptop or school iPad.  Together the TCG worked through technical 

difficulties with Google Docs and Google Hangouts.  Violet expressed her opinions of 

our technical issues: 

Technology was sometimes an issue, and time was a little bit of an issue.  
But it’s like anything else, when you have something that you really want 
to do, you find a way to make that work.  (Violet Clark, Final Interview, p. 
13)  
 

 The participants considered what they noticed about their students and 

themselves while engaging in reflective strategies.  As the participants questioned their 

choices, they refined their ideas about reflective strategies in elementary general music 

and collectively, and independently, developed new learning about their students and 

themselves.   

Learning About Students and Self 

 The participants revealed what they learned during discussions at the TCG 

meetings and in their professional journals.  The participants’ new learning related to 

reflective strategies in elementary general music, the purpose of reflection, and how to 
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define reflection.  We talked at length about the reflective strategies, including topics like 

student journaling, reflective prompts, approaches to incorporating reflective strategies, 

and what participants noticed as benefits of student reflection.  Jane and Violet employed 

instructional strategies, like asking purposeful questions and crafting carefully worded 

reflective prompts, each designed to stimulate reflection among their students and 

individually reflective mindsets. Jane frequently asked her students to write reflectively 

on a learning objective they achieved well or a learning objective with which they felt 

they needed to improve.  She also asked her students how they liked to learn and how she 

could help improve their understanding.  

 The participants learned how to encourage their students to think reflectively. By 

asking students purposeful questions, the participants encouraged students to think 

reflectively and thoughtfully consider how they reached a certain conclusion.  Our 

favorite questions to ask students were why-type questions, such as, “Why did you 

choose your answer,” or “Why did something work they way it did.”  Violet shared she 

frequently asked her students if they could articulate the purpose for a certain activity or 

if they understood what they were supposed to be doing.  She reported she occasionally 

would informally check for understanding by asking the students to raise their hands if 

they understood.   

 The participants learned about their students from observing the results from 

having their students engage in reflective strategies.  By reading students’ responses to 

reflective prompts, the participants reported they learned their students developed a 

heightened awareness of self because they were thinking about their actions and their 

learning.  Jane and Violet, through their carefully worded questions and reflective 
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prompts, learned how they could encourage their students to stop and think about what 

they were learning by engaging their students in reflective writing. 

At the start of class, I had students look back at their reflection page from 
last class, and think about how they could improve on the skill they wrote 
about last week.  I gave them a short time to reflect and decide on their 
goal before moving on to the rest of the lesson. (Jane Smith, Field Notes, 
p. 2) 
 
I think that’s the biggest issue with this group; they’re in such a rush to 
finish something that they don’t slow down to even comprehend what’s 
being asked of them.  They assume questions and answers, and hand 
something in without even being sure it’s what I’ve asked them to do. 
(Jane Smith, Field Notes, p. 10) 
 
With the reflection they have to think about what they did, even if they 
didn’t think about it when they were doing it. When you ask them to 
reflect about it, well at least that’s one time that they have to think about 
it. (Violet Clark, TCG Meeting #5, p. 18) 
 

 From reading various definitions of reflection in the literature, I created my own 

definition of reflection, which I shared with Jane and Violet during their preliminary 

interviews.  My definition of reflection is the act of examining experiences, evaluating 

the outcomes based on said experiences, and making decisions about how to move 

forward.  Over the course of the study, the participants articulated their own definitions 

of reflection to include the purpose of reflection for teachers, and the value of reflection 

for teachers and students.  

 During our preliminary interviews, I asked each teacher to describe any type of 

reflective strategy they already employed.  When describing her reflections on her 

teaching, Violet remarked, 

I would say it’s more reflect as you go…Because that way it’s fresh in my 
memory, sometimes I will write notes on my lesson plan page, so that I 
don’t forget what it is that I thought perhaps I needed to tweak, or, you 
know, what went well or what didn’t.  But normally that’s how I do it, 
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because if I wait until the end of the day, I might not remember everything 
that I want to remember. (Violet Clark, Preliminary Interview, p. 5) 
 

Violet mentioned she would teach a lesson with assumptions regarding her students’ prior 

level of knowledge, and would then write notes to herself if she was surprised by what 

her students already knew, or did not know.  Later, in our fourth meeting, when asked 

what she was learning about reflection, Violet shared her thoughts: 

Can I just jump in here and say that I have thought about this, that there is 
a different between general reflection and focused reflection. (Violet 
Clark, TCG Meeting #4, p. 34)  
 

When I asked the participants to define reflection during our final meeting, Violet quickly 

responded with, “thinking about your thinking” (Violet Clark, TCG Meeting #5, p. 53).  

Jane described her thoughts about reflection during her preliminary interview: 

J: I guess we do it [reflection] more than we think we do it. I think 
there are two different kinds of reflection.  There’s the in-the-moment, oh, 
I need to change that for tomorrow, or I need to make sure I say this or 
make sure I say that, and there’s also a deeper reflection where you’re 
going back, and you’re thinking about your methods, you’re thinking 
about what you’re using.  I guess there’s small picture and there’s big 
picture reflection.  So I think, a lot teachers and everybody does the small 
picture reflection. It’s the day to day, you know, can I partner so-and-so 
with so-and-so, and like, thinking about all of that, small stuff- 
D: In the moment- 
J: Yes.  And I don’t think we get enough time, where a lot of people 
just don’t think to do the bigger picture, where you’re actually sitting 
down, kind of what we’re doing now, sitting down and really thinking 
about your philosophy, where do you want to go with the kids.  Do you 
like how you’re teaching it.  Do you need to make a big change in how 
you’re teaching.  Things like that. (Jane Smith & Danielle Cullen, 
Preliminary Interview, p. 8)  
 

Later on, when writing about reflection in her field notes, Jane again referred to two types 

of reflection: surface-level reflection and deeper reflection:  

I believe there are two different kinds of reflection [for me].  One way is a 
more surface-level shallow type of reflection.  These kinds of reflections 
might be about my day, how it went, what worked and what didn’t.  For 
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example, did it work to have the students get their own instruments, or 
next time should I have a couple of students pass them out instead?  Did 
the students understand the concept I was talking about, or do I need to 
explain it differently next class?  Or maybe I didn’t really like the activity 
that I chose for a class, and I’m going to change it for the next class.  All 
of these types of reflection are important, but they might happen quickly 
and more frequently throughout my week and month.  Then there’s a 
deeper level of reflection, one that looks at the bigger picture of what I’m 
doing.  This type of reflection is one that I usually do over the summer, as 
I get ready for the next year.  I’m looking at my scope and sequence, and 
thinking about how I am teaching each concept, how it leads into the next 
idea, making sure I’m taking into account age and focus ability. (Jane 
Smith, Field Notes, p. 7) 
 

And Jane offered her definition of reflection during our last TCG meeting: 

Taking a look at what you’ve done in the past and seeing how you can 
change it.  Not even if, but how you can change it in the future.  Because, 
even if it went well, you can always change something to suit what you 
need for the future.  (Jane Smith, TCG Meeting #5, p. 53)   
 

 Because of their experience engaging in self-reflection and incorporating 

reflective strategies with their students, Jane and Violet reported they learned the value of 

reflection.  They noticed they thought about their teaching differently because they spent 

time thinking reflectively on their instructional approaches.  During our meetings I 

observed both participants reflecting on their teaching while we watched teaching videos.  

Both participants, on separate occasions, mentioned how they tweak their lesson plans 

based on their reflections of student response to material.  Both participants mentioned 

engaging in a deeper reflection over the summer, and Violet gave the example of 

reflecting on her keyboard unit: 

My first year that I did the keyboard unit, I did a whole slew of things 
wrong.  But I had never done it before, there was nothing to tell me how to 
do it, so my first mistake was making it all a whole-group activity.  My 
second mistake was going grades one through five.  My third mistake was 
not trying to differentiate music.  I had all summer to think about it.  
(Violet Clark, Preliminary Interview, p. 7) 
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 We discussed the value of reflection in teaching, and why students should have 

the opportunity to engage in self-reflection.  Before the study, Violet reported she 

included short moments for self-reflection by asking her students questions during her 

keyboard unit: 

But I also, then, ask them at the end of every class, do you feel like you 
made progress today?  Did you put yourself in the correct level- because I 
don’t do that- they do that.  They figure out where they need to be.  And 
they’re pretty honest about it.  (Violet Clark, TCG Meeting #1, p. 4-5)  
 

By asking her students evaluative-type questions, Violet encouraged her students to think 

reflectively about their own progress in music class.  Her students chose which level to 

pursue in her keyboarding unit, thereby demonstrating awareness of self, and her students 

evaluated their own progress daily.  Jane also provided opportunities for her students to 

engage in evaluative reflection, but grew concerned when her students hastily labeled 

themselves as “bad” or “good.” 

J:  That it’s not good or bad.  You can still be good at 
something and still improve on it.  So I think I want to make that- that’s 
going to be my thing. 
D:  And learn from it.   
J:  Yes.  I want to focus on that.  Because I think that will stop 
them from being so critical of themselves because they’re harsh 
sometimes on themselves, I think.  So I don’t want to say critical, because 
it is good to be critical of yourself, but I think sometimes they’re too 
harsh.  It’s like, my singing’s bad, I need to work on it, and I’m like, no!  
That’s what I mean-  
V:  Someone told you that.  You didn’t come up with that by 
yourself. 
J:  Right.  So I want them to understand that, no, you want to 
work on your singing, work on your singing.  But that doesn’t mean your 
singing is bad.  So I think I want to make that distinction.  (Jane Smith, 
Danielle Cullen, & Violet Clark, TCG Meeting #3, p. 51)  
 

 Keeping the focus on the students, we talked about leading them toward deeper 

reflection rather than surface-level reflection.  The participants reported they suspected 
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students might not naturally think reflectively about their actions or their learning, but 

thought teachers can give students techniques for and guidance toward reflective 

thinking: 

I think we have to give students the tools to do that [reflective thinking]. 
Some kids are more naturally reflective and introspective than other kids.  
Some kids will always be looking for an outside solution to their dilemma.  
It will never be about what can I do differently.  They will not examine 
themselves.  I think we do need to teach them the value of self-
examination. Because there are going to be times in your life when you 
will have to [question] what did I do, or what didn’t I do, or how could I 
have done that differently? (Violet Clark, TCG Meeting #3, p. 54) 
 

 Because of their experiences engaging in self-reflection and incorporating 

reflective strategies with their students, Jane and Violet noticed they thought about their 

teaching differently because they spent time thinking reflectively on their instructional 

approaches.  After considering the results with their students engaging in both verbal and 

written reflective strategies, the participants determined there was value in incorporating 

reflective strategies.  They determined reflection was valuable because by reading their 

students’ journal entries, the participants learned information about their students that 

perhaps their students otherwise would not have communicated to the participants.  In 

their journal responses, students mentioned they liked reflective writing because they 

could be honest.  Students wrote in their journals about what they understood, what they 

liked and what they did not like, and how they liked to learn.  Jane encouraged her 

students to write reflectively about an assessment she gave prior to our meeting in 

December: 

I noticed there was one group of kids who said that they thought they did 
really well, and that they liked this listening activity and performance 
activity because it challenged them.  And then they actually did do well.  
And then there’s the group of kids who said that they liked it and that it 
challenged them, and they didn’t do as well.  So they had a different 
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perception of how they thought it went.  And there were the kids who said 
that they didn’t like it, but they still did ok.  So it was just kind of 
interesting to see the varying responses of that.  I guess it would make me 
focus on the kids who thought they did well, but they didn’t, because I 
want to see what’s going on in their head. (Jane Smith, TCG #4, p. 41) 
 

 Additionally, Jane reported she asked her students more questions during 

instruction because of her own engagement in reflective strategies than she did prior to 

participating in the TCG.  Jane learned the value of encouraging her students to take more 

ownership of their learning, and rather than giving her students the answers, she 

thoughtfully questioned her students to encourage them to find the answer.  Jane also 

learned the benefits of slowing down and allowing time to think: 

I started to become more aware of when I was barreling through and had 
to think to myself, slow it down, they’re giving you the right answer but 
do they know why they’re giving the right answer?  Because so quickly 
you hear, question, right answer, great, they get it, let’s move on.  But 
maybe there are kids who don’t, as evidenced in journals, in their exit 
ticket questions, they’re not always getting it, so then, alright, instead of 
me explaining why it’s the right answer, you tell me why it’s the right 
answer.  So just kind of doing that more often.  (Jane Smith, TCG Meeting 
#5, p. 39) 
 

 By taking a risk when incorporating reflective strategies, and considering what 

they noticed as a result of incorporating reflective strategies, the participants developed 

new learning about their students and themselves.  The participants articulated what they 

learned during the TCG meetings.  Through the results of the strategies, the participants 

learned insights pertaining to their students’ academic as well as social-emotions needs.  

Additionally, the participants examined their own teaching, considered what they noticed 

about their teaching, questioned their decisions, and then decided how to move forward.  

The participants’ new ideas relating to reflective strategies informed their decisions 

regarding any change in their attitudes and beliefs regarding music teaching and learning.   
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Changing Attitudes and Beliefs About Teaching and Learning 

 Reflective teachers think about their teaching, question their views, consider 

alternative possibilities, acknowledge and accept change, and desire to learn (Zeichner & 

Liston, 2014).  Throughout our time together as a TCG, as researcher I noticed Jane and 

Violet embodying traits of a reflective teacher.  I noticed they reflected upon their 

teaching, both during our meetings and in their journals.  I noticed they changed aspects 

of their teaching based on their personal reflections and on their students’ written 

reflective responses and classroom performance.  Jane and Violet questioned their 

assumptions about themselves and their students, and I observed how they were flexible 

when incorporating reflective strategies, embraced and learned from their surprises, and 

demonstrated a desire to learn when they accepted my invitation to participate in the 

study. 

 I concluded Jane and Violet experienced a change in their beliefs towards 

reflection in elementary general music when they expressed the value in reflection.  As a 

researcher I came to the conclusion that Jane and Violet valued reflection because I 

observed how they both reflected on their teaching, both in our meetings and in their 

journals, in efforts to improve their teaching.  I noticed they reflected because a lesson 

did not go as planned or the students did not react as Jane or Violet predicted they would 

have reacted.  When something surprising happened while teaching, Jane and Violet 

carefully reviewed what transpired, thought about what they could have done differently, 

and then made adjustments to their lesson before teaching the lesson again.  On separate 

occasions, both Jane and Violet used the word tweak when referring to small changes 

they made to a lesson.  They mentioned how they kept track of what they thought went 
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well, or did not go well, whether it be jotting notes in the margins of lesson plans or 

making adjustments to Smartboard slides before teaching the same lesson again.  During 

our meetings Both Jane and Violet shared different experiences in which they reflected 

on their teaching in efforts to improve.  Violet shared her keyboard unit as a time when 

she reflected deeply about her instruction and planning: 

V:  (speaking to Jane) Well, I told Danielle about the keyboard 
unit that I had started, and the first year, it was a train wreck because I 
tried to do it as a whole-group activity- and it was a mess.  So I totally had 
all summer to think about what I did wrong, and how I would fix that.  
(Violet Clark, TCG Meeting #1, p. 4) 
 

Collectively, the TCG concluded reflection, like looking in a mirror, is an opportunity to 

look inward at oneself and consider one’s actions and decisions.  Jane thought back to 

when she was a new teacher and was not as experienced with looking inward as she is 

now: 

J:  I think that when I was a brand new teacher it was, my 
thinking was reversed where I was- not that I was thinking I was perfect 
because I am far from it, but it was just- the kids are talking, the kids are- 
D:  They’re not getting it. 
J:  It was all, the kids, the kids, the kids.  If they would just 
read, they would see- some of it, yes, they would open their eyes and look 
at the words in front of them they would get some of it.  I think that that 
line of thinking has turned inward.  (Jane Smith & Danielle Cullen, TCG 
Meeting #3, p. 25) 
 

Violet said in her preliminary interview “there are always going to be things that wow, 

that worked really well with that class, and you might try the same thing with a different 

class, and maybe it doesn’t work so well and you have to figure out why” (Violet Clark, 

Preliminary Interview, p. 8).  Her statement indicated to me that Violet recognized if she 

wanted to improve upon her teaching, she needed to think about what happened during 

her lesson and why.  In a similar vein, Jane acknowledged in her preliminary interview 
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she knew “there’s always things I need to work on, accepting that there’s things I need to 

work on, and fixing it” (Jane Smith, Preliminary Interview, p. 12).  It was evident to me 

Jane and Violet, in efforts to improve their teaching, engaged in their own reflective 

strategies.  During our meetings, when we were discussing teaching videos or student 

artifacts, I often heard the participants start a sentence by saying, “I should have done,” “I 

figured out,” “I wish I had thought about,” “this makes me think,” or “I think I will do 

that next time.”  Through my observations and conversations with the participants, I 

detected they were always wondering, searching, and considering alternative possibilities 

while examining their teaching, thereby demonstrating their desire to learn and improve 

upon their teaching skills.   

 Not only did their personal reflections on their teaching inform their instruction, 

Jane and Violet also discussed how they considered their students’ reactions and 

responses when making instructional decisions.  They adjusted their teaching in the 

moment based on students’ reactions to their instruction.  The participants shared they 

gained valuable insight about their students’ understanding, as well as their students’ 

thoughts and feelings, by reading their students’ reflective journal responses.  By reading 

her students’ journals, Violet shared how she learned valuable information about her 

students, which she could then consider when planning her instruction: 

For example, the one student who said that she didn’t feel that her group 
allowed her to participate.  I would have had no clue had I not asked for 
people to write these thoughts.  I had people who wrote things about what 
they understood and what they didn’t, which, they wouldn’t have told me 
that had I not asked them.  Even though I do ask that question sometimes, 
but they don’t always volunteer that answer.  I think it’s freeing if they 
have a chance to do that.  And that was the good thing about journaling- it 
was private.  They didn’t have to say what they thought in front of 
anybody else.  (Violet Clark, Final Interview, p. 4-5)  
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Jane shared an example regarding how she gained insight as to how her students felt 

about their learning in music class, and how her students like to learn: 

After looking back on each journal (and responding to each student), there 
was a [general] consensus to each question.  Many students felt that they 
did well in singing the songs; many also felt that they needed to improve 
on playing the hand bells (some wrote about accidently playing at the 
wrong time or hitting themselves in the hand).  Many students wrote that 
they enjoyed learning music through music games and by using 
instruments.  This was a nice thing to see because it confirmed the way 
that I teach most lessons through the use of instruments, and incorporation 
of games.  While I do teach in other ways (through movement, listening 
activities and written work), it gives me a peek into the students’ minds 
and enables me to get an idea of when they’re paying the most attention.  
Of course, there are students who will learn differently; some students 
wrote about learning through singing and through listening, hence why I 
incorporate those methods into lessons as well.  (Jane Smith, Field Notes, 
p. 1-2)  
 

In addition to learning about her students from their journal responses, Violet also shared 

she learned about her students’ level of understanding through whole-group discussions 

and how she could use what she learned to inform her instruction: 

Well, if it indicated to me that there were people that didn’t really 
understand what just happened, or they were not quite comfortable or 
forgetters, it might change what I do as far as that particular concept or 
activity for the next class.  How do I come at that from a different angle, 
because everybody is not going to learn this in the same way.  Do I have 
to incorporate a different type of activity for that concept?  Do I have to 
somehow alter the activity to make it more accessible for some of them, 
like what do I do with that?  So it would be useful.  (Violet Clark, TCG 
#4, p. 46)  
 

 Additionally, Jane and Violet demonstrated how they gained insight about their 

teaching by participating in the study. When reflecting on her teaching, Jane reported she 

realized the importance of finding multiple ways to explain concepts to her students.  

Violet stated she learned her students were operating on “autopilot” and she “wasn’t 

doing enough to get them to take control of their learning” (Violet Clark, Final Interview, 
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p. 12).  Regarding her own reflection, Jane acknowledged she engaged in “surface level 

reflection” and “wasn’t doing any deeper thinking” (Jane Smith, Final Interview, p. 13).  

Jane valued our TCG meetings because she thought it important to meet with other music 

teachers so “you don’t feel so isolated” (Jane Smith, Final Interview, p. 19) and 

especially valued reflecting in a group because “you can’t always think of all the angles 

yourself” (Jane Smith, Final Interview, p. 14).    

 Our TCG meetings provided an opportunity for the participants to reflect as a 

group.  Oftentimes our reflective discussions inspired the participants to change their 

approach with their students regarding the reflective strategies: 

Today, I decided that I didn’t want to have the students fill out the 
reflection form with the predetermined prompts on it.  I had thought a lot 
about our TCG discussion from Monday, and I wanted to give students 
more freedom to tell me about their thinking.  I asked the students to write 
on the back of one of their papers, and answer two questions, “How do 
you think you’re performing so far in music class this year?” and “Why do 
we take time for reflection?  What’s the purpose?” I wanted to see kids’ 
honest assessment of themselves, and more importantly (at least for this 
week), I wanted to see if kids even knew why we reflect at all.  (Jane 
Smith, Field Notes, p. 4)  
 

During her final interview, Jane mentioned she enjoyed reflecting as a group because 

through discussion with others, Jane could consider alternate angles and viewpoints, thus 

helping consider all possibilities before making a decision.   

 Based on their reflections, I observed how both participants initiated changes in 

their instructional approaches.  Jane changed the reflective prompts because she reflected 

on her students’ responses and decided she wanted to encourage her students to write 

with more detail.  She then created more specific prompts relating to particular 

assessments or projects: 
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The only thing I really changed was when I started steering away from 
their generic journal prompts and I had them write specifically about that 
assessment.  Then I had them answer specifically about the project in 
general, so more about the project than their own goals.  Just what did they 
think about the reflection and how it applied to them, so I think if I were to 
do this again I think that I wouldn’t have necessarily created the generic 
prompts.  Just because I was realizing that week-to-week it was changing 
as we met, there were different ideas that I wanted to try and get from the 
kids and the generic prompts were kind of getting in the way of that.  (Jane 
Smith, TCG Meeting #4, p. 40)  
 

By reflecting on her students’ responses, Violet expressed the desire to change some 

aspects of her instruction: 

V:  I would say I have to be a little more goal-oriented at the 
front of my lesson [more so] than I did before only because I am telling 
them this is what we’re going to have you be thinking about to reflect later 
and maybe I was not always so clear about what the objectives were, 
although, I mean, I always thought I was.  You know, it’s funny, 
sometimes we think we are being really clear about what our objectives 
are, only to find out later that we are having some kid do something and 
they have no clue why they are doing it.   
D:  How are you making it clearer now? 
V:  Just by telling them before we begin this is what we’re 
doing, this is what you think about, this is what’s happening, whether or 
not we’re taping, you’re going to have reflection time.  All of those things, 
and sometimes while we’re doing something I have to say, boys and girls 
everything I do, I do for a reason.  And I think that sometimes goes a long 
way as far as getting them to focus on what we’re doing because if they 
think that we’re just asking them do something and they don’t know what 
the purpose is, I think they’re more likely to tune out.  (Violet Clark & 
Danielle Cullen, TCG Meeting #4, p. 19)  

 
Sharing Experiences 

 Based on our conversations I surmised Jane and Violet accepted the invitation to 

participate in the study because they are lifelong learners.  Considering their past 

involvement with curriculum writing and attendance at music department meetings, I 

concluded they wanted to continue honing their teaching skills; therefore the participants 
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eagerly accepted my invitation so they could learn from one another in a collaborative 

setting by sharing their experiences. 

I’m always up for learning something new.  If there’s a better way to do 
something, I’m all ears.  I’m interested in what other people are doing, so, 
for instance, Jane, I’ll be very interested to know what she’s doing. 
Sometimes it’s nice to have some collaboration time, because we get so 
little of it at school. (Violet Clark, Preliminary Interview, p. 16)  
 

Our school district administrators regularly offer professional development opportunities 

through weekly faculty meetings, monthly early dismissal days, and periodic full days 

dedicated to professional development.  Oftentimes our attendance at professional 

development offerings is compulsory, without involving opportunities for teachers to 

choose one professional development opportunity over another.  Which means teachers 

have to attend a scheduled professional development activity whether or not they think 

the content of the activity is relevant to their teaching situation.   

 Jane and Violet reported their similar feelings and attitudes toward our district-

mandated professional development opportunities.  Through their sharing I learned they 

have felt their professional learning needs are not met and their voices have not been 

heard.  Their comments led me to believe they are not interested in professional 

development focused on technology they cannot access or use in their teaching, and they 

are not interested in being told how to structure their instruction to support non-music 

disciplines.  When referencing typical professional development days, the participants 

mentioned they were tired of listening to guest speakers lecturing next to a screen without 

any sort of interaction with their audience.  In short, I concluded Jane and Violet desired 

relevant professional development opportunities where they can learn new ideas that 

apply to their teaching situations.   
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 By participating in the study, Jane and Violet demonstrated their willingness to 

become better music teachers by learning from other music teachers.  As researcher, I 

observed during our meetings how Jane and Violet learned from one another through 

sharing ideas, watching videos of each other teach, sharing repertoire and materials, 

providing meaningful feedback for one another, testing out ideas, and talking about what 

works in their classrooms.  The music teachers in our district rarely see one another, let 

alone have professional development time allocated to collaborate with one another.   

J:  And that’s why I do value time when we’re together as a 
department, because then we can talk about that stuff and there’s people 
who know what I’m talking about, and can ask me insightful questions 
and vice versa of me to them.  (Jane Smith, TCG Meeting #2, p. 45) 
 
J:  It’s [collaborating with other music teachers] so important 
for us and for our sanity- 
D:  Why do you say that? 
J:  Because we are not around each other.  I am often the only 
music teacher in the building, and then once in awhile [band teacher] and 
[orchestra teacher] will come in.  And [other band teacher].  But still, I am 
by myself.  If there’s a musical question, there isn’t really anybody around 
that I can ask for input.  So I feel like if we could have more of these 
meetings together [like general education teachers]…just think of second 
grade, there are four teachers, they have four people who know their 
curriculum, who know what’s expected, they can bounce ideas off each 
other, and we don’t have that.  (Jane Smith & Danielle Cullen, Final 
Interview, p. 17-18)  
 
 

Jane expressed feeling isolated in her building.  She reported she valued our department 

meetings because of the opportunity to meet with other music teachers who can relate to 

her teaching situation.  I could tell she envied the grade level teachers in her building 

because the grade level teachers are a team, with common planning time and the 

accessibility to one another for asking questions and sharing ideas.  Jane, Violet, and I do 

not have a team of general music teachers in our buildings.  We are alone.   
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 As researcher and facilitator I concluded Jane and Violet liked learning from each 

other in the TCG.  As their colleague, I also enjoyed learning from Jane and Violet.  

Together we recognized each of us as expert general music teachers in our own way 

because we each have unique perspectives, differing philosophies, and favor different 

approaches to teaching music.  I realized we have much to share regarding the mini-

cultures that exist in our classrooms, with infrequent opportunities to collaborate and 

share, and Violet expressed a similar sentiment: 

I really would much rather do this, small group where you’re focusing on 
one particular thing or just time to get ideas from the other people on how 
to handle things.  [Learning] what your kids really love, I really like that 
about this.  So I’m hoping that we can somehow make that work, I told her 
that we’d like to at some point, if we ever meet as a department again, talk 
about this.  (Violet Clark, Final Interview, p. 2) 
 

Besides talking about reflective strategies, during the meetings the participants shared 

other ideas and activities with which they found success in their classrooms.  More than 

once Jane and Violet asked each other for copies of materials or names of sources.  

Additionally, the participants shared how they approached different aspects of the music 

curriculum, especially concepts their students usually found challenging. Since 

participating in the TCG meetings provided an opportunity for the participants to share, 

they often spoke of how they valued the meetings.   

 
V:  You know, with this process [the TCG] I didn’t feel like 
there was wasted time.  Because when we met we were engaged in what 
we were talking about.  So it makes it go by quickly and it’s actually 
useful.   
J:  I agree.  I would totally agree with that.  (Violet Clark & 
Jane Smith, TCG Meeting #4, p. 45) 
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 I asked Jane and Violet to describe their takeaways from participating in the TCG. 

They stated collaborating with other elementary general music teachers had been a 

positive experience.  Jane and Violet reflected on their takeaways in their journals: 

I would say this has definitely been an interesting journey.  I’ve learned a 
lot about my students in the class.  I think that 4th grade in general is a 
rough age; they’re not the oldest, but they’re far from the youngest, and 
starting to get a little bit of the middle school attitude.  The biggest 
epiphany I’ve had would be when I realized that my students really had no 
idea what reflection is and how to apply it personally and academically.  I 
think if I had known this in the beginning, I would have approached this 
whole process differently (perhaps without a written component, and with 
the iPads for audio recording purposes).  (Jane Smith, Field Notes, p. 10) 
 
I am glad I was able to be part of the study group, in spite of the issues 
with both the class that I picked and the technology that sometimes didn’t 
work the way I thought it would.  It was nice to have time to discuss 
strategies for both learning and reflection with two colleagues who I really 
admire and respect.  I do see the value in reflection.  (Violet Clark, Field 
Notes, p. 3) 
 

 Regarding reflective strategies, Jane stated she would have approached reflective 

journaling differently had she known her students’ prior experiences: 

I would have found out what they knew about reflection before I started.  I 
would have completely approached it differently.  I had assumed that they 
had at least heard the word before, so I kind of jumped right in with this, 
especially after showing them the video, like this is what it is.  And when 
we had that discussion, maybe October or November, when I went back 
and talked to third grade, and they told me no, they never did.  I would 
have totally approached this different had I known that they had no clue 
what I was talking about.  None of them said anything!  (Jane Smith, TCG 
Meeting #4, p. 24) 
 

 Since Jane and Violet reported they learned what it was like to incorporate 

reflective strategies in their classrooms, they expressed curiosity regarding how other 

teachers encourage their students to think reflectively.  Jane mentioned how social media 

could be an avenue for informal research about how teachers in other parts of the country, 
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both music teachers and general education teachers, incorporate reflective strategies.  

Violet wondered aloud how reflection could affect student retention.   

 What did the participants learn through our TCG meetings?  Through 

collaboration, the participants expanded upon their previous knowledge about reflection, 

written and verbal forms of reflective strategies, and collectively concluded the 

importance of including time for our students to engage in reflective thinking.  The TCG 

collectively learned what reflective strategies could look like in a general music 

classroom, and shared what aspects they liked and did not like regarding reflective 

journaling.  The participants collectively learned the benefits of engaging in self-

reflection as a means to improve teaching and better meet academic and socio-emotional 

needs of our students.  The participants shared ideas, like different activities for 

addressing problematic areas of our curriculum, and learned we are not alone in our 

struggles to meet the demands of our curriculum.  They collectively learned we have a 

support system with each other, and our meetings were safe spaces devoid of judgment.  I 

learned the teachers preferred collaborative professional development rather than our 

recent district-mandated professional development opportunities because they expressed 

fulfillment from the TCG meetings.  The teachers mentioned how the content of our 

meetings was useful and their time was not wasted. Jane and Violet grew as teachers as 

the result of participating in the TCG because they constructed knowledge collectively, as 

well as individually, thus building upon their current knowledge regarding reflective 

strategies. Based on the data and viewing through the lens of professional development, 

the participants’ opportunities to share became catalysts for their noticing, learning, and 
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changing. Ms. Pinto realized she, too, had extended her knowledge of reflective practice 

and had benefitted from the collective knowledge construction. 
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CHAPTER SIX 

DISCUSSION 

 The purpose of this instrumental case study was to describe the ways two 

elementary general music teachers participating in a teacher collaboration group (TCG) 

used reflective strategies in their classrooms.  The following research questions initially 

framed the case:  When these teachers engaged in reflective strategies, (1) what did they 

notice about their students’ performance and their own teaching practices, (2) what did 

they describe as the benefits and challenges of incorporating reflective strategies, and (3) 

what insights did teachers articulate as a result of their participation in a TCG?  To 

address the research questions, I considered all data bounded to reflective practice 

generated through the study.  To separate noticing related to themselves from noticing 

their students, I separated the first research question into two questions: (1a) what did the 

teachers notice about their students’ performance, and (1b) what did the teachers notice 

about their own teaching practices. I shared my analysis of the data with the participants 

so they could provide member checks, and I shared my analysis with an auditor not 

associated with the study. 

 As researcher, I observed when the participants engaged in reflective strategies, 

they noticed their students thinking about their learning, developing a heightened sense of 

awareness of themselves, and increasing their engagement in music class activities.  The 

participants also noticed their students’ reluctance to write, leading the teachers to reflect 

on how to incorporate reflection other than using written strategies.  By asking their 

students to reflectively respond to prompts, Jane and Violet encouraged their students to 

think about their learning.  Like Desautel (2009) reported in his action research study on 
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what he noticed about his students, Jane and Violet reported they noticed how, by writing 

reflectively, their students had the opportunity to look inward and think about themselves 

as learners.  By asking her students how they liked to learn, Jane sought to encourage her 

students to think about their learning process.  Jane noticed her students were consciously 

trying to achieve their goals, especially one of her students whose goal was to work on 

his singing.  Similar to what Desautel (2009) noticed about his students, through 

observation of her students’ classroom performances as well as through reading her 

students’ journal entries, Jane reported noticing her students had demonstrated a 

heightened sense of awareness of self by thinking about how to achieve their goals.  

Similar to findings about students’ abilities to describe their learning process as 

documented by Tanner and Jones (2007), Violet reported noticing her students could not 

always clearly communicate what they did not understand.  By reading her students’ 

journal entries, Violet stated she gained insight to her students’ level of understanding 

regarding specific concepts from music class.  Both Jane and Violet reported noticing a 

change in their students’ engagement level when they reminded their students to think 

about their learning goals.  They noticed their students were more engaged and focused 

on their performance when they reminded their students to think about their goals.  By 

writing their goals in their journals, the participants’ students created their own record of 

their learning activities, much like the students in Desautel’s (2009) study.  Jane and 

Violet told me they speculated their students were inspired by their desire to achieve their 

goals, thereby leading to increased levels of student engagement.   

 When the participants engaged in reflective strategies, upon examining their 

teaching they expressed noticing aspects of their instruction they wished to change.  Jane 
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and Violet mentioned adjusting how they gave instructions, communicated objectives, 

and designed reflective prompts for their students.  The participants engaged in what I am 

calling evaluative reflection.  The purpose of evaluative reflection is to examine oneself 

or one’s actions and decide what to change.  As teachers, Jane and Violet mentioned how 

they constantly evaluated their teaching.  During our meetings, both teachers used 

phrases like “I thought I had done” or “I thought that was…clear enough.”  Jane wrote in 

her field notes, “personally, I feel that reflection is a key element in teaching” (Jane 

Smith, Field Notes, p. 7).   During our meetings and in their journaling both teachers 

reflectively evaluated their own teaching so they could improve their instruction, and 

based on student response, further evaluated if their changes made a difference.   

 The participants adjusted their instruction based on their personal reflections and 

on students’ responses to instruction.  Tripp and Rich (2012) documented how teachers 

changed their instruction because of their reflections on video recorded examples of their 

own teaching.  Much like the teachers in Tripp and Rich’s study (2012) on video 

reflection leading to teacher change, Jane and Violet reflected upon their own teaching 

while we watched their videos together.  Violet focused on specific aspects of her 

teaching, like her questioning techniques, and Jane noticed her students’ actively engaged 

because she reminded her students of their goals.  Similar to what Beitler (Reynolds & 

Beitler, 2007) reported about the specificity of wording within prompts related to 

students’ specificity in their reflective responses, Violet and Jane noticed the connection 

between their students’ “vague” reflective journal responses and vagueness they 

identified in their prompts after the reflection activity.  After noticing that, Violet and 
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Jane reflected on and made adjustments to their prompts prior to offering them to 

students.     

 When the participants engaged in reflective strategies, they described benefits and 

challenges relating to incorporating reflective strategies with their students as well as 

relating to their own self-reflection.  When considering their students, the participants 

described benefits from incorporating reflective journal writing with their students.  

Much like what other researchers have documented in the literature regarding how 

teachers use students’ reflections to inform instruction, (Spalding & Wilson, 2002; 

Reynolds & Beitler, 2007) the participants in the TCG gained insight to what their 

students understood and their students’ feelings related to activities in music class.  

Similar to Beitler (Reynolds & Beitler, 2007), the participants reported they realized by 

reading their students’ journal entries which of their students struggled with writing, and 

their reading provided a glimpse into their students’ socio-emotional needs.  From what 

they learned from reading their students’ journal entries, the participants could then 

address any concerns regarding academics or socio-emotional needs.  Very similar to 

Beitler (Reynolds & Beitler, 2007), a middle school instrumental teacher who 

incorporated reflective strategies with her students, the TCG used what they learned from 

reading their students’ responses to inform their instructional decisions.  Additionally, the 

participants listed student accountability, ownership of learning as benefits for student 

reflection, and, similar to findings by Desautel (2007) in his action research study, the 

participants in the TCG included students’ heightened sense of awareness as an additional 

benefit.  Violet and Jane’s students expressed journals provided an opportunity where 

they could honestly share their thoughts and feelings without fear of reactions from their 
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peers, which is similar to findings by Spalding and Wilson (2002) in which they reported 

preservice teachers mentioned they benefited from journaling as an outlet for personal 

concerns and frustrations.  Regarding challenges, the participants described how they 

struggled with scheduling time during music class for their students to write in their 

journals, much like what Beitler reported (Reynolds & Beitler, 2007) when listing 

challenges experienced when she incorporated reflective strategies.  Not only was 

scheduling time during music class an issue, but Jane and Violet also mentioned they 

struggled with scheduling time for personal self-reflection.  Additionally, the teachers in 

the TCG identified their lack of knowledge regarding students’ previous experiences with 

reflection as a challenge.  As researcher, based on my observations of the participants 

during the TCG meetings as well as the participants’ observations, which they shared 

during the TCG meetings, I concluded teachers and students benefited from engaging in 

reflective strategies.  Participants benefited from having the opportunity to examine their 

own teaching, both alone and in a group, and reflect on what they could have done 

differently.  

 Participants articulated insights relating to collaborative professional development 

as a result of their participating in the TCG.  Like other teacher study groups mentioned 

in the literature (Sindberg, 2016; Stanley, 2012) Jane, Violet, and I collaborated on a 

specific topic of incorporating reflective strategies.  By sharing teaching stories, 

collectively reflecting on experiences, and drawing from our own areas of expertise, I 

noticed how Jane and Violet built upon previous knowledge and expanded their teaching 

knowledge, thus causing Jane and Violet to positively change aspects of their 

instructional approaches.  Similar to findings by Wood (2007) on how teachers increase 
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pedagogical knowledge while in PLC’s, as a researcher I documented how the TCG 

collectively constructed knowledge.  The TCG worked, shared, questioned, and grew as 

teachers because they participated in a community, similar to other teacher collaboration 

groups documented in the literature (Sindberg, 2016; Stanley, 2012).  Jane and Violet’s 

new learning led to their development of a personal definition of reflection and increased 

understanding of how to encourage their students to think reflectively.  Like Romano 

(2006), Jane and Violet encountered some bumpy moments, like students’ negative 

behaviors impeding their learning, or students’ reluctance to write.  As reflective teachers 

do, I noticed Jane and Violet questioned their choices regarding how to incorporate 

reflective strategies, addressed the bumpy moments, and considered alternate reasons for 

the bumpy moments, similar to what Romano (2006) documented when she presented 

teachers with scenarios including bumpy moments.  The TCG brainstormed ideas, and 

considered reasons like students’ perceptions of music class as a place free from work, or 

students’ attitudes toward writing as an impingement to reflective writing.  Similar to 

what Butke (2006) reported about choral teachers engaged in self reflection, I noticed 

Jane and Violet’s reflection led to change because through reflection they developed a 

heightened awareness of self as a teacher.  Unlike other studies on collaboration groups 

consisting of music teachers (Sindberg, 2016; Stanley, 2012), the TCG consisted of 

elementary general music teachers focused on incorporating reflective strategies, and the 

participants gained insights relating to reflection in elementary general music.  

 Jane, Violet, and I valued our time together as a TCG.  Though they reflected on 

teaching and studied reflective strategies independently, I noticed how Jane and Violet 

worked together on problem solving bumpy moments and strategizing how best to 
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encourage students to think reflectively.  The teachers reported benefiting from reflecting 

as a group, much like teachers reported in other studies (Butke, 2006; Sindberg, 2016), 

and stated they considered the TCG a preferred form of relevant professional 

development (Arbaugh, 2003; Stanley, 2012).  Not only did we enjoy each other’s 

company in our collegial atmosphere, we respected each other as teachers and 

appreciated learning from one another’s expertise, much like how Clair (1998) reported 

teachers trusting each other’s expertise when collaborating.  Similar to other teacher 

collaboration groups reported in the literature, we supported each other (Stanley, Snell, & 

Edgar, 2014; Torres-Guzmán et al., 2006), established a safe environment in our 

meetings, and welcomed each other’s strengths and weaknesses (Torres-Guzmán et al., 

2006).  The participants in the TCG, much like the teachers reported in the CTSG, 

reported they recognized they were learning and growing as teachers together (Stanley, 

2012) as the TCG explored incorporating reflective strategies in elementary general 

music.  Additionally, I concluded the teachers were drawn to the TCG as form of 

professional development in the hopes of improving their own teaching practice by 

expanding their current knowledge and skills.  Once the participants noticed positive 

changes in their students because of the reflective strategies, I noticed how the teachers 

themselves changed their attitudes regarding reflection as part of their instruction, similar 

to Guskey’s (2002) “Model of Teacher Change” (p. 383), which depicts teacher change 

as part of a sequence of change, starting with professional development, moving to 

changes in instructional practices, followed by change in student outcomes, and ending 

with teachers’ changing their beliefs.   
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 Unlike what researchers documented about other teacher collaboration groups, 

(Stanley, 2011) we never discussed our choices or preferences for music education 

pedagogies.  The teachers never mentioned Orff-Schulwerk, Kodály, or other approaches. 

Stanley (2011) cautioned prospective collaborators to be wary of conflict when 

discussing differing regarding philosophies or pedagogical choices.  I was surprised we 

did not encounter any conflicts during our meetings, and perhaps the reason why is 

because neither Jane nor Violet voiced any strong opinions regarding music education 

philosophies or pedagogies (Stanley, 2011). 

 As facilitator, I designed the agendas and steered the conversations during our 

meetings to keep the focus on the agenda. I did not consider, nor did I include in our 

meetings, any topics related to the 2014 Music Standards for elementary general music, 

our school district music curriculum for elementary general music, or yearly teacher 

evaluations.  I was not surprised we did not discuss aspects of our school district 

curriculum and how reflective strategies could support the 2014 Music Standards.  When 

the curriculum was updated in 2016, we discussed the changes in the curriculum’s 

content.  As a group of music teachers, during our department meetings we focused on 

the concepts and assessments for each grade level.  Previously, we had habitually 

completed work constructing curriculum with an isolated focus on music outcomes. 

Perhaps because we completed curriculum writing without oversight from or 

collaboration with our district curriculum and instruction administrators, we had not 

considered aligning our curriculum with district-level content such as the Vision 

Statement, Guiding Beliefs, Long-Term Transfer Goals, or the Performing Arts 
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Capabilities. Similarly, in our department meetings in 2016, or in 2017, district-level 

goals were not part of our discussions. 

 The 2014 Music Standards are organized by Artistic Processes known as 

Creating, Performing, and Responding.  A fourth process, Connecting, makes references 

to each of the artistic processes.  The standards are categorized by Process Components 

for each of the Artistic Processes, and there are standards for general music for grades 

pre-Kindergarten through eighth grade.  Each Process Component has an essential 

question and an enduring understanding.  The enduring understanding answers the 

essential question (https://nafme.org/wp-content/files/2014/11/2014-Music-Standards-

PK-8-Strand.pdf).  Many of the essential questions are reflective in nature and designed 

for students to make connections between musical understanding and their personal 

experiences.  By asking students to reflect on their daily experiences in music class, 

music teachers could be addressing the essential questions listed in the 2014 Music 

Standards.   

 The Downingtown Area School District General Music Curriculum Grades K-5 

was revised and updated in 2016.  At the conclusion of the data collection period I 

reviewed the document for examples of opportunities to encourage students to think 

reflectively.  I found four specific instances where the curriculum writers included 

reflection: (1) the Vision Statement, which includes “For our future, we want our students 

to be career and/or college ready upon graduation.  In order to be prepared for this 

challenge, our students will: Be self-directed, reflective learners who use data to foster 

learning and growth” (p. 4), (2) Guiding Beliefs, which includes “We believe in providing 

the student with the knowledge and opportunity to prepare portfolios in order to 
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investigate ideas, make choices and assess his/her own progress through individual 

discoveries” (p. 6), (3) Long-term Transfer Goals in the Performing Arts, which includes 

“Students will be able to independently use their learning to: analyze and create music in 

order to learn, reflect, and respond” (p. 10), and (4) Performing Arts Capabilities, which 

includes “Students who exhibit intelligent thinking in the performing arts apply past 

knowledge to new situations” (p. 11).  The curriculum document lists the Pennsylvania 

Standards for Arts and Humanities, Grades 3-5 and the Artistic Processes, the Process 

Components, and the Enduring Understandings and the Essential Questions from the 

2014 Music Standards for elementary general music.  Both sets of standards refer to 

reflective thinking by asking students to evaluate, analyze, and respond to artistic works.  

Even though reflective thinking is mentioned in the district curriculum, the TCG never 

discussed how incorporating reflective strategies addressed curricular concerns.   

 In Pennsylvania, school district administrators complete a classroom teacher 

rating form as part of their teachers’ yearly evaluations.  Under Teacher Observation and 

Practice, there are four domains: (1) Planning and Preparation, (2) Classroom 

Environment, (3) Instruction, and (4) Professional Responsibilities.  Under Professional 

Responsibilities, reflection is mentioned in the description:  “Reflection on their own 

teaching results in ideas for improvement that are shared across professional learning 

communities and contribute to improving the practice of all” (Rules and Regulations, p. 

3340).  The teachers in the TCG reflected on their own teaching, both individually and 

collectively.  Even though the work we accomplished during our TCG meetings parallels 

the reflective aspect of Professional Responsibilities as outlined on the teacher rating 

forms, I did not include teacher evaluations in any TCG meeting agendas.  The only 
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possible connection between teacher evaluations and reflection came from Jane’s sharing 

of her conversation with her principal.  Jane mentioned her participation in the TCG to 

her principal when they met for her post-observation meeting.  Jane’s principal was 

interested in learning about Jane’s work in the TCG, and even offered suggestions to Jane 

regarding her students’ goal setting activities, such as reminding the students to think 

about their goals throughout music class.   

 The purpose of this instrumental case study was to describe the ways two 

elementary general music teachers participating in a teacher collaboration group (TCG) 

used reflective strategies in their classrooms.  The results from the study add to an ever-

growing body of literature on teacher self-reflection, the use of verbal and written 

strategies to encourage students to think reflectively, and professional learning through 

collaboration.  I invited Jane and Violet, two elementary general music teachers working 

in the same school district, to participate in a teacher collaboration group, or TCG, 

focused on incorporating reflective strategies in elementary general music.  The 

participants reflected on their teaching and on their approaches for incorporating the 

strategies.  The participants strove to improve their teaching by analyzing their teaching 

videos, reflecting on their decisions, considering alternative possibilities, questioning 

assumptions, and responding to their students’ feedback.  The participants read their 

students’ reflective journals and addressed their students learning needs by adapting their 

instruction.  The participants refined their questioning techniques and reflective prompts 

by including more specificity when asking their students to think about their learning.  

The participants chose to make adjustments to their questions, reflective prompts, and 

approaches to reflective strategies because they engaged in a “deliberate analysis” 
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(Brown & Coles, 2012, p. 220) of their teaching.  Both participants mentioned they 

enjoyed learning from one another during the TCG meetings, and much preferred 

collaborative professional development to traditional professional development offerings.  

Jane and Violet valued each other’s expertise and were eager to share ideas, repertoire, 

materials, as well as teaching successes and failures.  Both participants respected one 

another and treated each other as equals working toward the same goal of improving their 

teaching practice.  Both participants concluded they valued reflection, both for 

themselves and for their students, because they realized the benefits of incorporating 

reflection.  As teachers, Jane and Violet reported they benefited from engaging in self- 

reflection of their teaching, and by reflecting, found ways to improve their instruction, 

their questioning techniques, and their approaches to incorporating reflective strategies.  

While their students were engaged in reflective strategies, Jane and Violet noticed the 

students were more aware of their learning goals, their behaviors during music class, their 

skills and abilities, and how their students could make choices that would affect their 

classroom performance.  Jane and Violet noticed their students taking more control over 

their actions and their learning, and credited the reflective strategies for allowing their 

students an opportunity slow down and think about their own learning.   

 Since the study involved elementary general music teachers, the results may not 

be generalizable to teachers who teach subjects other than elementary general music.  

Other limitations of the study, which I will describe next, include time constraints, 

sampling issues, and researcher bias.  The TCG met only five times during the school 

year, once per month from September 2017 to January 2018.  Had the data collection 

period encompassed an entire school year, there could have been more opportunities to 



	 139	

observe student growth and change while engaged in reflective strategies.  The teachers 

would have had more time to help their students develop their reflective thinking, and 

perhaps the TCG could have compared results from utilizing different reflective 

strategies over a longer period of time.  It would have been interesting to observe how 

students would have reacted to video-stimulated reflection or small group reflective 

discussions, had I increased the duration of the data collection period.  Regarding 

sampling, I purposefully selected participants for the study because of their unique 

perspectives on teaching elementary general music in the same district in which I also 

work, their differences in years of experience, and their difference in educational 

backgrounds. Their combined uniqueness and shared understandings from our working in 

the same district provided an information-rich sample for gaining an initial understanding 

about elementary general music teachers in this district.  There are ten elementary general 

music teachers in the district, including me.  At times Jane and Violet expressed a desire 

for additional music teachers in the TCG to provide additional viewpoints.  Having 

additional teachers could have led to scheduling conflicts, challenging consistent 

attendance at meetings.  Both teachers revealed either during their interviews or at other 

times they were partly motivated to participate in the study because I asked them.  Even 

though the teachers described the benefits from participating in the TCG, they both 

agreed at the outset to working independently and collectively based on their interest in 

reflective practice, and their understanding of this research study and the data collection 

techniques for it.  Had the TCG generated from the teachers’ shared motivation for 

designing their own professional development and edification, that motivation may have 

contributed to findings different from those in this study.  Nonetheless, the teachers 
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expressed the TCG was a positive experience because of their opportunity to learn 

collaboratively, and mentioned they would like opportunities like the TCG for future 

professional development activities.   

 Children’s reports about their goal setting, decision making or problem solving 

activities in elementary general music are limited in the literature, and as such, 

researchers could prioritize studying strategies for encouraging students in elementary 

general music to think reflectively and the effects of their doing so.  The results from this 

study support the idea of including reflective strategies in elementary general music.  It 

would be interesting to see how reflective strategies could be incorporated in elementary 

instrumental ensembles, such as band or orchestra, as well as elementary choral 

ensembles, thus learning the benefits and challenges of incorporating reflective strategies 

in different elementary music settings.  Additionally, research on how incorporating 

reflective strategies relates to different approaches to music education, such as Orff-

Schulwerk, Kodály, or Music Learning Theory, would add to the growing literature on 

reflective strategies and elementary general music.  If researchers’ strategies could be 

contextualized relative to district goals, evaluation criteria, and music standards at the 

state and national levels, their findings might resonate with increased numbers of 

teachers, administrators, and policy makers. 

The results from this dissertation lend support to the idea of collaboration as a 

viable form of professional development for elementary general music teachers because 

collaborative professional development offers relevant learning opportunities, and 

participating in collaborative professional development may alleviate some of the 

feelings of isolation music teachers often report experiencing (Conway et al., 2005; 
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Stanley, 2011).  Effective professional development opportunities for music teachers, like 

the TCG in this research, should be musical, differentiated for the needs of music 

teachers with varying years of experiences, sustained, allow for teacher choice, include 

opportunities for reflection, and involve learning within a community (Stanley et al., 

2015). It would be interesting to study teacher collaboration groups consisting of 

elementary instrumental teachers, either solely elementary instrumental teachers or both 

instrumental and general music teachers.  To see results from collaborations consisting of 

music teachers from different musical disciplines, such as grouping instrumental and 

choral music teachers, with the same purpose and research questions from this study 

could lead to greater understanding of the benefits of collaborative professional 

development for music teachers in all musical disciplines.  Additionally, research on 

collaborative professional development for music teachers could lead to administrators 

incorporating more opportunities for collaboration among their music teachers.   
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CONCLUSION 

 To learn how elementary general music teachers incorporated reflective strategies, 

I designed an instrumental case study, with a teacher collaboration group (TCG) as the 

case.  I created a teacher collaboration group to learn what insights teachers articulate 

from participating collaborative professional development.  I invited purposefully 

sampled music teachers from my school district to participate in the study.  The 

participants completed a preliminary interview and a final interview, and the participants 

attended five group meetings from September 2017 through January 2018.  Each 

participant chose one fourth-grade class upon which to focus for the study, and selected 

one reflective strategy to incorporate.  I embraced the roles of researcher, facilitator, and 

colleague as I continued my elementary general music teaching.  As researcher I 

documented what the participants noticed about themselves and their students by audio 

recording the interviews and the TCG meetings, which I then transcribed and studied for 

patterns and themes in efforts to answer research questions for the study.  During the 

meetings, the participants discussed what they were noticing, and shared any pertinent 

student artifacts that supported what they were noticing as a result of incorporating 

reflective strategies.  As a group, the participants viewed the artifacts as well as teaching 

videos.  Additionally the participants discussed the benefits and challenges of 

incorporating reflective strategies and their opinions regarding collaborative professional 

development.   

 As researcher, I documented what the participants noticed regarding student 

engagement, evidence students were thinking about their learning, and students’ 

heightened self-awareness while engaging in reflective strategies.  The participants 
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reported they learned about their students through reading their students’ reflective 

journal entries, and how such reading informed their teaching decisions.  I documented 

instances of teacher change as a result of engaging in self reflection, including how the 

participants reported considering how to ask questions in such a way to promote 

reflective thinking, and how the participants reported their decisions as to how to make 

their classrooms more student-centered rather than teacher-centered.   

 The participants in the TCG reported they preferred collaborative professional 

development because collaborative opportunities afforded the participants time to talk to 

other music teachers, share ideas and stories with other music teachers, and learn from 

other music teachers.  Both participants remarked on separate occasions how they valued 

time spent together since such time is usually not given to them. 

 Based on my interpretations of data bounded to reflective practice, three themes 

and an overarching theme emerged: sharing experiences, noticings about students and 

self, learning about students and self, and changing attitudes and beliefs about teaching 

and learning.  The participants moved from noticing to learning to changing like 

different stages in a cycle.  The participants in the TCG began by taking a risk when they 

agreed to incorporate reflective strategies.  Next, the participants documented what they 

noticed as a result of incorporating reflective strategies.  Their noticings, including any 

moments of surprise, led to new learning as the participants developed ideas regarding 

the strategies, and made decisions based on their noticings.  The participants’ learning 

informed their changing as they wondered about their previously held beliefs regarding 

reflection.  The participants engaged in the process of noticing, learning, and changing 

both independently and collectively.  Their collective efforts, or sharing, involved 
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questioning, wondering, and evaluating steps taken regarding incorporating reflective 

strategies.  

 The social aspect of learning through collaboration was a critical feature of the 

study.  The participants learned from one another, which is quite different than learning 

alone.  Through the TCG meetings, the participants talked with each other, sharing ideas 

and their expertise. Additionally, the participants mentioned their desire for relevant 

professional development and an opportunity for choice regarding professional 

development activities.  During the TCG meetings, we were focused on reflection in 

elementary general music, which was a topic of interest to the participants.  Their 

learning was meaningful because they felt their learning was relevant to their teaching 

situation. Further, the participants learning through collaboration led to the participants 

making changes, or improvements, in their teaching.  If the goal for professional 

development is to improve teaching in efforts to improve learning, more administrators 

should consider collaborative professional development opportunities for their teachers.  

 The research presented in this study supports the idea of including reflective 

strategies in elementary general music.  The goal of music education is to develop the 

necessary skills for lifelong production and consumption of music.  Young learners need 

to experience music in ways that mirror musical experiences they may encounter as 

adults.  According to the Conceptual Framework for Arts Learning for the 2014 Music 

Standards, “success and achievement in the arts demands engagement in the four 

fundamental creative practices of imagination, investigation, construction, and reflection 

in multiple contexts” (p. 19).  The creative practices are crucial to the creating process; 

therefore, the onus is on the music teacher to provide meaningful music learning 
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experiences that encourage students to “imagine, investigate, construct, and reflect” (p. 

19) so young learners will become adults who can envision mental images, explore or 

investigate ideas, can realize an outcome or physical handiwork from combining specific 

elements together, and can reflect and ponder said outcomes (Conceptual Framework for 

Arts Learning, 2014).  Therefore, music teachers should strive to find ways to incorporate 

reflective strategies as part of their instruction.  The results from this study contribute to 

closing gaps in the literature on reflection in music education.  Unlike other studies on 

collaboration groups consisting of music teachers, the participants in this study focused 

on incorporating reflective strategies in elementary general music.  The results from this 

study, including the benefits to both students and teachers from engaging in reflective 

strategies, support the importance of music teachers including opportunities for their 

students to reflect on their learning experiences.   

 The research presented in this study contributes to literature on teacher self-

reflection, reflective strategies for students in elementary grades, and the benefits of 

collaborative professional development opportunities.  Since the study involved 

elementary general music teachers focused on incorporating reflective strategies, the 

results may not be generalizable.  However, the teachers’ experiences in the study 

suggest several implications.  First, there is value in reflection.  Teachers of any subject 

or grade level should consider allowing time for reflection, for both themselves and for 

their students.  Students who are given time to think and process their learning could 

make connections between their learning and past experiences, thus making their learning 

meaningful.  Teachers can encourage their students to think reflectively either through 

written or verbal strategies.  Teachers could consider adding purposefully worded 
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questions to stimulate their students’ reflective thinking, and such questions could either 

be utilized with written or verbal strategies.  Of course, teachers should choose a 

reflective strategy that works best for their students and their teaching style.  Second, 

both teachers and students could benefit from engaging in reflective strategies.  The 

teachers could benefit from gaining insight regarding their students’ level of 

understanding, their students’ perceptions of their learning, and their students’ feelings.  

The teachers could use their insights to inform their instruction, thus meeting their 

students’ diverse academic and socio-emotional needs.  Additionally, the students could 

benefit from engaging in reflective strategies because when students reflect on their 

thinking, they develop a heightened awareness of themselves as learners, and their own 

level of understanding.  A third implication based on the results of the study refers to 

collaborative professional development opportunities.  Teachers of any subject or level 

could benefit from collaboration.  Through collaboration, teachers have opportunities to 

pose questions and collectively develop solutions.  Teachers can share their expertise 

with one another, and develop a support system with other teachers who can relate to 

their teaching situation.  Collaborative opportunities can alleviate feelings of isolation for 

teachers, like music teachers, who are the only teachers of their subject in their school.  

Through collaborative professional development activities, teachers can collectively 

create knowledge, which could lead to teacher change, thus improving their teaching and 

their students’ learning.  Because of the benefits associated with collaborative 

professional development, more school districts should include collaborative activities for 

their teachers.   
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 In conclusion, elementary general music teachers who engage in reflective 

practices, both for themselves and with their students, gain valuable insights regarding 

music teaching and learning.  Further, elementary general music teachers who participate 

in a teacher collaboration group as a form of professional development have an 

opportunity to reflect as a group, generate collective knowledge, and individually grow as 

teachers among a supportive group of their peers.  Much like Ms. Pinto in the opening 

vignette, music teachers who engage in self-reflection in efforts to improve their teaching 

examine and question their own teaching practices.  Music teachers incorporate reflective 

strategies with their students can inform their teaching by applying what they learned 

about their students through their students’ reflections on their learning.  Reflective 

strategies like journaling inform teachers’ future decisions and allow teachers to gain 

insight regarding their students’ understanding.  Additionally, music teachers like Ms. 

Pinto who participate in collaborative professional development with other music 

teachers have the opportunity to reflect on their teaching as a group, thereby learning 

from one another and expanding upon their current pedagogical knowledge.  Music 

teachers may alleviate their feelings of isolation by participating in collaborative 

professional development with other music teachers.  The purpose of professional 

development is to encourage teacher learning and change, and collaborative professional 

development can support teacher learning and change by providing opportunities for 

teachers to collectively expand their knowledge, and solve instructional problems while 

participating in a supportive environment consisting of their peers.   

 ÒNow what?Ó thought Ms. Pinto, as she quietly reflected on her experience 

facilitating the TCG.  A couple of months had passed since the final TCG meeting, and 
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many questions were racing through her head regarding her colleagues and what they 

learned.  Questions like, would her colleagues continue incorporating reflective 

strategies?  If so, would her colleagues change anything about how they implemented the 

strategies? What are they going to do next?  What should she do next?  Ms. Pinto 

reminded herself to contact her colleagues from the TCG to talk about their experiences 

and find out how her colleagues are incorporating reflective strategies since the TCG 

stopped meeting. 

 Ms. Pinto thought about next school year.  The current school year was quickly 

coming to a close, as the temperatures grew warmer and talks of summer plans became 

more prevalent.  Teachers, and students, were itching to begin their summer vacation. 

Ms. Pinto could almost feel the sand beneath her toes as she stretched her legs under her 

desk, but she forced herself to focus on the present.  It might seem odd to start thinking 

about next school year when it was only May, but Ms. Pinto could not stop from 

daydreaming about her future teaching.  Based on her colleaguesÕ sharing, Ms. Pinto 

played through a few scenarios in her head.  One scenario involved her students 

responding to reflective prompts once per trimester.  Another scenario depicted her 

students engaging in reflective conversations with a partner after completing a project.  

Ms. Pinto thoughtfully jotted down her ideas and safely tucked her notes away in her plan 

book.  She remembered her reading list sheÕd begun in preparation for next yearÕs 

planning, which included a newly published chapter Stanley (2018) had written, 

specifically on professional development for elementary general music teachers She 

smiled, thinking, ÒWhat are the chances of that?  Not too long ago, that publication 

would have meant something very different to her than she suspected it would now. 
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 Ms. Pinto thought back to the TCG.  She remembered the meetings, as they 

munched on popcorn and watched teaching videos.  She remembered how her colleagues 

spoke passionately about music teaching and learning, and how she felt inspired by the 

conversations.  Ms. Pinto concluded the TCG was a positive experience.  She considered 

other aspects of music teaching and learning besides reflective strategies, and wondered 

what topics could be of interest to her colleagues for a new TCG next school year.  

Perhaps some of the general music teachers would be interested in meeting regularly to 

focus on the newly purchased curricular materials?  Ms. Pinto only recently started 

digging through the new materials, but did not have enough time to sit down and 

thoroughly explore the new teacher manuals, student manipulatives, and corresponding 

software.  Ms. Pinto learned so much about reflection from her research and experience 

in the TCG, and was determined to find another topic of interest so she could continue 

collaborating with her colleagues.   

 Ms. Pinto appreciated how her research helped her grow as a teacher.  She 

reflected on her experiences as a graduate student and researcher, humbled by the 

experience of conducting her first research study.  As facilitator, she was grateful for the 

TCG, and how her experiences with it provided a model to consider for her future 

collaborations and professional development.  As colleague, she gained even more 

appreciation for her fellow elementary general music teachers.  She learned so much 

from them, and eagerly anticipates additional opportunities for collaboration in the 

future.  She realized she would not have long to waitÑ the new superintendent of her 

school had announced only a few weeks ago that learning communities would be options 

for teachersÕ professional development in her district next year. 
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APPENDIX A 

DETAILED SUMMARY OF INTERVIEWS/TCG MEETINGS 

Reflections from my Researcher’s Journal 

Preliminary Interviews 

Violet Clark 

 Prior to our first meeting, I scheduled a preliminary interview with the 

participants.  I met with Violet first.  Our interview happened on September 5, 2017 at a 

local Dunkin Donuts.  Violet arrived at the Dunkin Donuts first and was already enjoying 

a cup of coffee when I walked into the coffee shop.  We met after school, both leaving 

our buildings at 3:50pm when our contractual day had ended.  When I saw Violet, I 

greeted her and quickly purchased a drink for myself.  I then settled in across the table 

from Violet, readied my iPhone to record, gathered my notes and pushed my nervousness 

aside so I could begin our interview. 

 I started the interview by telling Violet about the study.  I included my inspiration 

for wanting to research reflective strategies stemming from my own research on 

meaningful learning experiences. I included some information about John Dewey, trying 

to sound impressive and knowledgeable, and I mentioned some of the topics other 

researchers had covered regarding reflection in education.  We had barely begun the 

interview when we suddenly found ourselves surrounded by bees, so I stopped the 

recording and we eagerly moved to another location in the Dunkin Donuts.  After much 

laughter, which thankfully helped me become more at ease, I told Violet what I had 

learned about how teachers use reflection to help inform their teaching.  I also mentioned 

how I am interested in research on professional development for music educators, which 
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is why I chose a teacher collaboration group as the focus for my study.  I concluded my 

introductions by stating my own definition of reflection, as well as my purpose statement 

and research questions.  I shared all of this information with Violet because I wanted her 

to know why I was inspired to design a study using a teacher collaboration group focused 

on reflective strategies.   

 After my introductory remarks, I launched into my questions.  Through my 

questioning, I learned Violet followed a lesson plan format starting with a warm-up 

activity followed by other activities she designed to accomplish specific learning 

objectives.  She might include two or three objectives for each class.  Violet usually 

engages her students in activities that include singing, playing on Orff instruments, 

movement, or some type of a game.  Violet carefully chooses materials, including song 

repertoire, based on her learning objectives.  When Violet was first hired in the district, 

she taught elementary strings and elementary general music.  She taught overflow general 

music classes for another teacher, and usually followed the teacher’s lesson plans.  From 

this experience, Violet learned she wanted to structure her teaching to include a variety of 

activities rather than focusing on one or two songs for the duration of a class. 

 I asked Violet about her experience with reflective strategies, both for herself and 

for her students.  Violet mentioned how she would reflect as she went along.  Sometimes 

she would write notes to herself in her lesson plans if there were something she needed to 

revise or “tweak” (Violet Clark, Preliminary Interview, p. 5).  She would often include 

what she learned about her students during the lesson plan; for instance, Violet would 

make note of what the students already knew, or did not know, relating to the learning 

objectives.  Violet shared she started playing the piano when she was three, so music has 
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always been a part of her life.  Because music is such a big part of Violet’s life, she was 

sometimes surprised at what her students did not know simply because she was so used to 

having music as part of her world.  Violet also shared another aspect of her teaching that 

required some deep reflection, which was a keyboard unit she started two years ago.  

Violet wrote a grant for the keyboards, and started teaching students in grades one 

through five how to play the piano.  Violet could not find much information on how to 

teach an elementary keyboard unit, so she designed the unit as a whole-group activity.  

She was met with some frustration from her students during the unit and noticed the 

students’ lack of engagement, which led Violet to reflect on the keyboard unit over the 

summer.  During her time of reflection, Violet acknowledged her successes and failures 

and revised the keyboard unit for the next year.  She decided to teach the unit to students 

in grades three through five rather than grades one through five, and created a system for 

differentiating music for each grade.  She noticed student frustration went down, and 

engagement went up.  Violet told me how difficult it could be to reflect when you 

consider yourself to be an abysmal failure, but sometimes you have to be critical of 

yourself and embrace failure as an opportunity to learn.   

 Violet talked about teacher reflection in general, like how teachers adjust their 

instruction based on student feedback.  She said if a lesson does not go as planned, she 

thinks about what went wrong and what she could do to improve the lesson for future.  

As an elementary general music teacher, Violet teaches multiple classes per grade level.  

She remarked how she might have to adjust her teaching for a particular class because 

their needs might differ compared to the next class.  She said it is important to know your 
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students because your knowledge of your students’ abilities and how the students might 

respond affects your instructional choices.   

 I asked Violet what she thought about keeping a professional reflective journal.  

She told me about her personal journal, where she writes down important items she does 

not want to forget.  Occasionally she also records her thoughts or feelings.  Regarding a 

professional journal, she thought it critical to keep track of what worked and what did not 

work, especially for a new teacher.  By reflecting, Violet said teachers could find a better 

way to engage their students.  

 Violet and I discussed how she has previously incorporated opportunities for her 

students to reflect.  During the keyboard unit, Violet asked her students to rate their 

progress, and she noticed the students were honest when they evaluated themselves.  

Violet also shared another example of a lesson she taught on the Nutcracker ballet and 

the concept of form.  The students worked in small groups to create choreography to 

illustrate the form, which the groups then presented to the class.  Violet asked the 

students to self-evaluate before their presentation, and remarked how the students 

adjusted their choreography based on their self-critique.   

 Violet shared how she felt about the importance of student feedback.  Violet 

previously taught a class in American musical theater for a local community college.  She 

told me her students performed poorly on an exam, so she pressed the students for 

reasons why their scores were low.  Based on the students’ feedback, she adjusted the 

amount of material for the next exam.  Regarding her elementary students, she told me 

how she also pushed the students for more information when they self-evaluated their 

progress during the keyboard unit.  Violet did not just want to hear whether or not her 
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students made progress; she also wanted the students to articulate why they evaluated 

their progress a certain way.   

 I asked Violet what motivated her to participate in the study.  Violet told me she 

was always up for learning something new.  She also mentioned she was interested in 

hearing what other people are doing in their classrooms and how we often do not have 

time to collaborate.   

Jane Smith 

 I interviewed Jane on September 7, 2017 at a local Panera Bread restaurant.  

Having one interview under my belt, I was not as nervous for Jane’s interview.  Jane and 

I met and ordered something to eat.  We settled at a table off to the side of the restaurant.  

Once I had my notes, questions, and iPhone in place to record, I started our interview.  

After my introductory remarks, I asked Jane to tell me about a day in her classroom.  Jane 

told me how she structures activities within a 45-minute class period for students in 

grades three, four, and five.  After entering the classroom and taking their seats, the 

students open up their journals and engage in ‘listening minutes’.  Jane plays a song, and 

while the students are listening to the song they answer questions in their journal about 

what they hear.  Once the ‘listening minutes’ are complete and the journals are put away, 

Jane leads the class in an opening song, followed by focus activity.  She usually has a 

reinforcement activity next, and then the students retrieve their journals to answer Jane’s 

exit ticket question.  Jane ends class with a video, the content of which connects music 

with science or technology.  Jane follows a similar instructional routine for students in 

grades kindergarten, first, and second as she does for the older students, but without the 

journals. The students sing an opening song, then a new song, a focus activity, a 
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reinforcement activity, and a game.  Jane told me how she likes having a routine, and her 

students need the routine just as much as she does.  She drew inspiration for her routine 

from her previous teaching experiences, including student teaching with me and her two 

other teaching placements prior to coming to Downingtown.   

 I was interested in hearing more about the journals.  Jane told me she started the 

journals when she was teaching in Philadelphia.  By having the students listening and 

writing in their journals, the students were engaged and focused from the beginning of 

class.  Jane added an interactive element to the journals by commenting on the students’ 

responses.  She decided the journals were a success, so she continued the listening 

minutes when she came to Downingtown.  She continues to use the journal as an 

interactive tool, and also considers the exit ticket a formative assessment.   

 I wanted to learn more about how Jane used students’ responses to inform her 

instruction.  Jane reads the exit ticket responses, and if the majority of the students do not 

know how to answer the question, she adjusts her teaching accordingly.  Most often, she 

reflects on her presentation of content and continues making adjustments until the 

majority of students provide evidence they understand.  We have a six-day cycle rotation, 

which means Jane has multiple opportunities to teach the same lesson, and tweak as 

necessary.  She also uses the journal responses to learn more about the student’s 

academic needs.  For instance, Jane learns about her students’ writing abilities through 

their journal entries, which she can then share with the student’s other teachers.   

 I wondered about Jane’s experience with her own self-reflection, and what she 

thought about teachers engaging in self-reflection.  I thought many of her responses to 

my questions illustrated a reflective educator because she mentioned how much thought 
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and energy she spent tweaking a lesson until she was satisfied with the student response.  

Jane said there are two different kinds of reflection.  She called one of the types of 

reflection the in-the-moment reflection, when you need to make quick change or an 

adjustment during the lesson based on student response.  She said the second type of 

reflection was a deeper reflection, when a teacher thinks back and questions her approach 

or her methods.  Jane said most teachers engage in the first type of reflection but rarely 

have the opportunity to think more deeply about their teaching.   

 I asked Jane what she thought about keeping a professional reflective journal.  

She shared with me how she started keeping a personal journal about six months before 

our interview.  She started with a bullet journal, which is a type of journal resembling a 

planner system where the user can keep track of events in monthly, daily, and yearly 

form.  Jane commented how writing in her journal began to feel like a chore, so she 

started using a digital bullet journal on her phone.  Because she enjoyed the ease of using 

her journal on her phone, she started a school bullet journal.  In her school bullet journal 

Jane keeps track of anything she wants to remember, such as new ideas, materials to 

explore, or websites to bookmark.  She had not incorporated a reflective aspect to the 

journal, and she mentioned she would like to add self-reflection to her journaling, which 

partly motivated her to join the study.   

 Jane talked about the need to have self-reflection as part of her routine.  I asked 

her what she thought about incorporating reflective strategies as part of her music class 

routine.  She thoughtfully said she imagined her students would need to get used to the 

reflective strategies, but that reflection could help her students become more aware of 
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their actions and their learning.  She mentioned the importance of being consistent with 

the routine, including the reflective strategies.   

 I asked Jane what she hoped to gain by participating in the study.  She referred to 

her previous response about having the opportunity to engage in self-reflection so she can 

“confront her flaws” (Jane Smith, Preliminary Interview, p. 12). She mentioned some 

trepidation about viewing herself on video, and I applauded her for being open about her 

own vulnerability.  She talked about how difficult it can be to critique one’s self, and she 

welcomed the opportunity to learn and grow.  Our conversation shifted a bit to discussing 

professional development, and Jane stated how she felt about our district-mandated 

department meetings.  Sometimes the meetings can be unproductive, which Jane finds 

frustrating.  She talked about some types of professional development that would be 

beneficial to her, like sharing favorite lesson plans or favorite choral arrangements.   

My reflections on the preliminary interviews 

 I was both impressed and delighted with what I learned about Jane and Violet 

during their interviews.  I was pleasantly surprised to hear they both have experience with 

some sort of journaling, and how they presently keep personal journals.  Without using 

the word reflection, both teachers engaged their students in reflective thinking by asking 

the students to evaluate their performance or answer questions about what they learned.  I 

noticed other similarities between Jane and Violet in the information they shared about 

how they structure their classes.  Both seemed to follow a formula, or routine, but they 

both addressed curricular demands with different repertoire and materials.  Violet has a 

unique perspective because of her years of experience, her previous experience teaching 

elementary strings, and her familiarity with teaching higher education.  Jane has a unique 
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perspective because of her experience not only growing up in the Downingtown Area 

School District, but also from teaching in an urban setting and teaching in another setting 

similar to Downingtown.  I knew I could learn from both Jane and Violet, so I 

concentrated my efforts at preparing for our first meeting of our teacher collaboration 

group, or TCG.   

The First Meeting of the TCG 

 I scheduled our first meeting for September 11, 2017 at my school.  I used the 

time between my last class of the day and the start of our meeting to prepare my 

classroom.  I set up a table and chairs and set out snacks and bottled water.  I made sure 

my phone was charged so I could record the meeting with the Snowball microphone and I 

had copies of our agenda and suggested readings.  I was all set.  I felt excited to be 

facilitating a teacher collaboration group and to be actually starting the research I had 

been planning all summer.  I was also nervous because I had never facilitated a teacher 

collaboration group before my study.   

 The teachers arrived at my school, one by one, coming directly from their 

respective schools.  I started the meeting by welcoming everyone to our group and 

thanking them for participating.  I spent the first part of the meeting reviewing our 

agenda, restating my purpose and research questions for the group and highlighting 

important aspects of my research protocol.  Next I talked about the proposed reflective 

strategies and reviewed what I was asking each teacher to do for the study, which 

included selecting a class, video recording teaching, collecting any pertinent student 

artifacts to share at our meetings, and keeping a professional journal.  I made mention of 

how the teachers would provide member checks of the data and my data analysis, and 
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how I will be sharing what I learn from the study with my dissertation committee.  My 

introductory remarks took about fifteen minutes.   

 Next, I shifted the focus to what we can hope to gain from this study.  I wanted 

the teachers to say to each other what they had said to me during their interviews.  I 

reminded the teachers I could not guarantee any benefits from participating in the study, 

with the exception of earning Act 48 credit by attending our meetings.  Violet talked 

about how she was open to seeing what other people are doing, and learning what works 

in different classrooms.  Jane mentioned she was looking forward to learning how to 

guide her students to make meaningful decisions regarding their own classroom 

performance and musicianship.  She remarked how she usually told her students what she 

heard, or what needed improvement, and wanted to learn how to teach her students to 

critically self-evaluate.   

 I introduced the suggested readings to the group, but before I could summarize the 

readings, one of the teachers asked me to review exactly what I was asking of the TCG 

before our next meeting.  I decided I needed to back up a bit, and focused on the teachers’ 

role step by step.  First, the teachers needed to select one fourth grade class to focus upon 

for the study.  I asked the teachers to distribute the parent consent forms and student 

assent forms during music class.  I also told the teachers I would be creating a video of 

myself explaining the study to the students, which they could play for the students before 

distributing the forms. I set a due date for the consent and assent forms, and asked the 

teachers to be in charge of collecting the forms as the students returned them to school.  

Next, I shifted the focus to the proposed reflective strategies, which I listed in the agenda, 

as well as in my research protocol.  I made mention of how the teachers could approach 
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incorporating the strategies by first asking carefully worded questions as a means of 

encouraging the students to think reflectively.  I then reviewed the proposed reflective 

strategies in depth, giving examples of what each strategy might look like in music class.  

The teachers were concerned about the use of iPads, since one teacher mentioned she did 

not have access to iPads during music class.  When I had initially created the proposed 

reflective strategies I included the use of iPads because the district was moving toward a 

one-to-one iPad initiative, which I later found out was not happening until the following 

year.  We talked as a group, and decided if it was more convenient the teachers could 

substitute pencil and paper journals for the iPads.  I also took the opportunity to share a 

bit how I was approaching reflective strategies with my own students.  I decided to have 

my students in third, fourth, and fifth grade create learning goals for music class.  The 

students wrote their goals down on index cards, and I planned on having the students 

reflect on their goals toward the middle of the school year and then again at the end of the 

school year.  I shared my experiences with the TCG to hopefully help paint a picture of 

what they could expect when attempting to incorporate their chosen reflective strategy 

with their students.   

 We shifted the conversation away from the strategies to what the teachers should 

do to prepare for our next meeting.  We decided each teacher would bring one videotaped 

teaching example to share, and Jane mentioned her nervousness at seeing herself on 

video.  I reminded the teachers how they might experience feelings of unease or 

discomfort while examining their own teaching, but I tried to reassure the teachers that 

our meetings would be a safe place and how we are all learning together about 

incorporating reflective strategies.  Violet mentioned she hoped her students would 



	 173	

respond positively to being videotaped by putting forth their best efforts.  Our 

conversation spiraled around decision-making, how reflection informs instruction, 

implementation of changes, and then reflection again, like a cycle.  The teachers had 

more questions about the videotaping, and exactly what we wanted to include in the 

videotaped examples.  I suggested the teachers record the entire class so they could 

capture the students engaging in an activity as well as the reflective strategies.   

 Jane made mention how there seems to be more emphasis in the literature about 

general education than music education.  Her comment led me back to the suggested 

readings.  I briefly described each of the suggested readings and why I selected each 

reading.  Out of the eight suggested readings, three were books and the remaining 

readings were articles.  I selected these readings because I thought the teachers would 

find the information contained within the articles helpful and relevant as they began their 

journey of incorporating reflective strategies.  I purposefully included a chapter called 

“Learning through reflection” from Learning and leading with habits of mind: 16 

essential characteristics for success (Costa & Kallick, 2008) since our district is starting 

to focus on the Habits of Mind.   

 After discussing the readings and how the different authors wrote about reflection, 

Jane mentioned how her principal includes time for reflection during her faculty 

meetings.  I then shared with Jane and Violet what I had learned from reading Schön’s 

(1983) ideas on the different types of reflection.  I talked about reflecting in the moment, 

or reflecting-in-action, which we agreed teachers do frequently based on students’ 

immediate response to a lesson. I next talked about reflecting-on-action, which requires 

one to take the time after an event to think through what happened, why the events 
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unfolded as they did, discover any meaning from what happened, and decide what to do 

next.  I connected the different types of reflection to one of the suggested readings by 

Paula Zwozdiak-Meyers where she writes about how reflection can positively enhance 

one’s teaching through questioning one’s own beliefs, trying new ideas and strategies, 

and considering alternative pathways (Zwozdiak-Meyers, 2012).   

 After I addressed a few questions from Jane and Violet about the consent and 

assent forms, I asked the teachers to share with each other how they structure the 

different activities for their music classes.  Violet was very eager to hear what Jane is 

doing, so Jane led the conversation by talking about how she bookends her classes with 

journals.  She shared details about the listening minutes and how the students answer 

questions in their journals relating to the music they are hearing.  Jane then described 

how she ends her class with the exit tickets, which is usually a question connected to 

content from the day’s lesson.  Jane made mention of how she uses the responses from 

the exit tickets to check the students’ understanding and see if there is a step she is 

missing.  I prompted Jane to also tell Violet about how she structures the rest of her 

classes, so Jane listed her typical activities in the order she teaches them:  a singing 

canon, a focus activity, a reinforcement activity, exit ticket, a video connecting music to 

either science or technology, and a game if time permits.  When it was Violet’s turn to 

share, she told Jane about her keyboard unit she started two years ago.  She included 

details about how she initially structured the instruction, and how she deemed the result 

“a train wreck because I tried to do it as a whole-group activity- and it was a mess” 

(Violet Clark, TCG Meeting #1, p. 4).  Violet said how she had the entire summer to 

reflect on the keyboard unit, and based on her reflections, she made changes.  Violet 
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created a way to differentiate the instruction for the keyboard unit by allowing the 

students to self-select their level from three different levels.  At the end of every class, 

Violet asked her students to state whether or not they felt they made progress today, and 

if the students selected the best level for themselves.  Jane and I were both so impressed 

with Violet’s keyboard unit that we suggested she present a session on her keyboard unit 

at an upcoming district-wide professional development day.  At that point, Jane 

mentioned how she would take any professional development session related to music 

education, and that she was tired of attending sessions on topics like Google Drive, or the 

district reading curriculum.   

 We talked more about adding ukuleles to music class, our personal instrument 

collections, and how we are all excited to be learning what other people are doing in their 

classrooms.  I mentioned to the teachers that we could have the option of continuing to 

meet as a group after the data collection period was over, and Jane responded with, “I’d 

be up for it- kind of like you said in the beginning, it’s just nice to see what we’re all 

doing” (Jane Smith, TCG Meeting #1, p. 10).  Violet responded, “Yeah, we never time to 

really talk about [what we do]” (Violet Clark, TCG Meeting #1, p. 10), which gave me 

insight to Violet and Jane’s preferences for professional development.   

My reflections on the first meeting 

 Our first meeting lasted approximately one hour and fifteen minutes.  While 

summarizing our meeting, I went back and listened to parts of the audio recording from 

the meeting.  I loved reliving the meeting and listening to our laughter as we joked about 

choosing pseudonyms.  I had the impression the teachers were comfortable with one 

another, and with me.  They were committed to improving their teaching practice and to 
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learning from one another.  I was disappointed in myself for the amount of talking I did 

throughout the meeting, but I knew it was the first meeting and I wanted to fully cover 

my expectations for the teachers as outlined in my research protocol.  I was delighted to 

hear how much sharing went on during our meeting.  Sometimes we strayed a bit from 

our agenda, but I think it was because we were so eager to talk with each other about 

what was happening in our classrooms.   

The Second Meeting of the TCG 

 I scheduled our second meeting for October 16, which was approximately one 

month after our first meeting.  I was now creating a sort of routine for setting up the 

music room with a table, chairs, snacks and bottled water.  I made sure to have 

everything ready before Violet and Jane arrived so we could make the most of our time 

together.   

 After welcoming the teachers back and engaging in some brief small talk about 

our husbands, long teaching days, and how we are coping with some challenging student 

behaviors, I asked Jane and Violet to describe how they are incorporating the reflective 

strategies with their fourth grade class.  Jane started off, saying she decided to incorporate 

the reflective journaling, since she already has her students journaling as part of their 

routine.  She gave her students three reflective prompts at the end of class:  (1) one thing 

I did well today, (2) one thing to improve upon, and (3) what is my favorite way to learn.  

The students answered the prompts after responding to Jane’s exit ticket.  At the start of 

the next class, Jane asked her students to read what they wrote from their previous class 

and create a goal for the current class.  After reading her students’ responses, Jane noted 

her students gave honest self-assessments, but did not include many details.  Violet also 
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decided to incorporate reflective journaling.  During a recent class, her students were 

working in small groups on a rhythm project.  Like Jane, Violet gave her students three 

prompts to consider:  (1) how was it working as a group, (2) what worked well in your 

group, and (3) what did not work well in your group.  Unlike Jane, Violet specifically 

tailored her prompts to focus on the group dynamic because “that would dictate how well 

they were able to do the project” (Violet Clark, TCG Meeting #2, p. 7).  Violet talked 

about how reading the responses gave her insight to the classroom atmosphere.  One girl 

wrote in her journal her group did not include her on the project.  During the lesson 

Violet was unaware of her student’s feelings about her group, and would not have known 

unless the girl wrote about her feelings in her journal.   

 I asked Jane and Violet if their students knew why people engage in self-

reflection.  I asked this question because I had the impression both teachers were giving 

students prompts that would focus their thinking on behavior rather than learning.  Violet 

responded that she did not know if her students had any ideas for why people reflect, but 

she stated, “it’s a great question to ask” (Violet Clark, TCG Meeting #2, p. 8).  I 

encouraged the teachers to talk to their students about why they are engaging in reflective 

strategies during music class, and how through reflection students can gain insight about 

themselves as learners.   

 I wanted to know if the teachers noticed anything yet as a result of the reflective 

strategies.  I was inwardly disappointed when Jane and Violet agreed it was too soon to 

tell.  Perhaps I was pushing for results that might not materialize.  Perhaps the teachers 

would not notice any differences with their students.  I asked myself these questions 

during the meeting, and later on when I reflected on the meeting.  During the meeting, I 
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decided to keep the focus on the actual reflective journaling.  I was still concerned about 

the focus on behavior until Violet mentioned she was looking forward to engaging her 

students in a different activity and then asking her students prompts about what it is they 

have just done.  I felt reassured that we were on the right track because Violet’s focus 

was more on student learning than student behavior.  When Jane talked about her 

students engaging in the reflective journaling, she remarked how her students really 

seemed to be thinking about what they were writing because they took their time and did 

not rush.  Both Jane and Violet mentioned the students’ responses were vague, so I 

suggested having students share their responses to the prompts, as a form of modeling 

reflective thinking for their peers.  I told the teachers that group reflection could certainly 

be a possibility and how the students could learn to think reflectively alone by first 

thinking reflectively as a group.  I tried to emphasize to the teachers how students can 

grow as learners by examining their own thought processes and reflecting.   

 I asked the teachers if they would have done anything differently regarding how 

they incorporate the reflective strategies.  Jane remarked how she needs to find the 

balance between music class activities and time for reflection during a 45-minute class 

period. Incorporating reflection time was something different for Jane, and she had to 

thoughtfully consider how to add the reflection time into her teaching routine.  I asked 

her about her teaching style, and if her questioning tactics had changed since we started 

the study.  She mentioned she approaches her chorus rehearsals differently than she did 

before thinking about reflection.  Instead of telling her chorus students what they need to 

do to improve, Jane started asking the students what they need to do to improve.  During 

music class, Jane applied the same questioning tactics.  Her students were engaged in 
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adding a rhythmic ostinato to a known song.  Jane noticed the students were not 

performing the ostinato at the same tempo as the song, but instead of telling the students 

how to fix the problem, she asked the students to tell her what they should do.  After 

much discussion with the students, one girl finally said they were going too fast.  Jane 

remarked,  

So it takes more time, but it’s worth it because they get used to reflecting 
on it.  So I’m just finding I’m becoming more aware of that instead of me 
just giving the answer because I know I have 45 minutes and I gotta make 
sure I get through x, y, and z and so- I’m starting to let some things go for 
the teachable moment. (Jane Smith, TCG Meeting #2, p. 13) 

 
We talked about the students’ journal entries.  Violet shared one students’ response which 

was “it was good at the end, but at the beginning it was bad” (Violet Clark, TCG Meeting 

#2, p. 14).  Jane chimed in by talking about her students’ entries resembled the one Violet 

shared.  Jane wanted her students to go back to their entries and give more details, so she 

responded to some of the journal entries by asking the students to state their goal and how 

they accomplished their goal.  

 We spent the next part of our meeting watching teaching videos.  We watched 

Jane’s video first.  Jane started her class with the listening minutes.  The students were 

writing in their journals in response to the song “All-Star” by Smashmouth.  The students 

answered questions about genre, what types of instruments or sounds they heard, and 

whether or not they liked the song and why.  Jane then directed the students to think 

about their goals by prompting her students to think about what they wanted to work on 

during class.  Jane asker her students to share their goals, and a few students mentioned 

they wanted to work on their singing or playing instruments correctly.  Next, Jane led the 

class in a song.   
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 I asked Jane some questions about what she noticed while watching the video.  I 

wanted to know if she noticed anything connecting the students’ performance in class to 

their goals.  She mentioned one boy who stated his goal was to improve his singing.  Jane 

said the boy was aware of his struggle to match pitch, and she commented on how the 

boy was singing with enthusiasm.  Violet had questions for Jane about the actual journals.  

Jane created a journal template with space to write the listening minutes, the exit ticket, 

and reflection.  Jane showed us an example of the template, and shared some of the types 

of exit ticket questions she asks.  Jane said her students were still getting used to 

reflective aspect of the journals, and she included how she encouraged her students to 

think about whether or not they achieved their goals.   

 I asked Jane if anything surprised her while the students were engaging in the 

reflective strategies.  We continued watching her teaching video, and saw the students 

actively and quietly focused on answering the reflective prompts.  Jane commented, 

“They were pretty quiet, which is good” which prompted me to ask, “Because they are 

quiet, what does that tell you?”  Jane replied, “I hope that means that they’re thinking 

about it” (Danielle Cullen & Jane Smith, TCG Meeting #2, p. 23).  Jane allowed about 

nine minutes at the end of her class for the students to complete their exit ticket and 

reflective writing.  After her class, Jane read the students’ responses.  She was surprised 

by the students’ honesty when they responded if they achieved their goal or not.  If a 

student wrote a vague response to the reflective prompts, Jane asked the student for more 

information.  Jane also told us how she used students’ responses to the exit tickets to 

inform her instructional decisions.  She mentioned it was difficult for her to ascertain 

every students’ level of understanding, so the information she learned from the exit 
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tickets was extremely valuable.  In response to Jane, Violet talked about teachers in 

general needing to look inward and reflect on their instruction if students provided 

evidence, like an exit ticket, of their lack of understanding.   

 Next, we watched Violet’s teaching video.  Since Violet told us her reflective 

prompts were specific to a group rhythmic activity, I suggested we watch that part of her 

teaching video.  The students were working in small groups trying to notate the rhythm of 

a familiar song using cards imprinted with different notes.  We watched Violet introduce 

the task to the students, talking about phrase and how many beats are in each phrase.  She 

suggested to the groups one person should keep the beat while another person claps the 

rhythm of the song.  While the students were working, Violet walked around the room.  

After a few minutes, Violet stopped the students from their work and led the class in 

writing the first phrase of the song.  Violet told us she stopped the students because she 

surmised not all of the students knew what to do.  As we were watching the video, Violet 

reflected aloud: 

When I look at this video, one of the things I should have done- the first 
time when I asked them, do you understand what to do, and I think, like, 
three hands went up- I’m hoping for the best here- what I should’ve said, 
ok, what don’t you understand- and I didn’t, I just kept on going. (Violet 
Clark, TCG Meeting #2, p. 30) 
 

After the rhythmic activity, the students answered the reflective prompts in their 

notebooks.  While we were watching the video, I asked Violet to share her thoughts on 

her teaching video.  She mentioned she had taught the rhythmic activity before, so 

nothing really surprised her about her students’ reaction during the activity.  She 

commented on the students’ level of engagement with the reflective writing after the 

rhythmic activity.  Violet allowed seven or eight minutes for the students to write, and 
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many of the students were still writing when time was up.  She observed the students 

were “really thinking about what they were going to write” and described the students’ 

reaction to the reflective writing as “encouraging” (Violet Clark, TCG Meeting #2, p. 

34).  We talked about students’ writing in general, and we suspected some students might 

be writing reflective responses to please their teacher instead of writing honestly.  Jane 

said she wanted to impress upon her students the importance of being honest in their 

responses.  Jane observed aloud how both her students, and Violet’s students, were 

quietly writing, which led her to believe the students must have been thinking about what 

they were writing.  

 Speaking of writing, I then asked the teachers to talk about their own reflective 

journaling.  Violet said she needed to make a concerted effort to give the students time to 

write, as well as allow herself time to write and reflect: 

I’ve only written one entry, and, you know- I’ll need to think about it a 
little bit more.  And maybe after I see the second class and read their 
second journal entries, I’ll have a little more to think about as far as what 
I’m doing.  But it’s- it’s an enlightening process, I think.  And it gives me 
a chance to talk about things in a different way, maybe, than I would 
otherwise. (Violet Clark, TCG Meeting #2, 39) 

 
Before agreeing to participate in my study, both teachers shared they wrote notes in the 

margins of their lesson plans about what they thought worked well or did not work well.  

So reflecting was a not a new idea for either teacher, but keeping a professional reflective 

journal was new.  Jane developed of a routine of writing in her journal immediately after 

her fourth grade class ended.  She would take her lunch at her desk and write in her 

journal while everything was fresh in her mind.  Jane said she might ramble a bit while 

writing her entries, but she liked putting her thoughts down because “it leaves room for 

other stuff” (Jane Smith, TCG Meeting #2, p. 41) in her mind.   
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 I asked the teachers to think about the suggested readings I gave them at the first 

meeting, and if they discovered anything helpful while reading.  Jane quickly answered 

she highlighted some key passages from the readings regarding time: 

A lot of it I found, whenever I was highlighting stuff, is that I came down 
to- I wrote ‘time’, may times.  Like, here, they were talking about when 
they met, as teachers they met once a week to talk about their 
observations, and student responses, and to plan.  I’m like, that would be 
great, but I can’t even get common planning time with my own 
colleagues- like, with art, music, and phys. ed. (Jane Smith, TCG Meeting 
#2, p. 43) 
 

I could tell Jane deemed what she read as being unrealistic.  Our conversation shifted to 

how exit tickets were mentioned in one of the suggested readings, and then Violet said 

she really enjoyed the book on the Habits of Mind.  She shared with us some ideas 

presented in the book and how she could apply those ideas to teaching music.  Jane said 

she liked reading about reflecting as a group compared to reflecting alone.  Jane said she 

liked reflecting within a group because a group of teachers could help each other be 

accountable, and she especially liked the idea of reflecting with other music educators.  

Violet wished we had time during our department meetings to talk about “things we can 

do in common” or “how are all of us approaching reflection” (Violet Clark, TCG 

Meeting #2, p. 45) or any other topic.  We talked about some of the district’s professional 

development offerings, and how we felt many offerings were not relevant to our teaching 

situations.   

My reflections on the second meeting 

 Our second meeting was an hour and 45 minutes long.  Once the teachers started 

talking about professional development, I could tell they had strong feelings about the 

current professional development opportunities provided by our school district.  Our 
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regular professional development consists of weekly faculty meetings and one early 

dismissal per month.  On early dismissal days we have three hours of professional 

development, which could be activities led by our building principals or our curriculum 

leader.  It sounded to me like both Jane and Violet did not find our current professional 

development opportunities to be very fulfilling.   

 Both teachers talked about how they thoughtfully planned how and when to 

incorporate reflective journaling during their 45-minute classes.  I really liked how both 

teachers were eager to see how each other structures their classes, what songs they sing, 

what types of activities they create to enforce the curriculum, and how they are 

approaching the reflective strategies.  Both teachers enjoyed sharing and learning from 

each other.  More than once Jane or Violet asked each other for a copy of a song, or 

directions for an activity.  When I reflected on our meeting, I could not help but think 

about the opportunity we have by participating in the TCG.  We are learning from one 

another, we can relate to each other, and our focus is relevant to our teaching situations.  I 

also reflected on how the teachers reacted when we watched the videos.  Violet reflected 

on her own teaching, which made me think video-stimulated reflection could be a 

valuable source for professional development.  I also appreciated how both teachers 

allowed themselves to be vulnerable when sharing their teaching videos.  I was pleased 

with our demeanor- at no point did I feel like our group was judgmental; only 

appreciative of each other and each other’s teaching.   

The Third Meeting of the TCG 

 I scheduled our third meeting for November 13, 2017.  Once again we met at my 

school. I set up the table and chairs, and then I drove to pick up a Sicilian pizza for the 
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TCG to share during the meeting.  Jane and Violet arrived around 4:30pm.  I recorded the 

audio from our meeting using the Snowball microphone and the Voice Memo application 

on my iPhone 6S.  About halfway through the meeting, my phone stopped recording.  My 

guess is I received some sort of a notification, which stopped the Voice Memo 

application from recording.  I noticed the recording had stopped, and quickly restarted the 

application.   

 After our initial greetings and small talk, we launched into a discussion about our 

students and their reflective writing responses.  Inspired by our October meeting, Jane 

decided to investigate her students’ prior experiences with reflection.  She emailed the 

third grade teachers in her building and asked what type of reflective activities the 

teachers employ.  The teachers replied they did not include reflective activities simply 

because there is no time.  The only time the third grade teachers might include time for 

reflection would be if the students were involved in some sort of STEM activity.  The 

third grade teachers, bound by the curriculum, did not incorporate student self-reflection.  

Jane was surprised to learn from the third grade teachers that student self-reflection is 

“just not part of what we do”(Jane Smith, TCG Meeting #3, p. 4).   

 After talking about students’ prior experiences, we focused on their current 

experiences with reflective writing in music class.  Violet mentioned how her class’s 

recent behaviors impeded their time for reflection.  Because her class’s behaviors 

prevented her from finishing her lesson, Violet did not have time for the students’ to 

answer her reflective prompts in their journals.  Violet reached out to the students’ 

homeroom teacher, who allowed the students to complete their reflective journals after 

music class.  During class, the students were once again working in small groups on a 
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rhythmic composition project.  Violet crafted a reflective prompt specifically for the 

project by asking the students to state the purpose of the project.  She then mentioned to 

us that many of the students’ answers did not even closely relate to the actual purpose of 

the project.  Violet’s comments about her students’ responses directed the conversation to 

reflection, and why reflection is an important part of learning.  We talked about by 

reflecting we seek to answer why- why did things happen as they did?  In attempting to 

answer why we ascribe meaning to our learning, therefore making our learning relevant.  

We talked about how reflecting can lead our students to find deeper meaning in their 

learning, with the help of real-life examples relating to content.   

 Violet talked about what she was noticing about herself since participating in the 

TCG.  She now thinks about her teaching differently than she did before: 

I think about as I teach something for the first time, I think about am I 
getting the results that I thought I was going to get.  Or, if I’m not getting 
them, what do I need to do differently to get them.  Case in point- and I 
think I wrote about this, too- was that I started a new assessment, one that 
I’ve never done before with third grade.  And it was a train wreck… It was 
bad.  And you know, I thought I had done enough modeling at the board, 
that kind of thing.  Evidently not.  I thought that the assessment was clear 
enough- evidently not.  So I went back and relabeled my assessment, had 
kids coming to the board and doing extended things there before I gave the 
assessment.  Today was the re-vamped version and it was much better. 
(Violet Clark, TCG Meeting #3, p. 10)    
 

We talked about questioning our own assumptions about what students know and what 

we think they know.  We are so accustomed to reading and writing music notation that 

we forget what it is like for a young child trying to decode the symbols.  We also talked 

about our perception of what the students think is meaningful.  We agreed our students 

are focused on their grade, and are usually curious if a particular activity or assignment 
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resulted in a grade.  We decided students ascribe meaning when there is a threat of a 

grade, and many students are then motivated by the possibility of achieving a high grade.   

 We talked about helping our students make connections between their goals and 

their classroom performance.  Jane noticed many of her students would write their goal at 

the beginning of class, go about music class with no observable regard for their goal, and 

then at the end of class simply state they had not achieved their goal.  Jane was frustrated 

by her students lack of consideration for their goals, so during a post-observation meeting 

with her principal, she mentioned her frustrations.  Her principal advised Jane to remind 

her students of their goals throughout the lesson. Jane noticed a difference in her 

students’ performance, like changes in behavior, when she incorporated reminders.  Jane 

mentioned her music class is fast-paced because she seamlessly maneuvers from one 

activity to the next, so she did not mind reminding her students to think about their goals.  

By doing so, Jane made reflective thinking part of her entire lesson, rather than 

segmented at the beginning and end of music class.   

 I asked Jane what she noticed about her own teaching since joining the TCG.  

Jane responded she was more conscious of how she was presenting materials to her first 

class of our six-day rotation.  She constantly tweaks her lessons based on student 

response.  Recently Jane taught a first grade class a lesson on the musical staff.  The 

musical staff consists of lines and spaces, and sometimes her students were confused as 

to where notes were to be placed on the staff.  After carefully considering how the 

students responded to her instruction, Jane decided on a different approach for her first 

graders who had music class the next day of the six-day rotation.  Jane gave another 

example of a lesson she formerly taught her fifth graders but wanted to adapt for her 
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fourth graders.  She realized during the lesson her fifth graders were more advanced than 

her fourth graders, and her fourth graders were not developmentally ready for the lesson.  

She modified the lesson before teaching it to another group of fourth graders.  Overall, 

Jane said she is more aware of her instructional decisions now than before joining the 

TCG.  Later on, Jane compared herself to a novice teacher.  She said a novice teacher 

usually blames the students when they do not understand, rather than looking inward at 

one’s own teaching.  Unlike a novice teacher, if her students do not understand, Jane does 

not blame the students.  Rather, she looks inward and questions her own instructional 

choices and reflects on what she could have done differently.   

 Violet said she finds herself thinking more deeply about her teaching than she did 

before my study, even though her teaching schedule is full and at times Violet feels like 

she barely has time to think. Violet also commented her students recently exhibited some 

challenging behaviors, like inattentiveness and lack of regard for following directions.   

We agreed students behave differently today than they did ten, fifteen, or even twenty 

years ago, and wondered if there could be a connection to student’s behaviors and the 

amount of daily screen time.   

 I decided to shift our conversation back toward the students’ reflective strategies.  

Violet shared her most recent reflective prompts: (1) what was the real object or purpose 

of this lesson, (2) how well did your group work together, and (3) did you enjoy doing 

this, why or why not.  During the lesson, the students were working together in small 

groups.  The students created their own rhythmic syllable language.  Instead of chanting 

‘ta’ for a quarter note, ‘ti-ti’ for a pair of eighth notes and ‘tika-tika’ for four sixteenth 

notes, the students used other words such as ‘Ram’ for quarter note, ‘Honda’ for a pair of 
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eighth notes, and ‘Lamborghini’ for sixteenth notes.  Next, when encountering 

combinations of eighth notes and sixteenth notes, the students created a new word by 

combining their two other words (Lamborda).  Violet provided her students with prompts 

focused on the purpose of the lesson because she wanted to know if the students 

understood her learning goals for them.  Violet noticed, after reading the student’s 

responses, many of her students focused on the group dynamic rather than rhythmic 

content.  Overall Violet felt most of the students understood the purpose of the 

assignment but she decided she needed to communicate the purpose more clearly to her 

students. Violet commented her students’ responses were more detailed when answering 

these prompts than the prompts for the previous classes.  Violet thought out loud about 

how she worded the prompts, and how the actual question can stimulate more detailed 

responses.  She also thought about how to make changes with her prompts for her next 

class.   

 After hearing Violet describe the rhythmic lesson, we watched a couple of video 

taped examples.  The videos were of the students presenting their finished products, and 

not necessarily of Violet teaching.  Even though we did not connect the videos to our 

discussion about reflection, I thought it was beneficial to actually see the rhythmic lesson, 

and watching the video stimulated more dialogue among the TCG.  Also, Jane and I 

could not help sharing how much we liked Violet’s lesson on rhythm.  We agreed our 

students struggle with the concept of combining eighth notes and sixteenth notes, and we 

welcomed new ideas for reinforcing reading and writing combinations of eighth notes 

and sixteenth notes.   
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 Next, we gave Jane time to share.  Jane noticed her students consciously trying to 

be more mindful of their goals.  We started Jane’s video, and watched Jane lead the class 

in a song.  Then she directed her students to read their goal from their previous music 

class and asked if anyone would like to share their goal.  Jane thanked the students who 

shared, and told the students she reads their journals every week.  Jane also told her 

students she wanted them to consciously try to make changes based on their goals.  She 

said it was a waste of time to write a goal if the students were not going to focus on their 

goal during class.  By telling her students to focus on their goal as a means of improving 

their learning experience, Jane communicated to her students the purpose of reflection.  

After watching Jane talk to her class about reflection, we watched another portion of her 

teaching video when the students were playing instruments.  Many of the students wrote 

their goal was to improve their instrument playing.  The students used boomwackers, 

colorful percussion instruments, to play a familiar song from notation.  As we watched, I 

commented on how the students were actively engaged in their note reading.  The 

students focused on playing the boomwackers at the appropriate time.  In our last 

meeting, Jane mentioned how she reminded the students throughout music class to think 

about their goals. I asked Jane if she thought her reminders had any influence over her 

students’ performance in this particular video clip.  Jane replied, “Maybe- it was about 

halfway through, I think it might have been the transition time, I don’t remember when I 

reminded them” (Jane Smith, TCG Meeting #3, p. 44). 

 Jane designed reflective prompts to encourage her students to think about 

reflection.  Jane mentioned earlier she liked how her students had to slow down and think 

while they were completing their reflective writing.  She asked her students to comment 
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on how they think they are doing in music class, and to say what they think reflection 

means.  Jane noticed her students’ included more detail than previous reflective writing, 

and shared a couple of her students’ definitions of reflection: 

‘Reflection is looking at what you did and then try to fix it in the future.’   
‘Reflecting is to reflect on the past to see if you’re doing good in music’.  ‘ 
I think I’m doing a good job in music class because I listen to the teacher 
and I don’t usually fool around with my friends.  I’m pretty good at 
playing instruments and singing as well.  If you reflect, you’re looking 
back on the past to see what you’re good at and what you did bad.’   
So, I mean, some of them are still- it’s very black and white.  There isn’t 
any of that middle ground, where, you know, if you’re improving on 
something it doesn’t mean you’re bad at it. (Jane Smith, TCG Meeting #3, 
p. 47) 
 

Jane wanted her students to understand there is always room to grow and improve, but 

her students decided they were either bad or good, and there was no middle ground.  We 

talked for a bit about how to communicate to our students the idea of the ‘middle 

ground’, and how even adults can still work to improve.  Looking forward, Jane said she 

wanted to ask her students to reflect on one thing they did well, one thing they could 

improve upon, and how their music teacher can help them learn.  Violet said she wanted 

to do more with setting the stage for reflection from the beginning of class, something she 

admired from Jane’s teaching videos.  Violet thought she would try to weave in 

opportunities for reflective thinking throughout the lesson, and Jane stated she wanted to 

communicate to her students that learning is a work in progress.   

 I asked Jane and Violet if they thought teachers were naturally reflective and if 

reflective practice can be taught. Violet immediately replied: 

I think we have to give students the tools to do that, ok, and I think it said 
that in that one article, too- because some of them will not come up with 
that on their own.  Some kids are more naturally reflective and 
introspective than other kids.  Some kids will always be looking for an 
outside solution to their dilemma.  It will never be about what can I do 
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differently or anything like that.  They will not examine themselves.  Ok, I 
think we do need to teach them the value of self-examination.  That just 
comes in in so many areas of life that they do need to learn that 
somewhere along the way, and if it’s in music class, great.  Because there 
are going to be times in your life when you will have to- you know, the 
only answer is me- what did I do, or what didn’t I do, or how could I have 
done that differently? (Violet Clark, TCG Meeting #3, p. 54) 
 

Jane talked about a child’s ability to look inward, and we wondered if the ability to look 

inward was developmental, or linked to parenting.   

 I concluded our time together by asking Jane and Violet how things were going 

for them regarding their participating in the TCG.  Violet mentioned she has to make the 

time to prepare for the meetings, and she now has a different perspective of her students 

because of her involvement in the TCG.  She thinks more about her students’ level of 

understanding of content, rather than simply recalling facts.  Jane loved being part of a 

group for reflection, but mentioned her schedule becoming busier, leading her to be 

concerned about having enough time for personal reflection and preparing for the 

meetings. 

My reflections on the third meeting 

 Our third meeting lasted nearly two hours. I was so completely engaged in our 

discussions that I hardly noticed the passing of time!  I found it so refreshing to share 

ideas and learn from Jane and Violet.  I had the impression Jane and Violet felt the same 

and also enjoyed our time together.   

 Participating in the TCG has been a great learning opportunity for me.  I have 

been teaching for 17 years, all of those years in Downingtown, and I cannot remember 

another opportunity to talk with my fellow general music educators about content, 

particularly concepts that appear to confuse my students.  During this meeting, we talked 
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at length about teaching combinations of eighth notes and sixteenth notes; a concept 

usually difficult for my students to grasp.  I was grateful for Jane and Violet sharing 

strategies they use for addressing combinations of eighth notes and sixteenth notes, and I 

even tried out some of their ideas with my own students.  Albeit brief, I loved sharing 

with my colleagues, and hearing how they address the trickier aspects of our curriculum.  

Also, I enjoyed seeing the videotaped examples from Violet’s classroom.  I liked seeing 

actual students completing the task she described and thought viewing teaching videos 

could be a great source for personal reflection and professional development.   

 Early on, I had my doubts about how effective I would be as the facilitator of a 

teacher collaboration group.  I have presented sessions for music educators at 

professional development days, but I had no experience facilitating a group like the TCG.  

Before our third meeting I carefully thought about my prompts for Jane and Violet.  I 

wanted to craft my prompts to stimulate discussions that were fruitful and relevant, with 

some opportunities for lightheartedness and candor.  I noticed I was developing more 

confidence in my abilities as facilitator. The atmosphere at our meetings was focused, yet 

comfortable.  It was easy for us to share with one another, and there was an air of humble 

appreciation throughout the meetings.   

The Fourth Meeting of the TCG 

Part I 

 I originally scheduled our fourth meeting for December 11, 2017.  Violet had a 

doctor’s appointment that afternoon, so I rescheduled the meeting for the following 

Monday, December 18.  I set up the music room, laid out the snacks, and walked down to 

the lobby to meet Jane and Violet.  Jane arrived first, so we chatted for a bit while we 
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waited for Violet.  More time passed, so Jane texted Violet to ask if she was on her way 

to our meeting.  Violet replied she had forgotten about our meeting, and was already on 

her way home.  Because December is a busy time of year, I did not want to attempt to 

reschedule the meeting, so Jane and I met in person and included Violet via Facetime on 

my personal laptop.  I recorded our conversation on my iPhone 6S using the Snowball 

microphone and the Voice Memos application.  I also used my iPhone 5S to record our 

meeting as a back-up recording in case my iPhone 6S failed to record.   

 Because of our awkward start to the meeting, I decided to jump right in with our 

first topic of discussion.  I asked the teachers to comment what they noticed about their 

students.  We talked about the students’ lack of prior experience with self-reflection as 

part of their school day.  Violet commented she thought her class was not very reflective, 

and she was having trouble helping her students get in a reflective mindset.  Jane was 

already thinking ahead about how she could incorporate reflective strategies across all 

grade levels.  By starting with verbal strategies with the younger grades, Jane thought she 

could establish reflection as part of her teaching routine.  Violet noticed her students want 

to do “stuff without thinking about it” (Violet Clark, TCG Meeting #4, p. 3).  Violet’s 

most recent time with her class was shortened due to a compressed schedule on an early 

dismissal day.  Violet told us she prepared her students for reflection from the beginning 

of class, and reminded her students they would have time to write at the end.  Her main 

activity for the day was a listening lesson in which Violet used a listening guide as a 

visual aid to engage her students in a listening example.  Violet said she was pleased with 

how her students responded to her lesson.   
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 Like Violet, Jane provided frequent reminders to her students throughout music 

class.  She periodically told her students to think about their goals.  Even with the 

frequent reminders, Jane was still not satisfied with her students’ written responses to her 

reflective prompts.  Her impression of her students was they did not want to spent time 

on their writing.  Jane related her students’ recent reactions to her students’ reactions 

when she initiated the listening journals when she first came to Downingtown.  She met 

some opposition at first, but gradually her students came to expect the listening minutes 

as part of their routine.   

 Jane’s most recent prompts were (1) what did you think about this project, (2) do 

you think reflecting helped you in music class, and (3) why do you think your teacher 

wants you to reflect.  Many of Jane’s students said they thought reflecting helped them 

learn about themselves and likewise helped Jane learn about her students.  Some of the 

students remarked they could be honest in their reflective writing, and other students 

wrote reflecting helped them improve upon their skills in music class.  Jane commented 

even though the students had positive feelings about engaging in reflection, they did not 

appear enthusiastic to write.   

 I thought we could explore students’ perceptions of writing a bit more.  I 

wondered aloud how students perceive their time in music class.  Do our students view 

their specials classes (music, library, art, and physical education) as a break from 

learning?  Or a break from work?  Our students tend to view writing as work, or a chore, 

therefore students are not eager to craft written reflective responses during music class.  

Jane mentioned she is not a fan of constantly engaging her students in projects that 

require a pencil and paper.  Violet agreed students perceived writing as a chore, and some 
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students have trouble using writing to communicate.  Again, Jane turned her thoughts 

toward the future and offered suggestions for incorporating reflection that did not include 

writing, like recording reflective podcasts.  I also suggested strategies like verbal 

reflection through whole-group discussions and think-pair-share partner or small group 

activities.   

 I wondered; everything I read in the literature about reflection mentioned how 

important reflection was to learning.  If reflection was so important, why are teachers not 

incorporating reflective strategies in a purposeful, meaningful manner?  Why do our 

students have no prior experience engaging in self-reflection?   

 Still thinking about what we noticed about our students, Jane talked about her 

students and their mid-year rhythmic assessment.  The mid-year rhythmic assessment for 

fourth grade has two parts: a rhythmic dictation assignment and a short performance 

assignment.  Jane could not accurately state whether or not her students’ self-reflections 

aided in their performance on the mid-year assessment, but she was pleased with her 

students’ performances.  Thinking about the purpose of reflection, Violet asked whether 

or not self-reflection could help students with their retention of material.  Jane added 

student retention was partly what inspired her to include exit tickets.  Jane thought by 

writing their answers, her students would remember content more than if they had not 

written their answers to the exit tickets.   

 I thought back to what Violet shared about her students in our previous meetings.  

Violet engaged her students in small groups on rhythmic projects and then had her 

students answer reflective prompts related to the group dynamic and the purpose of the 

lesson.  I wanted to know if Violet continued with other group projects, and what she 
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noticed about her students.  Violet said she had not included any group projects recently, 

mainly because of her class’s recent behaviors.  Violet taught a lesson on form, and was 

surprised by how many of her students struggled with the concept of form.  Her students 

could not articulate to Violet what they did not understand about form, so Violet asked 

her students for a show of hands to indicate if they understood what they were learning.  

Some hands went up to show they did not understand, but the students could not tell 

Violet why they did not understand. 

 Since we were speaking about students who do not understand, Jane shared a 

story about one of her students.  One of Jane’s students often claimed he did not 

understand as a means of escaping work.  After talking with other teachers, Jane learned 

her student told many of his teachers he does not understand because as a result, the 

teacher will either simplify the assignment, or do the work for him.  We wondered if 

students just do not want to think for themselves.  Violet said, “I think sometimes they 

say they don’t get it because they don’t want to think about it” (Violet Clark, TCG 

Meeting #4, p. 16). I speculated if society, including teachers and parents, are enabling 

students to not be accountable for their actions or their own thinking.  In response, Jane 

told us how she established an environment to encourage her students to be responsible.  

She told her students she only gives directions once so her students need to listen to the 

directions when she gives them.   

 To wrap up our discussion of how the teachers are currently incorporating the 

reflective strategies, I asked the teachers if they had anything else significant to share 

about their students since our previous meeting.  Besides what we already talked about, 
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Jane and Violet did not have anything else to share regarding their students’ performance 

during music class.   

 Our next topic for discussion was what the teachers noticed about their own 

teaching, and how their teaching changed as a result of incorporating reflective strategies.  

Violet included reflection as part of an ongoing process to inform her teaching.  In her 

journal, Violet spent most of her time reflecting on how to get her class to achieve her 

learning objectives, which is not what she originally thought she would be writing.  

Violet noticed she has to be much more specific about what she wants her students to do 

during music class.  She thought her students would have better behavior while she was 

videotaping, but she said there was no difference in her students’ behaviors.  It sounded 

like her students’ behaviors got in the way of Violet achieving the goals of her lessons 

and the students’ time for self-reflection.  She was determined to better communicate to 

her students her objectives and her reasoning behind the choices she made regarding 

materials, repertoire, and content.   

 When comparing her teaching now with prior to the study, Jane noticed herself 

being more explicit toward the start of her lessons.  She now makes a point to clearly 

communicate the learning objectives and the content of the lesson to her students.  Also, 

Jane noticed she is striving to be more direct during instruction and when giving 

directions. 

 Jane mentioned again how she draws inspiration from her students on the first day 

of the six-day cycle rotation.  She learned from her A-day students what she needed to 

tweak before teaching the same lesson again during the same six-day rotation.  Both Jane 

and Violet agreed their students needed to take an active role in their learning.  There is 
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always something to blame for inattentive students, like scheduling music class right after 

lunch, or right before recess, or too late in the afternoon.   

 I asked Jane and Violet what they are learning from and about their students while 

their students are engaged in the reflective strategies.  Jane’s suspicions about many of 

her students were confirmed when she read their journal entries.  By reading her students’ 

entries she could tell which students struggled with reading and writing, and she could 

also tell which of her students tried to avoid doing work.  Violet learned her students can 

be quite skillful at avoiding work, and noticed if her students were not motivated to 

complete an activity, they did not put forth much effort.  Violet concluded her students do 

not want to think about what they are doing; rather, her students want the thinking done 

for them.   

 Next, I asked the teachers what they would have done differently regarding how 

they implemented the strategies.  Before introducing the strategies, Jane would have liked 

to find out if her students had any prior experience with reflection.  I compared the idea 

of teaching students to be reflective with the idea of prepare-present-practice, which is a 

pedagogical idea associated with the Kodály Approach to music education.  Violet would 

have handled the logistics differently.  Instead of handing her students notebooks to use 

for journals, Violet would have created a reflective journal for her students, almost like a 

workbook, with photocopied prompts and spaces to answer the prompts.  Like Jane, 

Violet would have found out what her students knew about reflection before asking her 

students to answer reflective prompts.  Violet would have also spent more time talking 

with her students about what it means to reflect in efforts to help her students develop an 

understanding of reflection. 
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 I asked the teachers why we assumed our students knew about reflection.  Jane 

remembered reflective activities, like writing portfolios, from when she was a student.  

Since Jane’s teachers included reflective strategies, like portfolios, she assumed her 

general education colleagues included reflective strategies as well.  When she was a 

child, Violet was the type of student who thought about past events and what she could 

have done differently.  Since Violet was a thoughtful child, she thought most of her 

students were also thoughtful and naturally reflective.   

 We talked about what we noticed about our students’ amount of effort during 

music class.  Violet said her students only put forth effort if something was deemed 

“important enough” (Violet Clark, TCG Meeting #4, p. 26). Her words really resonated 

with me.  Do our students think music class is important enough and worthy of effort?  

Violet thought specials classes, like music, art, and physical education, were not 

considered ‘real’ subjects by most of her school’s population.  Since her students did not 

think of music class as important enough, they acted like they do not care about what 

they are learning.  We wondered how we could disrupt students’ perceptions of their 

specials classes as unimportant and unworthy of effort or thought.   

Part II 

 Because we started our meeting late on Monday, we did not address all of the 

discussion topics on my agenda.  I asked the teachers if we could meet on Thursday, 

December 21 before school.  We decided to meet via Google hangouts.  Prior to the 

meeting I researched how to record a Google hangout.  I downloaded an app on my 

personal laptop called SnagIt, which records your screen.  In addition to recording my 

screen, I also intended to record the audio from our hangout session on my iPhone.  We 
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ran into some technical difficulties with Google hangouts when Violet could not activate 

the webcam on her school district laptop.  After many discouraging minutes of trying to 

connect through Google hangouts, Jane suggested we instead try a conference call on our 

school district phones.  The conference call worked, we were able to connect, and I 

recorded the audio using the Voice Memo application on my iPhone 6S.   

 We picked up our conversation from the last meeting by discussing the students’ 

journal entries.  Jane’s students wrote with more detail now compared to the beginning of 

the study.  Violet’s students included more details in their most recent entries.  Violet 

noticed how reluctant her students were to write, and wondered if journaling was not the 

best way to approach reflection.  She thought reflection through group discussions might 

have been better than journaling.  She liked the idea of guided conversations to stimulate 

reflective thinking in her students, but did not know what she would do if some of her 

students did not participate in the discussion.  I asked the teachers about their own 

reflective journaling.  Jane mentioned her entries were getting shorter.  She usually would 

write in her journal after her class, but lately other things took precedence over her 

personal reflection time.  December is a busy time of year for everyone, especially for 

music teachers with school concerts, personal performances, and family events.  Violet 

said she was not writing much lately, and when she did write, it was mostly “whining 

about the kids” and her students’ negative behaviors.  Violet was also personally 

exhausted and sick and was very much looking forward to winter break.   

 Continuing to keep the focus inward, I asked the teachers what they were learning 

about reflection.  I wanted the teachers to articulate what they gained so far from 

participating in the study and what they learned.  Violet differentiated between two types 
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of reflection: one type she called general reflection and the other type she called focused 

reflection.  In other words, whining and being constructive.  Violet included her feelings 

and her frustrations in her journal, which she did not think was constructive, or focused, 

reflection.  Jane responded to Violet: 

But at the same time though, I think that while I agree that reflection is 
taking a look at what you’re doing and there’s the mantra I can only 
control what I do, not what others do, and all that stuff- sometimes I think 
it’s just the circumstances, there’s so many moving variables in what we 
do that if you have a rough day…and then you’re trying to figure out what 
you can change the next time, so it might just be that the kids were having 
a bad day, maybe they had indoor recess or maybe they just had a crazy 
time at outdoor recess, like there are so many unknowns that we don’t 
know when they come to our room. (Jane Smith, TCG Meeting #4, p. 35) 
 

Jane acknowledged the need to vent frustrations in a journal, but stressed the need to find 

the balance between positivity and negativity. Jane found it helpful to share and vent 

frustrations to other music teachers because other music teachers can easily relate to her 

teaching situations, but when department meetings become complaining sessions, no one 

benefits.   

 I asked Jane and Violet what they would like to learn about reflection.  Jane 

thought it would be interesting to see what other teachers around the country do to help 

their students become reflective thinkers, both in general education and music education.  

I wondered if teachers felt pressured because of standardized testing and therefore did not 

incorporate time for students to reflect.  Thinking about the study, I asked Jane and Violet 

how they were doing, and how they felt things were going.  Violet first considered her 

students.  She mentioned her students could not articulate what they were learning, which 

led Violet to believe her students did not understand what they were learning, which was 

eye-opening for Violet.  In the same vein, Jane found scheduling time for the students to 
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reflect was challenging.  I shifted the topic slightly to the TCG, and how I appreciated the 

opportunity to collaborate.   

 The last class for our data collection was coming up.  I asked the teachers if they 

were going to do anything different regarding the reflective strategies.  Violet planned on 

incorporating more discussion time.  Jane decided to tailor prompts more specific to the 

content or activities from music class.  Recently Jane asked her students to reflectively 

respond to prompts about an assessment.  The students liked the assessment because they 

felt challenged.  Some students remarked they thought they did well, and others wrote 

they thought they did not do well on the assessment.  Jane thought it interesting how 

some students who thought they did well actually did not score high marks on the 

assessment, which Jane thought warranted some investigation as to what her students 

were not understanding.  Jane, already thinking ahead, liked the idea of having students 

across grade levels reflect after assessments, or complete a reflective activity once per 

trimester.  There are many different was to approach reflection, and I thought Jane 

sounded eager to try something new next school year.   

 Violet concluded reflection is not a “cookie-cutter thing” (Violet Clark, TCG 

Meeting #4, p. 43).  She stressed the importance of teachers being flexible and reflective 

educators are more willing to be flexible and consider alternatives to every day situations.  

Violet shared an anecdote about her first principal observation as a novice teacher.  While 

she was teaching, she realized her lesson was ineffective, and decided to stray from her 

lesson plan.  Her principal told her changing her course was the best thing she could have 

done, rather than attempting to teach a lesson that clearly was not working.   
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 I asked the teachers to compare our TCG as professional development to 

traditional professional development offerings, like guest speakers or faculty meetings 

with a presenter.  Violet much preferred the TCG to what we typically have to do since 

she rarely has a chance to collaborate with her colleagues at traditional professional 

development opportunities.  Violet felt like her time was wasted when she has to sit and 

listen to someone else, and stated our time during the TCG meetings never felt like 

wasted time to her.  Jane agreed our meetings were always useful and relevant.   

 To close our meeting, I asked teachers how reflection- either their own or their 

students’- affects their decision making process.  Violet thought whole-group reflective 

discussion could provide valuable insight to what students do and do not understand, and 

she might change her plans for a subsequent class based on the feedback she receives.  

Jane constantly tweaks her lessons during the six-day rotation based on student response 

and her personal reflections on her teaching.    

My reflections on our fourth meeting 

 I was so appreciative of Jane and Violet being flexible!  I was concerned about 

attempting to reschedule our December meeting, so I was glad we continued our meeting 

via conference call.  I thought both teachers were very patient while we working through 

our struggles with technology, and for that, I was grateful.  I admired their commitment 

to the TCG. 

 As I reflected on our discussions from our fourth meeting, I thought the idea of 

teacher reflection was rising to the surface more than in previous meetings.  The teachers 

are learning and adapting instruction based on student feedback and learning how they 

can benefit from a professional reflective journal as a place to record one’s thoughts and 



	 205	

feelings.  I can appreciate the teachers working through various time constraints, both on 

themselves and their personal reflection time as well as trying to incorporate student self-

reflection within a 45-minute class period.  I thought it was good we acknowledged our 

stress level.  It certainly is difficult to make the time to journal when you are feeling ill 

and stressed.  I really appreciated Jane and Violet’s willingness to try something new, 

like including whole-group discussion as a reflective strategy.   

 I could not help but feel disappointed when the teachers did not have anything 

significant to share about their students’ performance in music class while engaging in 

the reflective strategies.  But what was I expecting?  Was I searching for something that 

might not be there?  I had to remind myself to not have any expectations of any sort of 

results because the students were engaged in reflective strategies.  My purpose is to 

describe the ways Jane and Violet incorporate reflective strategies and determine what 

the teachers notice.      

The Fifth Meeting of the TCG 

 Our final TCG meeting was January 5, 2018.  Once again we met at my school. I 

recorded the audio from our meeting with the Snowball microphone and the Voice 

Memos application on my iPhone 6S, just as I did for all of our previous meetings.  I also 

recorded the audio using my iPhone 5S using the Voice Memos application, and I 

recorded the audio directly into my laptop using QuickTime.  I wanted to take extra 

precautions so I would not miss any word from our final meeting.   

 I could not believe how quickly five months went by.  I opened our meeting 

expressing my gratitude toward Jane and Violet for joining me on a journey of learning 

and self-reflection.  Jane and Violet were such an inspiration to me.  When I transcribed 
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the audio from our meetings, I wrote notes to myself with ideas I wanted to try in the 

classroom.  My ideas were inspired by our conversations during our meetings.  In a 

previous meeting, Violet shared a rhythmic activity in which students developed their 

own rhythmic language, a lesson I implemented with my own students.  Violet used 

Jane’s turkey song, which Jane emailed to us.  We rarely have opportunities to talk about 

what we are teaching, how we are addressing the demands of our curriculum, watch 

videos of our teaching, see activities in action with real students, and experience what 

other teachers are doing in their general music classrooms.   

 Violet agreed with me.  She participated in the study because she thought she 

could learn something from Jane and me.  We were eager to share with our colleagues 

what we learned within the TCG and to describe to others the benefits we encountered 

while collaborating.  We thought of many of our fellow general music teachers who we 

predicted would enjoy participating in a teacher collaboration group.  I suggested we 

meet next year and focus on new curricular materials purchased for us by the district.  I 

think we are eager for more opportunities to learn from one another. 

 Outside of our TCG meetings, I was reading chapters from Reflective Practices in 

Arts Education (Burnard & Hennessy, 2006).  One chapter by Kushner entitled 

“Adolescents and the culture of reflection: More than meets the eye” was particularly 

relevant to our recent discussions about our students’ attitudes toward writing.  In our 

previous meeting we talked about our students and how reluctant they were to writing, 

and in general our students’ lack of effort.  Violet speculated our students might be 

fearful of taking a risk and being wrong.  Both Jane and Violet work hard to establish 

their classrooms as safe places where everyone is accepted, even if mistakes happen.  We 
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agreed we learn from our mistakes, but our students have difficulty grasping the concept 

of learning from their mistakes.  We noticed how our students can give one another a 

hard time if someone makes a mistake in front of the group, and we commented on the 

culture of a class, and even the school, can affect how a child views herself and her 

mistakes.   

 Since we were meeting for the last time, I asked Jane and Violet to summarize 

how they incorporated reflective strategies over ten music classes.  Jane began.  She 

reviewed the reflective strategies options I created, and decided she did not want to go far 

out of her comfort zone.  Since her students already had journals for listening minutes 

and exit tickets, she thought it would not be too much of a stretch to add a reflective 

component to the existing journals.  Jane created three prompts: (1) one thing I did well 

today, (2) one thing I need to improve, and (3) one way I like to learn music.  Jane 

created the journals with a template and then photocopied journals for each student.  She 

planned to have her students answer the same prompts toward the end of every music 

class and see how her students’ answers evolved over time.  When Jane read her students’ 

reflective responses, she was disappointed at her students’ vague responses.  She was 

then inspired to change the third prompt from ‘one way I like to learn music’ to ‘tell me 

how you think music class is going for you right now’.  Next, she started asking her 

students to reread their responses from their previous class, which then evolved into goal 

setting.  At the start of class, Jane’s students wrote a goal for themselves, and at the end 

of class, they reflected in writing on whether or not they had achieved their goal.  Jane 

wanted her students to know goal setting and reflection were purposeful activities 

designed to help her students learn about themselves as a learner.  Jane realized her 
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students’ responses were vague because her prompts lacked specificity.  She then tailored 

her prompts a particular activity, like an assessment, in efforts to stimulate more detailed 

student responses.  After her students completed an assessment, she asked them to 

reflectively respond to the following prompts: (1) did you like the assessment, (2) how 

did you do on the assessment, and (3) what helped you be successful.  By answering 

evaluative prompts, the students developed a heightened awareness of self.  Jane liked the 

idea of her students completing trimester reflections, or reflections after assessments.  

She also was curious about how to integrate iPads as a medium for student reflection.   

 Violet chose reflective journals, and incorporated reflective journal writing from 

the beginning of our data collection period until her last class with her students.  Violet 

provided her students with reflective prompts at the end of class.  She designed her 

prompts to stimulate her students’ reflective thinking on the events that transpired during 

class.  Violet created the prompts before class began, usually with some sort of prediction 

as to how the lesson would go.  Usually Violet would create her prompts before class, but 

sometimes she wanted to change her prompts as she reflected-in-action (Schön, 1983) 

while teaching.  Violet designed reflective prompts specific to her lesson, but realized 

later she was not wording prompts in a way to stimulate a thoughtful response.  She 

observed, “if you don’t ask for details they won’t offer them up” (Violet Clark, TCG 

Meeting #5, p. 16). At the start of her final class for our data collection, Violet told her 

students they were going to do things different today.  Violet told her students her 

objectives for the day and then told her students to create a goal.  The students wrote their 

goals in their journals.  Toward the end of class Violet presented her students with two 

reflective prompts, and asked the students if they would rather engage in a reflective 
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discussion or write reflective responses in their journals.  Violet’s students chose 

discussion over reflective writing.  Thinking toward the future, Violet felt there was value 

in reflection and engaging students in reflective dialogue.  I asked her why she thought 

there was value, and she responded:  

Because I think that some of my students have been on autopilot and I 
don’t think that I did enough to make them take control of their learning.  
They’re happy to be on autopilot.  Just tell me what to do, I’ll regurgitate 
it for you, and we’re done…so with the reflection they do have to think 
about what they did, even if they didn’t think about it when they were 
doing it.  Which, you hope that they would think about it then too, but let’s 
face it, sometimes they don’t because they don’t want to.  But when you 
ask them to reflect about it, well at least that’s one time that they have to 
think about it. (Violet Clark, TCG Meeting #5, p. 18) 
 

Violet summarized her experiences with her students engaging in reflective strategies 

when she mentioned reflection helped her students think about what they did.   

 Jane liked the idea of students engaging in reflective dialogue, or reflective 

conversations.  She shared another idea for future, of having small groups of students 

engage in a reflective conversation stimulated by carefully worded prompts, and then 

asking the students to record their conversation using an iPad.  Jane thought by listening 

to her students’ reflective dialogue she could gain valuable insight as to what her students 

are thinking.  Children value learning from one another, and reflective conversations 

among their peers could be quite powerful.   

 Violet recorded her last class using her school iPad, so we decided to watch the 

video together.  Violet began her lesson with a melodic activity.  She projected a melody 

on her Smartboard, and asked her students questions about the notes on the staff.  When 

Violet spoke about finding ‘do’, she mentioned how ‘do’ frequently is the final note in a 

melody, and Jane very excitedly commented on how she used the same language as 
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Violet when leading students in a melodic note reading activity.  Violet noticed how her 

students were engaged and attentive during the melodic activity.  Instead of treating 

reflection as an activity at the end of her lesson, Violet integrated reflective dialogue 

throughout her lesson by asking purposeful questions designed to remind students to 

actively think about what they were learning.  Violet made mention earlier of a student 

who wrote in his journal he did not understand how to figure out which notes were which 

when attempting to read notes from the musical staff.  For instance, the student did not 

understand which note was ‘re’ when comparing notes to ‘do’.  We watched in the video 

when Violet had an opportunity to invite the student to the board so she could address the 

intervallic relationships between notes and how, because of the relationships, notes were 

placed specifically on the musical staff.  Through his journaling, the student 

communicated to Violet what he did not understand.  Since the student never addressed 

his lack of understanding during instruction, Violet would not have known the student 

was inwardly struggling to understand.  The same student also expressed in his journal 

that he liked journaling because he could be honest.  Could it be the student was afraid to 

voice his misunderstanding in front of his peers?  Through his journal responses, Violet 

gained insight to the student’s level of understanding and was therefore able to address 

his needs during instruction.   

 During the reflective discussion, Violet asked her students to raise their hands if 

they felt like they accomplished their goals.  Violet also asked her students if they should 

continue to leave time at the end of class to discuss what they learned.  While watching, I 

commented on how reflective conversations could help students find meaning in their 

learning, and our students might not be engaging in reflective conversations in other 
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subject areas.  Violet was surprised her students said they were comfortable sharing, 

especially when she thought back to her student who wrote about being excluded by her 

group.  Violet commented her students appeared to be thoroughly engaged in the 

reflective discussion.  In the video, Violet pointed out to her students she read their 

journals, thought about what her students wrote, and used what she learned from reading 

the journals to aid her in lesson planning.  Going back to the student who wrote he did 

not understand how to read notes on the musical staff, Violet wondered how he might do 

on the next melodic assessment.   

 I asked Jane and Violet to summarize what they noticed about their students 

during our data collection period.  Jane highlighted two of her learning support students, 

who typically scored low on assessments.  Jane noticed her two learning support students 

scored the highest scores on their most recent assessment than they have ever earned in 

music class.  I asked Jane if she thought engaging in reflective strategies helped her 

students.  The students did not engage in reflective strategies prior to the study, and now 

when they reflected, they scored better than expected.  Jane was extremely pleased with 

her students’ scores.  She remarked, “I feel like a light bulb went on somewhere!” (Jane 

Smith, TCG Meeting #5, p. 36) regarding her students’ performance on the assessment.  

If the light bulb moment is connected to the strategies, I asked Jane if she could explain 

why.  Jane replied, 

I think that he might have had to confront his demons, so to speak.  It’s the 
same reason I was hesitant to- not hesitant, but I was scared of this project 
and this group because I knew I would have to watch myself on videotape 
and I knew I would have to look at the things that I struggle with- so 
maybe this forced him to look at what he struggled with, instead of trying 
to pull the wool over his eyes- or, what is it, burying your head in the sand 
and just thinking, alright, here’s music, I’m just trying to get through this 
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as best as I can.  All right, you know what, she’s making me think about 
what I’m doing. (Jane Smith, TCG Meeting #5, p. 36) 
 

I asked Jane if she was surprised by her learning support students’ performance.  She 

replied,  

Yes, oh absolutely, yes.  I try not to go in with that biased attitude, but you 
have a history with each of the kids- that’s one of the benefits of our job, 
you see them for six years, some of them you don’t, but they’ve been there 
since I’ve been there and probably even before that, so when they come to 
see you that following year, you already have an idea of where their skill 
level is at.  And so, especially with him, I knew that he’s one that will 
always just need me to kind of just look over his shoulder, make sure he’s 
on the right track.  But he was- so that was a huge blessing, honestly, just 
to know that maybe I’m doing something right?!?  He’s getting it?  He’s 
finally just succumbed to, oh, she’s not going away, fine- you know?  I 
don’t know- maybe it’s a combination but I think the fact that I kind of 
held up the mirror… That’s probably my biggest surprise out of them, 
were those two. (Jane Smith, TCG Meeting #5, p. 37)  
 

Reflection is holding up a mirror to one’s self.  I wonder if by holding up the mirror, like 

Jane said, her students were more aware of their thought processes and because of their 

awareness were more successful during music class.   

 I asked Jane and Violet what they noticed about their own teaching while 

participating in the study.  Violet had to be more thoughtful about what she asked of her 

students and how she wanted her students to communicate.  She really had to think about 

how her students could have more responsibility over their learning.  Jane decided she 

wanted to make her teaching more student-centered rather than teacher-centered.  She 

became more thoughtful about asking her students ‘why’ so she could ascertain if her 

students knew why an answer was correct.  Jane learned to ask her students carefully 

worded questions designed to lead her students to discover new information for 

themselves, rather than Jane telling her students new information.  Over time, Jane 

encouraged student ownership of learning by asking her students to figure out possible 
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solutions instead of Jane always diagnosing the problem and giving her students the 

solution.  Overall, Jane developed a better idea of what reflection can look like in music 

class and is working on ideas for how to incorporate time for reflection in her future 

music classes.  By participating in the study, I learned to let go of trying to pack content 

and material into a 45-minute class period in favor of allowing my students time to think, 

to talk with one another and to reflect on the events which transpired during music class.  

I learned to step back and give my students time to ‘let the wheels turn’, rather than 

quickly giving my students the answer.  Initially it was difficult for me leave time 

because I was constantly aware of my own instructional time constraints.  With only 30 

classes over the course of a school year, and with curricular needs to address, I felt 

pressured to schedule every possible minute of our music classes with instruction.  I have 

learned the value of giving my students time to think and grasp what we are doing in 

class, and when I can see my students’ eyes light up with understanding, I am reassured 

that I am giving my students a better learning environment than I did before integrating 

time for reflection.   

 I asked Jane and Violet what they learned about reflection since participating in 

the TCG.  Violet realized she did not think about reflection enough and did not give 

herself time to self-reflect.  She also learned her students are not encouraged to reflect 

while at school.  Violet now sees the value in reflection.   

Yeah.  Judging by what they [students] said to me about whether they 
liked it or not.  It seems to me that some of them did like the idea that they 
could share their thoughts about things.  And, like I said, I don’t know that 
I would do a written journal again but we would certainly have discussion 
time.  I think that’s important.  And that’s not something I really thought 
about before. (Violet Clark, TCG Meeting #5, p. 43)  
 



	 214	

Violet added she thought it was important for the students to understand what they are 

learning, and how engaging in reflective strategies could help develop students’ 

understanding.  Jane thought she was an attentive teacher before participating in the 

study.  Every year, Jane chose an aspect of her teaching to focus upon and improve.  

Before the TCG, Jane never thought about reflection.   

I can’t believe it- it just never occurred to me.  And I’m trying not to be 
hard on myself, because I also understand there’s 45 minutes, 30 times a 
year, if we’re lucky.  But that there are these little ways through discussion 
or whatever- even technology and making it easier for us- but to start 
bringing that in and increasing the well-roundedness.  I’m always going to 
be- we all are- growing, and I know that.  So I’m never going to reach a 
point where I go, I’ve mastered it!  And I know that!  But I was still 
thinking, like, alright, I finally feel like I’ve got a handle on this whole 
teaching thing, and I’ve got it, and then I just missed a whole aspect of 
teaching that is really valuable, and I didn’t realize how valuable it was 
until I could see that like there, and again, not all of them, but there were 
some kids who were really taking it seriously and they really needed that. 
(Jane Smith, TCG Meeting #5, p. 43-44) 
 

 I asked the teachers to reflect on their takeaways from participating in the study.  

Violet eagerly talked about presenting our ideas to our colleagues.  Jane wanted to 

suggest a future TCG for flex day hours.  I mentioned collaborative professional 

development would not have to look exactly like our TCG because there is flexibility in 

collaborative professional development.  Jane would like to collaborate with our fellow 

music teachers from different levels, such as the middle school and high school choral 

teachers in efforts to make our K-12 music program more cohesive.  She commented on 

the value of collaboration and suggested we mention something to our district music 

supervisor.   

 Considering everything they learned about incorporating reflective strategies into 

an elementary general music classroom, I asked the teachers if they had any advice for 
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other teachers who were contemplating adding a reflective element to their instruction.  

Violet stressed there is definitely a place for reflection, and suggested a teacher could 

start by encouraging the students to talk about themselves and what and how they want to 

learn.  Once students are comfortable talking about themselves, the teacher could evolve 

the discussions more toward reflection.  By using purposefully worded questions, a 

teacher could foster a reflective learning environment where students are thoughtfully 

engaged in their learning.  Jane agreed with Violet to start small, perhaps with whole-

group reflective discussions, and gradually approach implementing reflective writing.  

She shared how teachers at her school created a gallery walk, or a display of student 

work.  The students placed constructive comments on post-it notes with the work on 

display.  By participating in the gallery walk, students learned how that they could then 

apply to their own work.  Additionally, Jane commented teachers who decide to add a 

reflective element to their instruction should be prepared to take something else away 

from their teaching routine.   

 As we grew closer to the end of our meeting, I asked Jane and Violet to discuss 

the benefits and challenges of incorporating reflective strategies.  Not knowing her 

students’ background knowledge of reflection proved challenging for Jane.  Violet simply 

stated time was a challenge, and Jane immediately agreed.  Jane and Violet had to make 

the time during their music classes to engage their students in reflective writing, which 

was not always an easy or inviting task due to our time constraints and by how 

infrequently we see our students.  When thinking about how to define reflection, Violet 

defined reflection as thinking about your thinking.  Jane defined reflection as taking a 
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look at what you have done in the past and seeing how you can make a change.  As far as 

articulating any insights from participating in the TCG, I summed up our discussions.   

D:   The three of us, maybe if I can sum it up- that we said we 
value this time, we’re learning from one another, learning in a different 
way than we would if we were in traditional professional development 
offered by the district where we’re all sitting in the faculty meeting 
looking at the screen while someone talks- for us this past Wednesday it 
was about math strategies.  I guess would you say too then, with this type 
of collaborative PD, you have more ownership and what we’re talking 
about already next year with the flex day, I mean, we would be in control.  
What do you think of that? 
V:  I think that’s a much preferable option. 
J:  Absolutely. (Danielle Cullen, Violet Clark, & Jane Smith, TCG 
Meeting #5, p. 53) 
 

Jane and Violet inspired me during our meetings.  Both shared exciting ideas from their 

classrooms, and I found myself often thinking about how to incorporate their ideas into 

my own teaching.  I thought, imagine if we had more music teachers in our meetings, and 

Violet agreed she would love to hear their ideas.  Finally, I asked Jane and Violet what 

they were going to do next, regarding the reflective strategies.  Jane wanted to engage her 

students in reflective discussions, especially when they complete their exit tickets.  Violet 

is interested in learning if engaging her students in reflective dialogue will help her 

students retain more information from class to class.   

My reflections on our fifth meeting 

 Our final meeting lasted one hour and 45 minutes.  The last line in my 

transcription is from Jane, “I think we covered a lot” (Jane Smith, TCG Meeting #5, p. 

56).  I agreed with Jane.  We talked a lot in our final meeting and covered many topics.  I 

felt encouraged by what Violet and Jane shared during our final meeting.  Violet 

demonstrated through her teaching video how students could actively engage in reflection 

when participating in whole-group reflective discussions.  Jane illustrated the possible 
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impact of reflection on students’ assessment scores, which is pure speculation, but still 

promising.  And our demeanor with one another was comfortable.  We enjoyed each 

other’s company, and we enjoyed learning from one another.  In many respects our 

meetings resembled three teachers getting together, sharing snacks and talking about our 

classrooms.  Laughter came easily and we were comfortable opening up to one another.  I 

treasure the meetings and the time spent with Violet and Jane.  I liked meeting with other 

music teachers who can relate to my teaching situation. I felt like we spoke the same 

language, and I do not often have the same experience during other district-mandated 

professional development.  During our TCG meetings, we often had moments of 

‘recognition’, when we saw something in one another’s teaching with which we could 

relate.  I thought back to how Jane excitedly realized she and Violet used the same 

language when addressing notes on the staff with their students.  Moments of recognition 

and relatedness were hallmarks of the TCG.   

 Over our five meetings, I realized how personal of an endeavor teaching stands.  

Even though Jane, Violet and I are general music teachers, we approach our classrooms 

very differently from each other.  Therefore, it would make sense we would also 

approach incorporating reflective strategies differently.  One way to incorporate 

reflection could be to integrate opportunities for reflective thinking throughout the class.  

By asking carefully worded questions, a teacher can encourage reflective thinking among 

her students, thereby helping her students ascribe meaning to their learning.   
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The Final Interviews 

Jane Smith 

 I interviewed Jane on January 10, 2018.  We agreed to meet at a local sushi 

restaurant and completed the interview over dinner.  I emailed my final interview 

questions to Jane beforehand so she could prepare.  I began our time by thanking Jane for 

participating in the study.  She added a unique insight to the TCG, and I enjoyed learning 

from her. 

 We touched on many topics related to what we discussed in our meetings.  My 

final interview questions were related to my initial research questions.  I started by asking 

Jane to describe her overall experience incorporating reflective strategies, including what 

she articulated as challenges and benefits.  Initially Jane was worried about trying to 

incorporate reflective strategies into her teaching routine.  She chose reflective journaling 

because she already had her students completing listening minutes and exit tickets in a 

journal; so reflective journaling was a good fit for her classroom.  The biggest challenges 

Jane encountered were communicating the purpose of reflection to her students and her 

students’ lack of detail in their reflective responses.  She thought reflection was beneficial 

for her students because engaging in the act of reflection forced her students to “slow 

down”.   

We’ve had conversations about the instant gratification and all that, I think 
this forced them to slow down, take a look at themselves- especially when 
they’re not used to doing that, as I discovered halfway through, which I 
wish I had done that in the beginning, but- hindsight.  But I think that they 
weren’t used to slowing down, they’re just go, go, go. (Jane Smith, Final 
Interview, p. 1) 
 

I added slowing down and allowing time for our students to think is good advice for any 

teacher.  Jane teaches a full schedule, with hardly a moment to herself for self-reflection.  
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One of the challenges for her was making the time for herself to reflect, and adjusting her 

teaching routine to include more time to for her students to write reflectively and engage 

in reflective discussions.  When Jane asked her students what they thought about 

reflective writing, many students expressed they liked thinking about their learning, but 

did not like when reflective writing replaced an activity from music class, like a game.  

Jane remarked if she included reflection as part of the routine starting in the early grades, 

her students would become accustomed to reflecting.   

 At first, Jane did not notice much of a different in her students’ performance 

while engaging in reflective strategies.  She added goal setting because she wanted to 

stimulate more reflective thinking with her students.  Then, she noticed her students 

consciously trying to achieve their goals during music class.  Jane noticed children who 

stated their goal was to improve their singing participating more in songs or vocal 

canons.  Other students made conscious decisions to sit away from classmates they found 

distracting because they wanted to focus on their goals.  By reflecting and setting goals, 

Jane’s students developed a heightened sense of how to improve their learning 

experience.  Her students made conscious decisions to improve which thereby 

demonstrated ownership of their learning.  Jane noticed her students would respond when 

she reminded them throughout the class to think about their goals, and how their actions 

could be helping or hindering their goal achievement.  Jane reminded her students to 

think about their goals because she wanted her students to make a connection between 

creating a goal and taking ownership of achieving a goal.   

 One pivotal moment for Jane was when her two learning support students 

successfully completed a recent assessment.  Jane’s learning support students struggled in 
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the past, so Jane was surprised at how well they did, and thought their success could be 

due in part to engaging in reflective strategies.   

I made them slow it down.  I made them sit and think about it.  So I think 
that’s what improved the kids that we talked about last week, that always 
had poor grades- those two?  I think because I forced them to slow it down 
that they just were ok, let me think about it, I know the answer…(Jane 
Smith, Final Interview, p. 9) 
 

 Jane examined her own teaching while participating in the study.  She became 

more explicit during instruction, or when giving directions.  She also learned not to 

assume anything any more.  Initially Jane assumed her students were familiar with self-

reflection, and when she questioned her students’ teachers from third grade, she learned 

her students did not engage in any reflective strategies in third grade.  Now Jane tries to 

anticipate outcomes before teaching a lesson, and brainstorms solutions to hypothetical 

problems before the problems occur.  Through her own daily self-reflections, Jane 

realized the need for her to develop multiple ways to explain an idea to her students.  

Speaking of her own reflections, Jane acknowledged she used to only engage in surface-

level reflection, or reflection on how she taught a lesson, what worked, or what she 

needed to change in her presentation before teaching the same lesson again.  She realized 

by only engaging in surface-level reflection she did not allow herself any “deeper 

thinking” (Jane Smith, Final Interview, p. 13).  Jane also liked reflecting in a group 

setting, like at our TCG meetings.  Every member of a collaboration group has a different 

perspective, and Jane remarked a person cannot always think of all of the angles of a 

situation on her own.  She shared with me how much she enjoyed a graduate class where 

the professor facilitated peer feedback through an online platform, and how her peers 
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provided thoughtfully worded responses. Like our TCG meetings, she felt her fellow 

classmates were engaged in their thought process and committed to thinking reflectively.   

 Jane described her integration of reflective strategies as a process.  As she 

reflected on the entire process, she settled upon some recommendations for other music 

teachers interested in incorporating reflective strategies.  First, she suggested considering 

one’s own teaching routine and deciding what type of reflective strategy fits one’s 

teaching style.  Jane stressed whole-group discussions as a means to encourage reflective 

thinking with students.  She suggested modeling reflection for students, and gave an 

example of having a one-sided conversation with one’s self in front of the class to 

illustrate a reflective thought process.  Jane suggested focusing students’ reflection on 

separate activities, and asking specific prompts related to the activities.  Jane liked the 

idea of using technology, such as iPads, to record student’s reflective discussions.  She 

mentioned reflective writing last and suggested a teacher save reflective writing for when 

students are experienced with thinking reflectively.   

 I asked Jane to share her thoughts about the TCG.  Jane thought it important for 

groups of music teachers to meet because “we are not around each other” (Jane Smith, 

Final Interview, p. 17).  At times, Jane has felt alone in her school, with no one to ask for 

input.  Unlike the general education teachers who work as a team, Jane works alone, 

unable to bounce ideas off of anyone.  Jane liked having the opportunity to engage in 

discussions with other music teachers because she could relate to other music teachers’ 

teaching situations.  New music teachers especially could benefit from participating in a 

TCG with other music teachers.  Jane will be undertaking a student teacher in March, 

already is planning on tell her student teacher to form bonds with other music teachers 
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and meet regularly to compare notes on teaching so he does not feel isolated.  One of the 

challenges of participating in a TCG is time.  To participate in our TCG, Jane had to 

make time to plan how to incorporate the reflective strategies, write in her professional 

journal, gather materials for each meeting, and make time to actually attend the meetings.  

Jane was partly motivated in her commitment to the TCG because she knew I was writing 

about our TCG for my dissertation.  I asked if her perspective of her preparations would 

be different if our district gave us the time to meet, and Jane said if our district scheduled 

time for teachers to meet collaboratively- meaning, the meetings were part of our 

contractual day- the meetings would be higher on Jane’s list of priorities.  She said, “I 

would personally like to see time set aside during the occasional PD half day, or the 

Wednesdays, or even like we talked about, granted flex time” (Jane Smith, Final 

Interview, p. 20). 

 Overall, Jane valued our time together in the TCG.  She liked reflecting as a 

group, as well as having the opportunity to engage in discussions about teaching practices 

in music education.  Jane would like to have more opportunities in the future to 

collaborate, and is hoping we can present our ideas to our music supervisor in the hopes 

of collaborative professional development.  Regarding the reflective strategies, Jane was 

surprised at how willing her students were to complete their reflective writing, even when 

she had to push her students to include more details in their writing.  Before our meetings 

began, Jane was concerned about whether or not she would have anything to offer Violet 

or me because Jane has only been teaching for nine years.  It turned out Jane had much to 

contribute to the TCG, for which I heartily offered my gratitude.   
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Violet Clark 

 I interviewed Violet on January 11, 2018 at our familiar Dunkin’ Donuts.  We 

agreed to meet after school, both leaving from our respective buildings at the end of our 

contractual day.  I settled across from Violet, and after a couple of quips about bees, I set 

up my iPhone 6S as well as my iPhone 5S, reviewed my notes, and started our interview. 

 I began by thanking Violet for participating in the study, and for agreeing to meet 

me for her final interview.  Violet was happy to participate.  She decided to participate in 

the study because Jane and I are two colleagues whom Violet admires and respects.  

Also, Violet welcomed the opportunity to share ideas and learn from her peers.  We both 

agreed the TCG was a valuable experience, and we would like to create future TCG’s 

with the rest of our colleagues.  Violet said, “I really would much rather do this, small 

group where you’re focusing on one particular thing or just time to get ideas from other 

people” (Violet Clark, Final Interview, p. 2). We both reminisced about years ago when 

we met as an elementary music department once per month, and how we missed 

interacting with our colleagues.  Oftentimes, we felt like our district-mandated 

professional development was not applicable to elementary general music, which is 

discouraging.   

 I asked Violet to describe her experience incorporating the reflective strategies.  

Over the course of the study, Violet came to see the value of incorporating time for 

reflection, even if the opportunities are informal and mostly whole-group discussion.  

Violet was unsure if she would continue to include reflective writing because her 

instructional time is limited to 30 classes per year.  Violet described thoughtfulness as 

something she noticed about her students.  I asked her to elaborate: 
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In some of the things they either said to me or that they wrote I could tell 
that they really had thought about what they just did.  Whereas before, if I 
hadn’t asked them to think about it, or to think about a certain aspect that 
they just did, even if it was to say what they liked or didn’t like, or how 
well their group worked together- even those things, I don’t know if they 
would have given it a lot of thought had I not said to them, tell me what 
you think.  And that’s a good thing for them to think about it. (Violet 
Clark, Final Interview, p. 4)  
 

Violet learned valuable information about her students through their journal writing.  Her 

students revealed their feelings about participating in a group and their level of 

understanding about content.  Violet knew her students would not have told her their 

feelings had it not been for reflective journaling.  Violet wanted her students to really 

think about what they learned, so she designed reflective prompts to stimulate reflective 

thinking.   Before participating in the study, Violet did not include time for reflection in 

her teaching routine, but after reflecting on her role in the study decided, “it [reflection] 

was a good thing” (Violet Clark, Final Interview, p. 4). 

 Violet felt she did not always have time for self-reflection.  Her teaching schedule 

is full, coupled with bus duties, which meant she does not have time for much else.  She 

did not have a negative perspective of self-reflection, and neither did her students.  Even 

though some of her students were reluctant to write, most of her students embraced self-

reflection.  When Violet read her students’ journal responses, she could tell her students 

thought carefully about their responses.    

 In addition to thoughtfulness, I asked Violet what else she noticed about her 

students while they were engaged in reflective strategies.  Violet noticed in her last class 

her students were focused, they were listening, and “ultimately they were able to do what 

I asked them to do” (Violet Clark, Final Interview, p. 7).  Violet described her activities 

from her last class:  
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Well first we were looking at the song on the Smartboard and we were 
going through the syllables.  Which is a pretty standard practice in my 
room, we do a lot of that.  We learn the song, I explain how the game 
works, and some of them were familiar with the concept of the game, 
which is super helpful.  And then we just went from there.  And if we had 
had more time we would have done something else after that, but after the 
game- it takes awhile to go through the whole thing.  Time to write. 
(Violet Clark, Final Interview, p. 7)  
 

I thought back to our final TCG meeting when we watched Violet’s video, and I 

remembered how engaged her students were in the lesson.  Through carefully worded 

questions, Violet provided her students opportunities for reflective thinking throughout 

the lesson, and ended class with reflective writing.  

 I asked Violet to tell me about how her personal reflections informed her 

teaching.  Violet frequently reflected on her class’s behavior issues.  She brainstormed 

classroom management strategies as well as how to structure her lessons to minimize 

behavior issues and still allow time for reflective writing.  Violet considered her students’ 

reflective responses when she planned for subsequent classes.  By reading her students’ 

entries, Violet learned what content areas caused confusion among the students, and 

thereby addressed her students’ needs during the next class.  For instance, Violet spent 

more time on note reading because a student said he did not understand how to read the 

notes on the musical staff.  Had it not been for his journal entry, Violet may not have 

known her student did not understand.   

 Violet, like her students, became more thoughtful about her teaching while 

participating in the study.  She developed more specificity in her instruction, especially 

when crafting her reflective prompts.  Violet expressed her concerns during our TCG 

meetings about her students’ ability to retain information.  Because of the nature of our 

rotating schedule, students attend music class every eight calendar days.  Violet was 
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hopeful that by reflecting on what they learned her students would remember more 

information.  Violet thought reflection “is definitely worth doing” (Violet Clark, Final 

Interview, p. 7), but recommended regular whole-group reflective discussions and 

occasional reflective writing.  Violet also suggested a teacher clearly communicate the 

meaning and purpose of reflection to her students if she was considering engaging her 

students in reflective strategies.  Violet acknowledged if she continues with including 

reflective strategies, she would develop different reflective prompts for each of her 

classes.  She also liked the idea of asking her students to reflect on their behavior because 

negative student behaviors impact learning.   

 I asked Violet what she learned by participating in the TCG.  Violet learned some 

of her students were “on autopilot” and she “wasn’t doing enough to get them to take 

control of their learning” (Violet Clark, Final Interview, p. 12).  Focusing mainly on the 

TCG, Violet benefited from collaborating with her colleagues.  Even though we struggled 

with technology and budgeting time for meetings and preparing for meetings, Violet said, 

“When you have something that you really want to do, you find a way to make that 

work” (Violet Clark, Final Interview, p. 13).  Violet’s words demonstrated her 

commitment to the TCG.  She preferred collaborative professional development to 

traditional professional development because she liked sharing ideas and holding 

conversations with her colleagues.  She felt our TCG meetings were relevant and useful.  

In the past Violet attended district-mandated professional development and wished there 

had been more interaction, rather than a presenter reading from a PowerPoint 

presentation, and grew irritated when she felt the information presented was not pertinent 

to her teaching.  When we discussed current professional development offerings by our 
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district, Violet did not hold back her opinions.  I appreciated her honesty, especially as a 

veteran teacher who has sat through her fair share of teacher in-service days.  I heartily 

thanked Violet for sharing her unique perspective by participating in my study. 

My reflections on the final interviews 

 I sent both teachers my interview questions before their scheduled interviews.  I 

was impressed both teachers prepared their answers, and even gave me a typewritten 

copy of their answers.  By preparing their responses ahead of time, Jane and Violet 

impressed upon me their level of commitment to my study.  They were prepared and 

ready to discuss their participation in the TCG, their thoughts and feelings regarding 

professional development, and their experiences incorporating reflective strategies.  Both 

teachers included recommendations for teachers who might be considering adding a 

reflective element to their teaching, which demonstrated to me both teachers thoughtfully 

reflected on their experience.   

 I was surprised neither teacher had anything adversely negative to say.  Both Jane 

and Violet mentioned they would treat reflection differently in their future classes than 

they did while participating in the study, which I expected.  But neither teacher said they 

would not include reflection at all.  Both teachers said on some level reflection had value, 

both personally and for their students.  When describing challenges, I was not surprised 

both teachers mentioned time, since I also struggle with how to best use my time with my 

students.  When teachers have limited instructional time, they have to make choices for 

what to include and what to omit.  I admire Jane and Violet for being willing to take a 

risk and try something new by incorporating reflective strategies.  I was happy to hear 

they had a positive experience in the TCG.    
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APPENDIX B 

CODES ORGANIZED BY THEME AND CATEGORY 

Theme:  Noticings about students and self 
Category Title Code 
Results of 
reflective 
strategies 

Students’ attitudes towards reflective strategies 
Not important enough 
Written reflection 
Results from reflection 
Getting students to think 
Heightened student awareness 
Goal sharing 
Benefits of student reflection 
Think about it 
Figure it out 
Student self-reflection 
Student journals 
Student goals 
Journal entries 
Developing journal entries 
Unpredicted answers to prompts 
Accountability 
Engagement 
Relevance  

Participants’ 
reflections on 
reflective 
strategies 

Benefits of student journaling 
Benefits of journaling-venting-teacher feelings-feelings towards 

 class 
Journaling as record keeping 
Teacher journals 

Challenges 
identified by 
participants while 
incorporating 
reflective 
strategies 

Making connections 
Rush through it 
Student behaviors 
Students’ reluctance to work 
Inability to articulate 
Students’ lack of understanding of reflection 
Attitudes towards writing 
Reluctance to write 
Scheduling time for reflection 
Time 
Instructional time 
Making time to prepare for meetings 
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Theme:  Learning about students and self 
Category Title Code 
Purpose of 
reflection 
 

Purpose of reflection-teachers 
Purpose of reflection- students 
Value 
Value in reflection 
Personal experiences with reflection 

Defining reflection 
 

Defining reflection 
Reflecting in the moment 
Deeper reflection 
Evaluative reflection 
Reflection after action 
Reflect as you go 

Reflective 
strategies in 
elementary general 
music 

Ownership/accountability 
Metacognition 
Student learning 
How you learn 
Understanding 
Students’ understanding of reflection 
Insights gained from participating 
Teachers’ reflections on reflective strategies 
Reflection and teaching 
Writing  

 
Theme:  Changing attitudes and beliefs about teaching and learning 
Category Title Code 
Reflective teaching 
 

Teacher reflection 
Responding to student journals 
Insight from student journals 
Reflections informing instruction 
Reflections informing decisions 
Evolving teacher 
Tweaking 
Risk-taking 
Teacher surprises 
Assumptions-perspectives-perceptions 
Assumptions based on experience 
Learning from reflections 
Learning from mistakes 
Teacher change 
Change in routine 
Reflective educator 
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Theme:  Sharing experiences 
Category Title Code 
Participants’ 
attitudes toward 
professional 
development 
 

Attitudes towards professional development 
Professional development 
Feelings towards professional development 
Relevant professional development 
Motivation for participating in study 

Reflections on 
collaborative 
professional 
development 
 

Isolation/teacher sharing 
Teacher sharing 
Teacher stories 
Teacher well being 
Relatability 
Vulnerability 
Reflecting in groups- community 
Benefits of TCG 
Collaboration 
Learning from one another 

Reflections on 
TCG 
 

Place for sharing 
Culture of TCG 
Feelings towards TCG 
TCG as supportive environment 

Recommendations Takeaways 
Reflections on participating in study 
Recommendations 
Future steps 
Making reflection a habit 
Reflection as part of routine 

 
 


