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Abstract 

The past several years have seen large numbers of educational facilities across the world 

transition to emergency remote learning, in the wake of mandates imposed as a response to 

the outbreak of the novel coronavirus, SARS-CoV-2 (often referred to simply as ‘covid’ or 

‘covid-19’).  Since March 2020, more than 168 million students worldwide have been 

prevented from attending school in the classroom.  Indeed, at the time of writing, there are 

eleven schools in South Australia, alone, which have resorted to remote learning—and this 

two years in from the onset of covid-19. 

A consequence of transitioning to remote learning is that teachers of instrumental music, 

who typically rely on kinaesthetic models of learning, have been forced to move to a medium 

which, firstly, does not permit the use of traditional teaching techniques and, secondly, has 

the potential to negatively affect visual and audio perceptions, which are integral to learning 

in this subject.  In asking the question, what is the best teaching and learning approach to 

optimise student engagement for instrumental music tuition during emergency remote 

learning, this study was able to confirm the hypotheses that a) the most effective way to 

teach during emergency remote learning is to translate key teaching qualities into the remote 

learning medium, and b) all students can learn remotely. 

Using cognitive behavioural theory and Biesta’s three functions of education as a framework, 

this Literature Review analysed and synthesised data in the emerging research field of 

emergency remote learning, and translated the findings to instrumental music tuition.  Six 

themes emerged from the literature: 1) Organisation, Planning and Preparation, with 

additional time being needed to gain familiarity with new technology and online learning 

platforms; 2) Family Involvement and the need for connection and communication with 

parents/guardians, which was amplified during periods of remote learning, as 

parents/guardians were responsible for providing the relational aspect of teaching and 

creating a positive learning environment; 3) Inequalities in Emergency Remote Learning 

were frequently highlighted, with students of higher socio-economic backgrounds placed at a 

clear advantage, having easier access to technology and support networks; 4) Teacher 

Wellbeing was found to be something often overlooked, due to teachers’ dedication to meet 

student needs; 5) Digital Issues meant it was necessary to redefine learning goals to 

accommodate the circumstances, as well as to make considerations for the 

videoconferencing learning platforms; and 6) Student Wellbeing was found to be the best 

focus for student learning during this time, accommodating student needs through showing 

sensitivity to the circumstances and balancing expectations with empathy. 

Thus, the current literature found that thorough preparation, consideration of 

teacher/student wellbeing and communication with parents/guardians are the foundations 

from which successful learning can occur (measured in terms of student engagement), not 

only during periods of emergency remote learning but also in traditional, face-to-face 

learning. 

The paper concludes with a number of practical applications, drawn from the themes in the 

literature (such as selecting easier repertoire for students, providing parents/guardians with 

tips on creating a positive learning environment and creating a new work-life balance that 

honours the teacher’s wellbeing, to name but a few), as well as suggestions for future 

research topics. 
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1. INTRODUCTION 

 

1.1 The Problem 

Face-to-face learning is well-regarded as the preferred learning conditions for instrumental 

music tuition (Akarsu, 2021; Daugvilaite, 2021; de Bruin, 2021; Joseph, 2020; King et al., 

2019; Salvador et al., 2021), due not only to the practical and physical nature of learning a 

musical instrument (Blackburn, 2017) but also because it meets humans’ social and 

interactive needs (de Bruin, 2021).  Conversely, remote learning creates a disconnect 

(Joseph, 2020), hindering the physical and mental connections students need (de Bruin, 

2021) and disrupting those spontaneous interactions between teacher and student (Akarsu, 

2021; Joseph & Lennox, 2021) that encourage and create empathetic social connections (de 

Bruin, 2021; Joseph, 2020).  An increase in use of videoconferencing platforms can also lead 

to ‘Zoom dysmorphia’, which is especially damaging to wellbeing and self-esteem (Watson, 

2021).  However, in response to emergency situations, such as the outbreak of an infectious 

disease, remote learning, also known as distance learning, distance education or online 

learning, may sometimes be deemed a necessity. 

Remote learning has existed for well over a century (Chin, 2019).  There is, however, a key 

distinction between ‘remote learning’ and ‘emergency remote learning’; the first infers the 

student has chosen to undertake studies via remote learning, whereas the second implies the 

student has been mandated, thus even if remote learning is not conducive to the learning of 

a particular subject, that subject must, nonetheless, be taught remotely.  Whilst instrumental 

music has been taught through remote learning since the late 19th century (Martin, 1999), 

perusal of current literature surrounding the topic suggests that remote learning in 

instrumental music tends to be limited to emergency situations.  There is, therefore, need for 

further research into this field, so that instrumental music teachers might be prepared for 

emergency remote learning, should the situation arise. 

Replicating face-to-face teaching during online learning poses a number of challenges which 

can cause dissatisfaction amongst students (Joseph & Lennox, 2021) and impact their well-

being and motivation (Joseph & Lennox, 2021; McCluskey et al., 2021).  Indeed, lack of 

motivation and engagement (Akarsu, 2021; Daugvilaite, 2021; Gül, 2021; Joseph & Lennox, 

2021; Okay, 2021; Sakin, 2021; Yates et al., 2021) are common issues experienced by 

students and teachers during emergency remote learning.  The teacher’s very presence 

assists student wellbeing (Daugvilaite, 2021), whilst the absence of this much-needed 

connection (de Bruin, 2021), combined with the teacher’s physical distance (Johnson, 2017; 

Schiavio et al., 2021), causes feelings of increased isolation in both teacher and student 

(McCluskey et al., 2021). 

This study proposes to find the most effective approach to instrumental music teaching in 

emergency remote learning, in terms of student engagement and fulfillment—academically, 

personally and socially.  It poses the question: What is the best teaching and learning 

approach to optimise student engagement for instrumental music tuition during 

emergency remote learning?  It also seeks to confirm the hypotheses that a) the most 

effective way to teach during emergency remote learning is to translate key teaching qualities 

into the remote learning medium, and b) all students can learn remotely. 

 

1.2 Setting the Scene 

Although school closures due to the outbreak of disease is, by no means, new (Braunack-

Mayer et al., 2013; Pieret & Boivin, 2021), research indicates the novel coronavirus, SARS-
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CoV-2, is less severe in children, compared to adults, with a minimal fatality rate (Ledford, 

2021; Zimmerman & Curtis, 2020), and that school closures have had little impact on 

curbing transmission of this virus (Viner et al., 2021; White et al., 2021).  Nonetheless, 

lockdown measures in Australia and globally over the past two years have continued to 

include school closures (Avanesian & Mishra, 2021; Storen & Corrigan, 2020).  Since March 

2020, more than 168 million students worldwide have been prevented from attending school 

in the classroom—some for almost a full year—due to government-mandated school closures 

in response to SARS-CoV-2 (Avanesian & Mishra, 2021).  In Melbourne, Victoria, alone, 

some secondary school students were not permitted to receive in-person tuition for 108 days, 

or 54%, of the 2020 school year (Wright, 2021), followed by 87 days, or 43%, of the 2021 

school year (Andrews, 2021a-h; Merlino, 2021a-b; Murray-Atfield, 2021).  This has had a 

number of adverse consequences (Fuentes et al., 2020; McCluskey et al., 2021; Viner et al., 

2021), including disruptions and complications to student learning (especially for students of 

lower socio-economic backgrounds), additional stress for teachers and an increase in student 

disengagement and school dropout rates (AIHW, 2021; UNESCO, 2020a). 

Whilst many may hope that extended school closures never again occur in Australia or 

globally—or, if they do, that they are used as a short-term measure only—it is possible that 

widespread lockdowns, and by extension school closures, may again be mandated for 

extended periods in Australia (Hevesi, 2021; Morrison, 2021).   As educators, being prepared 

to engage students and consider their wellbeing, whatever the circumstances, is especially 

needed in times of crisis. 

 

1.3 Rationale 

Student engagement and wellbeing, especially during the middle and secondary years, is 

crucial to student learning (Pendergast et al., 2017).  For traditional learning settings, there 

is substantial research linking student engagement to improved social, personal and 

academic outcomes (Conner & Pope, 2013), while student disengagement results in 

hampered academic achievement and greater school dropout rates (Fall & Roberts, 2012; 

Lehr et al., 2004).  Students who do drop out are often faced with fewer employment 

prospects and are at greater risk of unemployment and incarceration (Lehr et al., 2004).  It is 

crucial, therefore, for teachers to feel prepared to manage the difficulties of emergency 

remote learning (Fuentes et al., 2020; Kast et al., 2021; McCluskey et al., 2021; UNESCO, 

2020a; Viner et al., 2021), in order that student learning might not suffer. 

While it may be tempting to cease instrumental music lessons during emergency remote 

learning, due to the practical and physical nature of learning a musical instrument 

(Blackburn, 2017), neuroscientific research highlights the numerous benefits of playing a 

musical instrument (Collins, 2014a).  These include an improved ability to self-regulate and 

manage and navigate emotions (Collins, 2014b; Cross et al., 2012; Degé et al., 2011), as well 

as promoting motivation and self-autonomy (Davidson et al., 2009; McPherson & Davidson, 

2009).  Considering the concerning rise in self-harm, mental health issues and domestic 

abuse amongst school students during the lockdowns of 2020 and 2021 (ABC News, 2021; 

BBC News, 2021; Ganesan et al., 2021; Piovesan, 2021; Wordsworth, 2021), both in Australia 

and globally, continuation of instrumental music tuition during times of crisis seems not 

only highly desirable but necessary.  For although face-to-face tuition is the ideal, virtual 

connections are better than no connection at all (Yates et al., 2021). 

 

1.4 Outline 

This project comprises six chapters.  Chapter One provides an overview of the research 
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question, the hypotheses to be tested, the rationale for the project and the context in which 

this study is placed.  Chapter Two relays the methodology for this project, which takes a 

qualitative approach and uses document analysis by means of a systematic review.  Chapter 

Three, the Literature Review, evaluates and synthesises the currently available research on 

emergency remote learning, tempered by action research.  To give context, it begins with a 

brief history of remote learning and emergency remote learning, before exploring key 

characteristics of quality teaching that lead to student engagement—providing a framework 

for the study.  The remainder of the Literature Review explores thematic issues, including 

strategies and solutions for emergency remote learning in instrumental music, which 

emerged through analysis of current literature surrounding this field of study.  An additional 

number of themes occur in the context of emergency remote learning during a lockdown.  

Although many of the studies appear in higher education, the findings seem easily 

transferable to schools.  Key terms used in the Literature Review include “emergency remote 

learning”, “remote learning”, “instrumental music” and “instrumental music tuition”.  

Chapter Four discusses the implications of the reviewed literature, while Chapter Five details 

how the findings of this study might translate into strategies for student engagement during 

a period of emergency remote learning.  The final chapter, Chapter 6, offers some concluding 

remarks. 
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2. METHODOLOGY 

 

2.1 Theoretical and Analytical Frameworks 

This study employed a qualitative methodology and adopted a systematic review approach.  

It surveyed existing sources of interviews and observations (Creswell & Creswell, 2018) that 

concern a particular field of research, after which content was analysed for patterns and 

themes (Creswell & Creswell, 2018).  This framework is conducive to such research as it asks 

a primary question and explores, in-depth, the intricacies of its answer through extensive 

analysis of the most recent studies in that field. 

The study posed the question: what is the best teaching and learning approach to optimise 

student engagement for instrumental music tuition during emergency remote learning? 

with a focus on determining key teaching strategies for effective teaching in emergency 

remote instrumental music tuition.  The question was explored through analysis of sixty-two 

studies covering the three areas of: 1) Remote learning, 2) Emergency remote learning and 3) 

Instrumental music in remote learning. 

In determining the elements of effective teaching, whether in a lesson that is face-to-face or 

through remote learning, the study applied the framework of quality teaching components, 

influenced by Biesta’s (2016) three functions of good education and cognitive behavioural 

theory (Kaplan et al., 2017; Lyons et al., 2013), which combines psychoeducational and 

behavioural theories, asserting that teachers should engage students’ critical thinking skills, 

thereby guiding them to academic, emotional and behavioural independence. 

 

2.2 Method 

Data for this study was collated by means of a Systematic Review.  This method was chosen 

primarily because the framework reduces researcher bias through comprehensive analysis 

and synthesisation of all existing knowledge.  This was of significance to the researcher, who 

had a negative experience of emergency remote teaching in 2020 during lockdowns in 

Melbourne, Victoria.  Examination of all available data permitted the researcher to present 

an unbiased, balanced summary of findings, covering a broad scope of studies which are 

currently available, and which could be measured against the researcher’s own personal 

experience.  Not only was this method personally beneficial, but it removed the possibility of 

bias, which could have the potential to mislead future research in this field. 

A secondary reason for choosing this method was that it provided an opportunity to collate 

all available data in this emerging field of research into one study, with findings weighed up 

against one another.  Data from various countries could be analysed and compared, 

determining whether findings were localised or could, reasonably, be considered applicable 

in a global context.  For a study such as this, in the field of education, a systematic review can 

be invaluable to schools, who require research to build and amend school policies and 

teaching methods.  Indeed, it is not uncommon for schools to request systematic reviews 

from a research institution, so that the most up-to-date data can be drawn upon in creating 

school policies and structures. 

The main limitation for this method was that it did not allow for primary data collection.  

While all available data could be collated into one study, emergency remote learning is still 

an emerging field.  Thus, findings were limited, making it more difficult to weigh up each 

finding against others, simply due to the smaller number of studies available. 
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Nonetheless, a systematic review was deemed the most fitting method to answer the 

question of this study (what is the best teaching and learning approach to optimise student 

engagement for instrumental music tuition during emergency remote learning).  This 

method eliminated researcher bias, collated and synthesised all available data into one study 

and provided a comprehensive, in-depth analysis of the data, leading to a discussion on 

strategies that might be implemented to optimise student engagement for instrumental 

music tuition during emergency remote learning.  

 

2.3 Data Collection 

The nature of emergency remote learning as a field of enquiry is that much of the available 

data is limited to recent years.  However, given there is considerable available data on 

remote learning, the search was widened to include sources dated from 2010 onwards.  

Preference was given to studies undertaken in the context of emergency remote learning and 

secondary preference given to more recent studies. 

Data was gathered through existing scholarly articles, accessed through the University of 

Adelaide Library in the following manner: 

Flowchart 1: 

 

A+ Education, the first database chosen, was selected as it named ‘distance education’ as a 

topic covered, while the second database, ERIC, had been recommended by the supervisor of 

this study.  The University of Adelaide Library was also used to ensure no potential studies 

had been overlooked.  Additionally, if information regarding a particular element of 

emergency remote learning (such as its history) was required, the University of Adelaide 

Library homepage and Google Scholar, accessed through the Library homepage, were also 

used. 

The primary reason for accessing data through these sources was to ensure both the quality 

of the data and to safeguard against ethical malpractice—that is, that all studies included in 

the literature review had been undertaken ethically.  In addition to this, prior to the 

commencement of research for this study, the researcher was granted approval from the 

University of Adelaide to conduct this research. 

The flowchart below demonstrates the process by which articles were selected from search 

results, while the table below this records searches made, including key search terms and 

inclusion and exclusion criteria: 

  

Databases Category 
Key 

Resources 

A+ Education 

ERIC 
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Flowchart 2:  

 

 

  

Discard 

Falls within date range 

(2010-present) 
No 

Yes 

Relevant to field of research (i.e. relating to music education, 

emergency remote learning or remote learning)—assessed 

firstly through title, secondly through perusal of abstract 

C
u

rr
en

t 
R

e
le

va
n

t 
A

u
th

o
ri

ty
 

No 

Yes 

At minimum, lead researcher is specialist in field that relates 

directly or indirectly to the topic of research (potential 

categories: social science; psychology; education technology; 

online learning; education; high school education; music 

education; etc) 

No 

Yes 

Peer reviewed to ensure validity of claims and that claims 

made are verifiable either from personal knowledge or 

when cross-referenced with another source 

P
u

rp
o

se
 

A
cc

u
ra

cy
 

No 

Yes 

Language and tone is unbiased, point of view remains 

objective and source has no vested interests No 

Include in Literature Review 
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Table 1: 

Database Search Term Limitations 

ERIC student engagement music • Peer Reviewed 

• Scholarly Journals 

• 2012-2021 

• Secondary Education 

• Exclude: Higher Education, Postsecondary 
Education, Early Childhood Education, Adult 
Education, Preschool Education, Kindergarten, 
Grade 1, Grade 2, Grade 3, Grade 4, Two Year 
Colleges 

subject("Distance 
Education") 

• Peer Reviewed 

• Scholarly Journals 

• 2010-2029  > 2010-2019  

• Secondary Education 

subject("Learner 
Engagement") 

• Peer Reviewed 

• Scholarly Journals 

• 2010-2029  > 2010-2019; then 2020-2021 

• Secondary Education 

subject("Learner 
Engagement") covid; then 
subject("Learner 
Engagement") distance 

• Peer Reviewed 

• Scholarly Journals 

• 2010-2029  > 2010-2019; then 2020-2021 

• Secondary Education 

online music education • Peer Reviewed 

• Scholarly Journals 

• 2003-2009 

online music education • Peer Reviewed 

• Scholarly Journals 

• 2010-2019 

• Music Education 

• Include: online courses 

• Exclude: online surveys 

“remote learning” music • Peer Reviewed 

• Scholarly Journals 

“online learning” music • Peer Reviewed 

• Scholarly Journals 

learning in lockdown • Peer Reviewed 

• Scholarly Journals 

innovations AND music • Scholarly Journals 

• Peer Reviewed 

• March 2020-2022 

• Include: covid-19 

• Exclude: undergraduate students 

(asynchronous AND learning) 
AND music 

• Peer Reviewed 

• 2012-2022 

• ERIC journals only 

(synchronous AND learning) 
AND music 

• Peer Reviewed 

• 2012-2022 

• ERIC journals only 
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A+ student engagement music • Peer Reviewed 

• January 2020-December 2021; then January 2012-
December 2019 

student engagement 
“instrumental music” 

• Peer Reviewed 

• January 2012-December 2019; then January 2020-
December 2021 

online music education • Peer Reviewed 

• January 2012-December 2021 

“Collins, Anita” • Peer Reviewed 

“remote learning” • Peer Reviewed 

• Educational (with and without) 

• 2012-2012 

synchronous learning AND 
online 

• Peer Reviewed 

• January 2017-December 2019; then January 2020-
December 2021 

innovations AND music • Peer Reviewed 

• 2020-2021 

• Subject: covid19 

(asynchronous AND learning) 
AND music 

• Peer Reviewed 

• 2012-2022 

(synchronous AND learning) 
AND music 

• Peer Reviewed 

• 2012-2022 

University 
Library 

“emergency remote 
learning” 

• Peer Reviewed 

“emergency remote 
education” 

• Peer Reviewed 

school closure • Peer Reviewed 

• January 1900-December 2019 

school closure disease • Peer Reviewed 

• January 1900-December 2019 

black death education • Peer Reviewed 

plague education • Peer Reviewed 

bubonic plague education • Peer Reviewed 

remote learning spanish flu • Peer Reviewed 

• Resource Type: Articles 

University 
Library >> 
Google 
Scholar 

SARS school closure • 1970-2019 

history of pandemics • Any time 

school closure justinian 
plague 

• Any time 

school closure bubonic 
plague 

• Any time 

Spanish flu school closures • Any time 
 

It was anticipated that only a small number of studies would be appropriate for eventual 

inclusion in this research project.  However, ultimately, twenty-five results pertained to 

emergency remote learning; fifteen to emergency remote music tuition (this included 

instrumental music, bands, ensembles and classroom music); and seven to remote learning 

in instrumental music, pre-2020.  The remaining literature was sourced through references 

listed in already-selected studies or through prior knowledge of research discovered in 
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previous units within the Master of Teaching degree, resulting in a total of sixty-two 

scholarly articles being used. 

Results pertaining to remote learning, with the parameter of pre-2020, were predominantly 

focussed on subjects conducive to online learning (such as adult education or subjects that 

do not necessarily require face-to-face interactions between teacher and student).  Therefore, 

results from such searches were discarded unless relating specifically to instrumental music 

tuition, although consideration was given to remote learning in physical education, as it was 

determined there could be transferrable skills due to the physical nature of both subjects. 

 

2.4 Data Analysis 

Upon preliminary reading of the data, relevant sections were highlighted and findings placed 

into a table (see Table 2), with points colour-coded and transcribed into dot-points of the 

following six categories: student wellbeing, family involvement, teacher preparation, 

learning inequalities, online learning strategies and miscellaneous. 

The data was analysed according to its effect on promoting quality teaching principles as 

measured by student engagement—academically, personally and socially. 

 

Table 2 

Mohan et al., 2021 

• Lockdowns exacerbated existing inequality between students from different family 
backgrounds (UNESCO 2020; European Commision 2020) 

• (OECD 2020; Mohan et al., 2020; Walsh et al., 2020) vulnerable students most affected (OECD 
2020; Mohan et al., 2020; Walsh et al., 2020) 

• Successful distance education relies on access to requisite learning resources at home 
(technological and otherwise) 

• Successful distance education relies on students’ capacity for self-regulated learning 

• Parents without a degree reported lower levels of confidence in managing home-education 
(Walsh, et al., 2020) 

• ERL induced reduced school attendance, but less so in areas with higher levels of education 

• Parental education was significantly associated with engagement amongst middle years 
learners 

• Acute and chronic stresses facing families also impacted on student engagement, such as 
parent/guardian financial and personal difficulties 

• Parental support paramount to engagement 

• ERL less effective even for engaged students 

• More cumbersome and less rewarding to engage with vulnerable students 

McCorkell & Lobo, 2021  
• Inequalities in home-learning 

• Main issues: lost learning, wellbeing and ‘disadvantage gap’ (Black, 2020; Sharp et al., 2020) 

• Learning at home: mostly good; worries related to spread of the virus + progress at school; 
sleep patterns changed 

• Digital platforms: lead to digital fatigue; disliked disorganisation of the system; lead to 
headaches with restrictions/permissions 

• Remote digital learning at home relied on a level of independent working… in terms of their 
self-regulation and motivation 

• Control over daily routine considered a positive 
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• Adult support: students required to initiate support help; missed scaffolding 

• Social isolation a problem 

Palau et al., 2021 

• For successful online learning, A.W. Bates (2020a) suggests: get professional advice and 
help before starting, get the right technology, get organised, avoid long lectures, keep an 
eye on the student workload, avoid lectures altogether and do the best you can in the 
circumstances. 

• A successful pedagogical use of technology also depends on teachers’ attitudes and 
acceptance of technology (Sutherland-Smith, 2002; Yuen & Ma, 2008). 

• Teachers not properly equipped to be e-teachers (Crawford, et al., 2020), as have not 
been trained for this role 

• Learning during a confinement is subject to a separation between teacher and student 

• Adverse effects of the pandemic in education can also be caused by the loss of contact 
hours between students, due to the loss of interaction (Sintema, 2020) 

• A good online teacher should promote dialogue by facilitating a variety of ways of 
interaction (X. Huang et al., 2016) 

• Online learning must help students to process their emotions when faced with 
communication, technological and learning anxieties (Lowney, 2020) 

• During covid, teachers must be sensitive to the reality 

• Alternative strategies needed for students who won’t be able to do online learning 

• Findings: 
- Communicate with families essential, to better understand unique circumstances 
- Videoconferencing, although pure socialisation (face-to-face) needed, because 

students who are absentee a lot tend to lose knowledge (Sims, 2020) 
- Teachers must self-regulate their work 
- Teachers have tendency to place students’ needs first ( & Conrad, 2007), which can be 

negative during lockdown learning 
- Secondary school learners more autonomous, easier to manage, younger students 

need more family input 
- School closures negatively affected academic outcomes and disrupted mental health 

and wellbeing (Outhwaite & Guilford, 2020) 
- ‘Digital divide’ 
- Lack of digital competency amongst teachers (Burgess & Sievertsen, 2020; Crawford 

et al., 2020; Sintema, 2020; Zhang, et al., 2020) 
- Teachers should be trained in ICT more 

Bubb & Jones, 2020 

• During lockdowns, school leaders were faced with the task of handling crisis situations 
beyond any existing scope of their role 

• ERL needs more attention to making learning creative experience, to make more 
motivating 

• Well-resourced schools at clear advantage in providing beneficial learning experiences for 
remote learning, as have more devices (tablets, etc) 

• Parental/Guardian involvement more crucial than ever 

• Creative activities key to keeping students motivated 

• Personalised learning helps motivate 

• Teachers’ feedback was seen as more useful during home-school than normal 

• Maintaining contact with students also helps keep them motivated 

Lauret, & Bayram-Jacobs, 2021 

• The above should apply also to online learning 

• Dividing content into smaller pieces and emphasising the teacher’s voice is beneficial for 
providing online education (Bao, 2020) 
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• Teachers should be flexible towards students and with how material is delivered 
(Mahmood, 2021) 

• Gain clarification from school board, etc, on what is required of you as a teacher so you 
have clear idea on what you are doing 

• Goals should match the situation 

• Difficult to gauge student progress 

• Lack of structure the worst aspect of lockdown learning 

• Students value structure (including clear expectations) in online learning 

• Teacher must be familiar with the digital environment and tools 

• Practical examples through videos helpful 

• Checking in, asking how student is going at start of class, provides personal aspect 

• Students valued sharing opinions with classmates of their experience 

• Dramatic changes in teaching/pedagogical approach can negatively affect student 
academic outcomes, motivation and understanding 

• Teachers need structure from school board – including guidelines on expectations & how 
to use the technology 

Tobias et al., 2015 

• Real-life problems capture student interest and provoke critical thinking and developing 
skills (Project-Based Learning) 

• Consider how students’ engagement changes when provided with questions that help 
them see connections between music as a discipline and their own lives 

Fletcher, 2015 

• Sadowski (2003) suggested that student success (academic, social or personal) is related 
to identity development. 

• Music is significantly important and a highly influential factor in adolescents’ identity work 
(O’Neill, 2005) 

• Through musical experiences, adolescents are able to construct a sense of their identity 
(Campbell, Connell & Beegle, 2007) 

• Playing a musical instrument provides sense of belonging 

• Creating music can fulfil adolescents’ emotional needs and provides mechanism through 
which to self-regulate 

• Playing music allows adolescents to transcend their world by creating their own musical 
world 

• Music allows adolescents to creatively explore their feelings, emotions, ideas and passions 

Johnson, 2017 

• The perceptions of teaching staff about what could be learned in the online environment 
influenced the learning approaches that they used 

• Not being able to physically touch student (kinaesthetic modelling) + latency an issue 

• Online learning is a different experience, this needs to be acknowledged 

• Need for pedagogical shift when moving to teaching music online 

• Online community building between students helpful as creates sense of belonging 

• Purposeful inclusion of tasks and tools (that is, the use of synchronous tools, such as video, 
and asynchronous tools, such as discussion forums) to develop a sense of individual 
belonging by the faculty members helped students with the mans to establish social 
presence 

• The level of instructor understanding of online teaching and learning skills and strategies 
plays a part in encouraging or discouraging the successful transition to teaching in an 
online environment 

Dye, 2015 

• Audio/visual interaction central to the achievement of instructional success. 
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• When appropriate preparation, design and facilitation are used in conjunction with 
adequate technology, reasonably successful online music instruction and learning can 
occur 

• Instructors slow to adjust to the challenges of the online environment might be easily 
frustrated and less effective 

• Instructors more secure with digital communication technology, as well as being highly 
flexible in their delivery of instruction, might find the online environment more conducive 
to greater instructional success 

Carli et al., 2021 

• Distance learning meaningful if designed working backwards from desired learning 
outcome, creating clear goals and outcomes 

• ‘Front-end’ tasks 

Bray et al., 2021 

• Main disruptors caused by lockdown: continuity of learning and school engagement – 
especially for students already at a disadvantage (Devitt, et al., 2020; Green 2020) 

• School closures have had a significant negative impact on attitudes to school (Flynn, et al., 
2020) 

• Remote learning prompts student disengagement, primarily due to lack of interest from 
student and lack of home support 

• Providing feedback prompts student engagement 

• Parent involvement helps maintain student engagement (also Smyth, 2017); increase in 
parent engagement = increase in student engagement 

• Students from disadvantaged socio-economic communities disproportionately affected by 
lockdowns, further compounding existing inequalities with regards to material, social and 
cultural resources 

• Challenges of teaching in lockdown: material, pedagogical, relational 

• Quality technology increased engagement & vice versa 

• Student engagement increases with creative and student-centred approaches to teaching 
and learning (Gorard and See, 2011) 

• Where students experience student-centred, creative pedagogies, and when student-
teacher connections are meaningful and positive, students are less likely to disengage 

• Student engagement feeds of meaningful student-teacher connections 

Kibici & Sarıkaya, 2021 

• Students agreed that attending online music lessons with their peers helped them 
maintain their mental health during the lockdown period. 

• Distance education provides flexibility 

• Higher discipline and planning are required to complete the teaching process of distance 
education more successfully 

• Music education synchronous in nature, therefore online learning can only play a 
complementary role 

• Readiness for online learning key to successful online learning experience—mentally, 
emotionally and physically prepared (Borotis & Poulymenakou, 2004); also includes ICT 
technologies, computer and internet self-efficacy (Tsai & Lin, 2004), online communication 
self-efficacy (Roper, 2007) and providing learner motivation and control (Wang & Beasley, 
2002) and self-directed learning (Lin & Hsieh, 2001) 

Anderson et al., 2020 

• Teacher team meetings invaluable for peer support; able to share what is/isn’t working 

• Team meetings allow for ‘practice runs’ with teachers in what might work with teaching 
students 

• Team meetings allow teachers to share knowledge and experiments with the software 

• Team meetings provide emotional support 
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• …transformative power of collegiality in uncertain times and in a new (online) 
environment is valuable. 

Adams, 2020 

• Get students to give feedback – creates sense of community, encourages engagement in 
the course and improves learning experience; can also help teacher to teach more 
effectively 

• Breakout rooms helpful for small groups 

• Shy students often talk more online 

• Providing psychologically safe space: model vulnerability – e.g. just be honest that it sucks 
you’re learning online 

Assaf & Gan, 2021 

• Continue with the planned learning material but adapt to circumstances 

• Guide students to engage in work at home 

Sever, 2021 

• The Suzuki Early Childhood Education Program seeks to enhance the child’s natural taste 
in learning and lays the foundation for lifelong learning 

• Suzuki tenets: 
1) Every child can learn; talent is not innate (Suzuki, 1981) 
2) The environment supports development (Suzuki, 2010) 
3) Children learn from one another (Suzuki, 2010) 
4) Supportive/positive environment breeds motivation (Suzuki, 2010) 
5) Family involvement essential (Suzuki, 2010) 
6) Encouragement is essential (Suzuki Early Childhood Chicago, 2019) 

• Listening to the music itself an important way to learn how to play musically (Suzuki, 
2010; Hermann, 1981) 

• In Suzuki method, all technological possibilities of the age were used most effectively for 
educational purposes.  The use of this technology varies according to age groups. 

• A support environment relies heavily on the families (during online learning) 

• Lack of social interaction major disadvantage to learning online 

• Start lessons by doing an audio/visual check 

• Seeing another face, even if on a screen, is better than nothing 

• Excess screen time is said to cause psychological and physiological damages such as 
anxiety, depression, obesity, sleep loss, reduction of delay, satisfaction, deprivation from 
nature and human interactions (Ruston, 2016; Tromholt, 2016; Turkle, 2011)…and have 
harmful effects on attention, depth of information processing, memory, and daily 
cognitive functions and abilities (Carr, 2011; Ellison, 2012) 

• Structure lessons to avoid children having to constantly be looking at the screen 

Kaleli, 2021 

• More than 191 countries around the world have had to end traditional face-to-face 
education (UNESCO, 2020b) 

• 1.5 billions students have been affected; 91.3% worldwide student population (Drane, et 
al., 2020) 

• UNESCO 10 Recommendations for distance learning: https://en.unesco.org/news/covid-
19-10-recommendations-plan-distance-learning-solutions 

• Teachers need to be both organised and flexible 

• Combination of synchronous and asynchronous learning effective in achieving learning 
goals 

• Make the learning meaningful 

Goodrich, 2021 

https://en.unesco.org/news/covid-19-10-recommendations-plan-distance-learning-solutions
https://en.unesco.org/news/covid-19-10-recommendations-plan-distance-learning-solutions
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• “Music educators had to find ways of providing meaningful instruction in a subject that 
typically depends on students interacting throughout the learning process” (Hash, 2021, 
384) 

• Teachers could not use familiar teaching techniques when transitioned to remote learning 

Cheng & Lam, 2021 

• Key stressors: overwhelming administrative duties and extracurricular music activities 

• Administrative and peer support, esp. from experienced teachers, essential to teacher 
well-being (Krueger, 2000) 

• Unwelcome pressure from having parents able to sit in on/hear lessons—holding teachers 
accountable to parents’ requests is more stressful than beneficial 

• Socio-economic inequalities [this is brought up often, but no solutions provided yet] 

• Student progress much slower in virtual lesson when trying to teach instrumental 
techniques, causing more frustration and pressure on teachers 

Evans et al., 2020 

• At first, there was such a gulf between what good teaching looks like and what could be 
achieved via email and our VLE (virtual learning environment portal) 

• Networking with other teachers helped provide solutions to issues 

• Creating video resources and sharing between colleagues useful 

• Writing of any kind is something that could be nourishing for students during this time. 

• Share materials through Google Docs 

• Inequalities – students accessing work on their phones or not at all; limited or no access 
to wifi or data 

• Sharing creative works with family and asking for feedback because learning happens best 
in a dialogue 

• Adjust curriculum to suit the situation; tailor the learning to the circumstances 

• Students who work best on their own thrived during lockdown 

• Balance expectations with empathy for the circumstances 

Ingram et al., 2021 

• There is growing evidence of the consequences of COVID-19-related social isolation, 
confinement, and loneliness on mood and physical health (Lippi et al., 2020; Zhang et al., 
2020) 

• Prolonged time in a socially impoverished environment was detrimental to key aspects of 
cognitive function. 

• Physical exercise improves brain function 

Ferraro et al., 2020 

• Synchronous learning allows for stronger engagement and greater sense of community 

• Teachers need to increase their interaction with students that promote the transition from 
synchronous to asynchronous learning 

• Virtual collaboration and critical thinking important to lessen effects of social isolation 

• The teaching environment should favour teacher-student and student-student 
relationships 

Kim & Asbury, 2020 

• Confusion and stress – adverse consequence of school closures (UNESCO, 2020b) 

• Important to identify what it is to be a teacher during emergency remote learning 

• The teaching profession is inherently a caring one (Lavy & Naama-Ghanayim, 2020) 

• Positive teacher-student relationships are an important source of job satisfaction, 
providing meaning and purpose and an underpinning fidelity to the profession (Spilt, et al., 
2011; Veldman, et al., 2013) 

• Connections with students and parents key part of teaching (Hargreaves, 2001); remote 
education disrupts personal components of teaching 

• Welcome the uncertainty as a challenge 
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• Find a way that means students can still engage, rethink as needed 

• Create a new work-life balance 

• Pay extra-careful attention to students who are in vulnerable home-life situations 

• Lockdown exacerbated social inequalities that already existed 

• Online classrooms poor substitute for in-person environments 

• Although sudden transition to remote learning stressful, finding a way to teach provides 
some relief 

• Combine synchronous with asynchronous learning 

• Teachers also reported feeling emotionally overwhelmed by the changes they were 
experiencing.  In response, they primarily used emotion-focused strategies, particularly 
seeking emotional support from colleagues and venting to teach other (Carver, et al., 
1989). 

• Networking with other teachers, albeit remotely, to vent, bounce around ideas, etc, 
excellent way to support and feel supported – creates sense of belonging and 
camaraderie while teaching in isolation 

• Remote teaching counterintuitive, as teaching is inherently embedded in human 
connection 

• Structure and planning time very important 

• Positive teacher-student relationships aids teacher well-being (Split, et al., 2011) as well 
as students’ self-esteem, wellbeing and engagement (Lavy & Naama-Ghanayim, 2020) 

• Positive teacher-parent relationships creates sense of ‘we’re all in this together’-ness, 
promoting wellbeing for teacher, parent and student 

• Uncertainty causes stress for teachers especially, because it threatens core facets of 
teacher identity, including a need for routine, structure and the capacity to plan 

• Policies are needed for vulnerable students 

• Teachers are the social fabric that holds the educational system together, and it is 
therefore important to protect their ability and capacity to fulfil their role (1079) 

Fontenelle-Tereshchuk, 2021 

• Parental support is an important factor in children’s education, [enhancing] children’s 
learning and [playing] an essential role in their academic success (Amaral, 2007; Sedibe & 
Fourie, 2018) 

• Teachers forced to quickly adapt 

• Further research: child safety measures/considerations for learning online 

• One of the problems associated with remote learning during the lockdown was that the 
role of parents was not clearly defined and the communication between schools and 
parents was deficient.  Clearly define for the parent their role?? 

• Communication with parents crucial to learning esp. during lockdown 

Sofianidis et al., 2021 

• Challenge: internet connection; access to devices 

• Students’ familiarity with technology aided transition to online learning 

• Challenge: adverse learning conditions – had to share digital devices with other family 
members; some had to share spaces 

• Challenge: teachers unfamiliar with e-learning tools/technology 

• Challenge: remote learning less satisfactory, less meaningful, and less structured than 
face-to-face instruction 

• Challenge: lack of visual contact [with teacher/classmates – unable to read body 
language, for example] 

• Challenge: social isolation impacted student well-being 

• Challenge: lack of motivation 

• Lockdown exacerbated existing socio-economic inequities 

Kast et al., 2021 
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• During the home learning period, teachers struggled with addressing students’ specific 
needs (Letzl, Posas and Schneider, 2020).  Individualised teaching and learning [is] a 
starting point for educational equity (Lindner and Schwab, 2020) so that sucks. 

• A positive correlation was found between attitudes and teachers’ self-efficacy beliefs for 
teaching at-risk-students during the home learning period. 

• Teachers need to develop a feeling of preparedness or readiness for a special situation like 
unexpected school closures 

• The need for external support, such as parents or older siblings, should be reflected 
critically as not every student has such a network 

 

Data of multiple studies was then synthesised into a cohesive review of the literature.  During 

this process, data was further explored and considered so that initial themes evolved into 

ones which better addressed the concept of student engagement in instrumental music 

tuition during emergency remote learning: 

 

2.5 Themes 

Organisation, Planning and Preparation 

The necessity for thorough planning and preparation by teachers was magnified during 

periods of emergency remote learning (Kibici & Sarikaya, 2021; Kim & Asbury, 2020), 

particularly as teaching within a new framework (Bubb & Jones, 2020; Palau et al., 2021) 

resulted in additional time required for teachers to learn new software and gain familiarity 

with technology and online learning platforms (Sofianidis et al., 2021).  The uncertainty felt 

by some teachers during this period caused undue stress and anxiety, as it undermined both 

teachers’ (and students’) need for structure and routine (Kim & Asbury, 2020).  Thus the 

demand for a detailed approach to planning and preparation. 

 

Family Involvement 

The need for connection and communication with parents/guardians was also amplified 

during emergency remote learning, as the student’s learning space was now within the home 

(Joseph, 2020; Palau et al., 2021)—a space not directly within the teacher’s control.  In 

addition to being responsible for the “classroom”, or “lesson”, environment, parents gained 

another responsibility of providing the relational aspect of learning a musical instrument.  As 

with face-to-face lessons, and especially for younger students, parental involvement was 

needed to maintain student engagement between lessons for home-practice (Sever, 2021).  

This element of successful emergency remote learning would, likely, transcend easily if the 

teacher had already established good communication with parents/guardians. 

 

Inequalities in Emergency Remote Learning 

The predominant inequalities amongst students during emergency remote learning were 

home learning environment (in relation to parental management of the learning situation) 

and access to quality technology and a stable of internet connection (Bubb & Jones, 2020; 

Evans et al., 2020; Mohan et al., 2021).  While the likelihood of issues regarding technology 

and internet connection were reduced for students of instrumental music (as, in many 

schools, instrumental music is often an extra-curricular activity, placing students of higher 

socio-economic backgrounds at an advantage to learn a musical instrument), these students 
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might have faced inequalities in their home-learning environment—such as if both parents 

were working or if the student lived in an inner-city apartment, where noise pollution might 

have become an issue. 

 

Teacher Wellbeing 

The isolating effects of lockdown commonly affected teachers’ mental and emotional health, 

which could subsequently affect their ability to teach (Bubb & Jones, 2020; Kim & Asbury, 

2020).  Lack of community during emergency remote learning also removed teachers’ access 

to the human connection found in teaching (Ingram et al., 2021; McCorkell & Lobo, 2021; 

Sever, 2021), which is especially necessary in times of crisis.  Two key factors requiring 

consideration were: creating work-life boundaries when working from home and 

maintaining communication with colleagues and school leadership (Anderson et al., 2020; 

Gül, 2021; Kim & Asbury, 2020; McCluskey et al., 2021). 

 

Digital Issues in the Digital Classroom 

Emergency remote learning created a different learning experience that was generally seen 

as less effective in reaching learning goals (Kim & Asbury, 2020; Mohan et al., 2021), thus it 

became necessary to redefine learning goals to accommodate the circumstances.  Common 

issues faced in the digital classroom included: digital fatigue (Akarsu, 2021; McCorkell & 

Lobo, 2021; Salvador et al., 2021); audio/visual glitches (Anderson & Northcote, 2018; 

Brändström et al., 2012); and limited means of interacting with students (Daugvilaite, 2021; 

de Bruin, 2021; Sofianidis et al., 2021).  This ran counterintuitive to instrumental music 

tuition techniques, a the subject that relies heavily on the kinaesthetic model of teaching 

(Johnson, 2017).  However, redesigning lessons to include both synchronous and 

asynchronous learning was deemed an important step to countering these issues (Kaleli, 

2021; Kim & Asbury, 2020). 

 

Student Wellbeing & Meaningful Learning 

Emergency remote learning was generally found to be less satisfactory and less meaningful 

than traditional, face-to-face teaching, often prompting students to disengage due to lack of 

social interaction and lack of motivation (Sofianidis et al., 2021).  However, if teachers 

showed sensitivity to the reality of the circumstances and designed learning tasks 

accordingly, students would likely see positive changes in mental and emotional health and 

wellbeing (Palau et al., 2021; Tobias et al., 2015).  Improvement in skill on their instruments 

would also add to students’ overall wellbeing, which would, ideally, feed back into increased 

engagement during lessons.  
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3. LITERATURE REVIEW 

This literature review begins with a brief history of emergency remote learning, followed by 

an exploration of key components of quality teaching, which provides a framework for the 

remainder of the review.  The following themes, which occur frequently in the reviewed 

literature, are then synthesised for consideration in emergency remote learning for 

instrumental music tuition.  These themes are: organisation, planning and preparation; 

family involvement; inequalities in emergency remote learning; teacher wellbeing; digital 

issues in the digital classroom; and student wellbeing and meaningful learning. 

 

3.1 A Brief History of Emergency Remote Learning 

Remote learning, also known as distance learning or distance education, has existed for well 

over a century (Chin, 2019), starting in the 19th century when courses were run via mail 

correspondence.  This was followed by educational radio broadcasts in the 1920s, 

educational television broadcasts in the 1930s, email correspondence courses in the late 

1970s, educational satellite communications and instructional video courses in the early 

1980s and, lastly, online education, which began in the early 1990s (Casey, 2008)—

consequently leading to the terms ‘remote learning’ and ‘online learning’ often now being 

used interchangeably.  Musical tuition was first made available, also via mail 

correspondence, in the late 19th century (Martin, 1999), followed by instructional 

phonograph recordings in the early 1900s (Hash, 2016) and many of the media already 

mentioned. 

Since 2020, much of the world has transitioned, at various times, to and from remote 

learning in response to the worldwide outbreak of the SARS-CoV-2 virus.  As with remote 

learning, emergency remote learning due to widespread outbreak of a disease is also, by no 

means, new.  Whilst not the first known pandemic of the modern world (that “honour” is 

usually bestowed on the first century Plague of Justinian (Pieret & Boivin, 2021)), the 

infamous Bubonic Plague of the Middle Ages saw both the closure of universities and 

evacuation of students to the country, to continue their education (Courtenay, 1980).  

Likewise, the influenza pandemic of 1918 also prompted school closures (Pieret & Boivin, 

2021). 

Although more recent pandemics of the 21st century, such as the 2009 swine flu, saw 

complete or partial school closures (Braunack-Mayer et al., 2013), there has never before 

been such widespread total school closure and transition to remote learning for such 

extended periods of time.  Nonetheless, despite the less-than-optimal circumstances of 

emergency remote learning, recent technology has moved quickly in the past fifteen years, 

meaning teachers are now far better placed to successfully manage the challenges of 

emergency remote learning.  (Virtual reality has risen greatly in popularity, especially since 

the beginning of 2020, and there are numerous websites and aps that provide virtual 

resources, including Scootle, ABC Education and the Australian Curriculum Assessment and 

Reporting Authority (ACARA) website.  For music and instrumental music, popular apps and 

sites include Flashnote Derby, Staffwars and Chrome Music Lab, not to mention various 

tuning and metronome apps.)  Thus, the first step in approaching education during periods 

of emergency remote learning, is to determine the key components of quality teaching.  It is 

from this, that learning experiences can be adapted to suit the circumstances. 

 

3.2 Key Components of Quality Teaching 

Current research strongly highlights the need for student engagement, which is more likely 
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to occur when the learning is meaningful, addresses individual needs, and connects to the 

students’ world outside the classroom (Pendergast et al., 2017; Wilhelm et al., 2019).  Linked 

to engagement is motivation, fostered through creation of a positive, supportive learning 

environment (Ladwig & Gore, 2006) that considers students’ overall wellbeing (Pendergast 

et al., 2017).  This is especially the case for adolescent learners, who experience significant 

psychosocial, emotional and cognitive changes at this time (Pendergast et al., 2017).  

(Indeed, neuroscientific research shows the emotional and cognitive learning centres of the 

brain are so intrinsically linked that when a student experiences a distressing emotion, the 

cognitive areas of the brain required for learning are temporarily inhibited (Zins et al., 

2004).) 

In order to meet individual needs and appropriately address student wellbeing, teachers 

must know and understand each student so that the learning experiences might be tailored 

to the individual student’s specific needs—a process known as differentiation (Pendergast et 

al., 2017).  In order to sustain student engagement and lead students to behavioural 

independence, teachers must engage students’ critical thinking skills (Kaplan et al., 2017; 

Ladwig & Gore, 2006).  Biesta (2016) cites this as the crucial step in guiding students to 

becoming autonomous learners.  Likewise, cognitive behavioural theory asserts students can 

be lead to behavioural independence and self-management through learning critical thinking 

skills (Kaplan et al., 2017; Lyons et al., 2013.) 

As Lauret & Bayram-Jacobs (2021) observe, such principles of quality teaching should also 

apply to remote learning.  One might suggest that these principles should apply especially to 

emergency remote learning, which, by its very nature, requires students work independently 

of their peers and teachers. 

 

3.3 Organisation, Planning and Preparation 

The first step to establishing teaching practices which address student needs during periods 

of emergency remote learning is to consider the ‘remote’ and the ‘emergency’ aspects—which 

are now elements of the students’ world outside the classroom (Pendergast et al., 2017; 

Wilhelm et al., 2019).  This is likely to require greater energy and commitment for teachers, 

as they enter an unfamiliar teaching framework. 

Thorough planning and organisation are critical components of successful remote learning 

(Brändström et al., 2012; Dye, 2015), yet this is precisely what was lacking when students 

were mandated to learn remotely in many parts of the world in early 2020, with teachers 

given only a short timeframe within which to prepare (Hash, 2021; Yates et al., 2021).  

Nonetheless, teachers should plan as much as possible, as disorganisation and a lack of 

structure were seen by students as some of the most negative aspects of emergency remote 

learning during covid-19-related lockdowns (Lauret & Bayram-Jacobs, 2021; McCorkell & 

Lobo, 2021).  Thus teachers require higher than normal levels of discipline and planning 

(Kibici & Sarikaya, 2021), including emotional preparation (Borotis & Poulymenakou, 2004), 

with structure and planning-time essential to a successful delivery of learning during this 

period (Kim & Asbury, 2020).  A primary reason for this is perhaps the unfamiliarity of 

teaching remotely, combined with technological issues that would not arise in face-to-face 

learning (such as internet instability.) 

Emergency remote learning requires teachers fulfill a role different to that for which they 

have been trained (Bubb & Jones, 2020; Palau et al., 2021).  For while a teacher’s role is 

primarily relational (Bray et al., 2021; Kim & Asbury, 2020) involving high levels of 

communication and social interaction with students and colleagues, the role of a teacher 

during emergency remote learning becomes more that of a mentor or supervisor, with less 
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opportunity to be intrinsically involved in the student’s learning due to the distance between 

teacher and student.  It is, therefore, critical to initially gain clarification from the school’s 

governing bodies as to what is required of teachers during the emergency remote learning 

period (Lauret & Bayram-Jacobs, 2021).  Uncertainty can cause stress for teachers (Kim & 

Asbury, 2020), as an integral part of teacher identity often includes a need for routine, 

structure and planning (Kim & Asbury, 2020).  Thus, before remote learning commences, 

teachers should also seek advice and gain familiarity with the technology of which they will 

be required to use (Dye, 2015; Lauret & Bayram-Jacobs, 2021).  These steps combined allow 

teachers to plan appropriately, while encouraging and facilitating a smoother transition to, 

and experience of, emergency remote learning (Johnson, 2017; Kibici & Sarikaya, 2021).  

Conversely, teachers who do not approach emergency remote learning proactively might 

become “easily frustrated and less effective [in their teaching]” (Dye, 2015, 169). 

Although contemporary students’ familiarity with some technology aided them in the 

transition to emergency remote learning (Sofianidis et al., 2021), many teachers initially 

lacked digital competency (Crawford et al., 2020; Sintema, 2020; Zhang et al., 2020) and 

were unfamiliar with online learning platforms and technologies (Sofianidis et al., 2021).  

This evidences a generational gap between ‘digital natives’ and ‘digital immigrants’ (Prensky, 

2001), likely adding to feelings of being overwhelmed, underprepared and not in control of 

the situation—which is, in itself, something teachers may strive for in order to manage a 

class.  It highlights the need for more ICT training for teachers (Palau et al., 2021), which 

would be beneficial regardless, as teachers might then stay as informed in technological 

advances as their students. 

The nature of emergency remote learning can certainly mean teachers are given a shorter 

timeframe in which to prepare (Hash, 2021; Yates et al., 2021), and this sudden transition to 

remote learning can be stressful (Kim & Asbury, 2020), although “a positive correlation was 

found between attitudes and teachers’ self-efficacy beliefs for teaching at-risk students 

during the home learning period.” (Kast et al., 2021, 121).  In an emergency remote learning 

situation, therefore, before teaching commences, teachers should seek assistance in sourcing 

the correct technology, from the best that is available, and guidance on its correct use (Dye, 

2015; Lauret & Bayram-Jacobs, 2021).  Teachers in positions of school leadership may wish 

to source or create resources for teachers, such as guides, handbooks and tutorials, as well as 

to provide ongoing support for teachers throughout the period of emergency remote 

learning.  If there is truly nothing else available for teachers, due to the suddenness of the 

remote learning period, an internet search may likely yield useful results.  While not the 

topic of this study, this does raise the question of how school leadership and the school 

system might be supported during periods of emergency remote learning, and could be a 

topic for future research. 

Overall, it would seem that self-efficacy (Tsai & Lin, 2004) (particularly in terms of ICT 

capability), planning and cultivation of a positive attitude towards the required use of 

unfamiliar technology (Dye, 2015; Yuen & Ma, 2008) are the first steps in teaching 

effectively during a period of emergency remote learning.  This is, perhaps, unsurprising as it 

has been observed in behavioural analysis that learning flourishes in an orderly teaching 

environment (Lyons et al., 2013).  Such a proactive approach would also likely ease feelings 

of apprehension from students, provide relief for the teacher, as was the case for the 

researcher, and better prepare teachers to navigate the uncertainties of transitioning to an 

unfamiliar teaching space (Kim & Asbury, 2020).  Indeed, the literature seems to suggest 

that embracing the uncertainty makes a period of emergency remote learning a more 

positive experience for both teacher and student, which, in turn, creates a more positive 

learning environment, albeit a virtual one, which is a key component of effective teaching 

(Pendergast et al., 2017). 
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3.4 Family Involvement 

N.B. The word ‘parent’ in this sub-chapter is used to denote both parents and guardians. 

Linked to planning and preparation is communication with parents.  In a typical private 

instrumental music lesson, the teacher is predominantly responsible for creating the positive 

learning environment.  This would also be true within a traditional, in-person lesson—

although the presence of multiple students within the one space would, of course, affect the 

environment.  In a virtual setting, however, the learning environment is split between the 

teacher’s teaching space and the student’s learning space (Palau et al., 2021), with the 

computer screen creating “a barrier between student and teacher” (Joseph, 2020, 67).  This 

is an important consideration for teachers who have been thrust into emergency remote 

learning, as it is not something that requires the same consideration for face-to-face learning 

(beyond, of course, recognising how individual students’ homelife might affect their 

engagement in the classroom). 

Connections and communication with parents is crucial to student learning, regardless of 

when or where the learning occurs (Fontenelle-Tereshchuk, 2021; Suzuki, 2010), but, in 

times of emergency remote learning, the onus of creating a much-needed supportive learning 

environment lies heavily with the student’s family (Sever, 2021).  Indeed, family-

involvement during this time is a key component to student learning, being the instigator for 

cultivating or hampering an environment conducive to learning (Sever, 2021).  Teachers 

should, therefore, establish communication with parents early on, to better understand the 

unique circumstances of each student’s home-learning environment (Palau et al., 2021), 

which will allow teachers to tailor the learning to the circumstances (Evans et al., 2020).  Not 

only does this mean teachers will be aware of individual student needs but it also allows 

them to be sensitive to students’ learning environments—such as if parents are working from 

home and/or managing multiple children in different grades, perhaps even at different 

schools, or if the student can only play music at certain times of the day to accommodate the 

needs of other members of the household. 

Early communication with families also provides teachers the opportunity to clarify and 

define the parent’s role during the period of emergency remote learning (Fontenelle-

Tereshchuk, 2021) before it commences, as well as discuss any points of consideration for 

the student’s learning space, which will impact student engagement (Lyons et al., 2013).  It 

was observed that parents sitting or listening in on lessons can cause unwelcome pressure 

for teachers (Cheng & Lam, 2021), however it is the researcher’s personal experience that 

inviting parents to observe instrumental music lessons can often be beneficial to the 

student’s learning, including in remote learning situations, as it provides the student with an 

additional ‘set of ears’ to take note of the teacher’s instructions and strategies for 

improvement. 

It is worth noting that lack of home support can be a factor behind prompting students to 

disengage during emergency remote learning (Bray et al., 2021).  While teachers themselves 

cannot provide the same in-person support available as in a traditional setting, parental 

support, which has long been seen as an important contributor to student education 

(Fontenelle-Tereshchuk, 2021; Sedibe & Fourie, 2018; Suzuki, 2010) becomes instrumental 

to students during emergency remote learning (Sever, 2021).  It has been cited as a catalyst 

for stimulating and helping maintain student engagement (Bray et al., 2021), which becomes 

particularly necessary during emergency remote learning (Bubb & Jones, 2020; Mohan et 

al., 2021).  Thus, while the teacher can still offer expertise through teaching remotely, the 

literature suggests that it is the parent who must provide the relational aspect of learning 
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that the teacher cannot offer during this period.  Younger students, especially, need this 

parental input, unlike secondary school students who are more autonomous in their learning 

(Palau et al., 2021).  Family support offers a personal component to students’ education, 

which has been disrupted due to the transition to emergency remote learning (Kim & 

Asbury, 2020), while opening the channel of communication with parents promotes a 

positive teacher-parent relationship, which creates a sense of unity and improves wellbeing 

for teacher, parent and student (Spilt et al., 2011).  This then filters into the learning 

environment and fosters an increase in student engagement (Bray et al., 2021).  Individual 

teachers would be well-advised, therefore, to speak with parents regarding the benefits of 

home-support.  This is likely something that school leadership can bring focus to, but, in the 

event that this is not the case, teachers can, firstly, bring this to the school’s attention and, if 

needed, communicate directly with families. 

Fortunately for the instrumental music teacher, family support and involvement has long 

been regarded as a necessary aspect of instrumental musical tuition, providing motivation 

and engagement, as well as increasing the student’s perceived value for music (Comeau et al., 

2014; Creech, 2010; Suzuki, 2010), which, in turn, can encourage determination and 

autonomy for learning (Küpers et al., 2013).  Communication with parents, therefore, is 

something that can likely be easily translated to emergency remote learning, as the style of 

home-support required for instrumental music tuition is unlikely to change.  Thus, 

instrumental music teachers should already be well-placed in having established with 

parents the need for encouragement and incentives to practice, which will increase students’ 

engagement and, consequently, skill in the instrument—although teachers should be mindful 

that too much family involvement, such as the parent attempting to take on the role of 

teacher during a lesson, can place undue pressure on the teacher (Cheng & Lam, 2021). 

In essence, the process of creating a positive learning environment is split between teacher, 

student and parent during a period of emergency remote learning.  While the teacher is 

responsible for the learning environment in the context of a traditional, in-person lesson, the 

student’s learning still continues at home.  Thus, the student’s family carry some of the 

responsibility for creating the learning environment.  Some parents may even choose to 

supervise home practice, depending on the age of the student—regardless of the context in 

which the student is undertaking lessons (that is, whether remotely or in-person).  The 

researcher’s personal experience as an instrumental music teacher in Melbourne, Victoria, 

during the 2020 lockdowns, was that increasing family communication throughout the 

second lockdown improved student engagement. 

Sadly, not all students have access to such a support network (Kast et al., 2021), and this may 

have been especially so during covid-19-related lockdowns, with parents forced to balance 

remote learning with working from home—if permitted to continue to work at all. 

 

3.5 Inequalities in Emergency Remote Learning 

As evidenced by much of the current literature, existing socio-economic inequalities in 

student education are exacerbated during periods of emergency remote learning (Bray et al., 

2021; Bubb & Jones, 2020; Cheng & Lam, 2021; Kast et al., 2021; Kim & Asbury, 2020; 

McCorkell & Lobo, 2021; Mohan et al., 2021; Sofianidis et al., 2021).  Emergency remote 

learning reduced school attendance during covid-19-related lockdowns (Mohan et al., 2021), 

however this was less noticeable for students with parents of higher levels of education 

(Mohan et al., 2021)—especially those with a tertiary education, who felt better equipped to 

manage the home-learning environment (Walsh et al., 2020).  Student engagement was also 

affected by parental difficulties, both financial and personal (Mohan et al., 2021).  However, 
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this was not necessarily linked to socio-economic status, as evidenced by the researcher’s 

personal experience, having a student at a private school forced to withdraw from 

instrumental music tuition due to parental job loss. 

It was also found that quality technology increased student engagement, and vice versa (Bray 

et al., 2021).  Thus, well-resourced schools were at a distinct advantage in this regard, being 

able to provide quality devices to students and teachers (Bubb & Jones, 2020).  Indeed, the 

researcher, employed at two private schools in Melbourne, Victoria, in 2020, had the benefit 

of being provided a laptop, a tablet and a high quality microphone.  This heavy reliance on 

technology during emergency remote learning (Bubb & Jones, 2020; Dye, 2015; Mohan et 

al., 2021; Sofianidis et al., 2021) means that some students are placed at a disadvantage, 

such as having no access to Wi-Fi or data (Evans et al., 2020), being forced to work from 

mobile phones (Evans et al., 2020), needing to share devices with other family members 

(McCorkell & Lobo, 2021; Sofianidis et al., 2021) or needing parental permissions to access 

devices during lesson times (McCorkell & Lobo, 2021). 

Thus, not all students will be able to participate in synchronous emergency remote learning 

(Palau et al., 2021), with vulnerable students being the most affected during these periods 

(Mohan et al., 2021).  Indeed, it was the researcher’s personal experience that some students 

could not continue with synchronous instrumental music tuition due to auditory and/or 

visual impairments.  Therefore, teachers should expect to adjust the curriculum to suit the 

situation (Evans et al., 2020) and be flexible towards modes of delivery (Mahmood, 2021).  

Much of the current literature surrounding innovative teaching strategies during this period 

is restricted to subjects that have neither the relational nor the physical considerations of 

instrumental music tuition, and often hinge primarily on quality technology (Keast & 

Sanchez, 2021).  Thus, further research into this field is needed. 

Given that instrumental music tuition is often an extra-curricular activity, however (at least, 

in Australia), it is likely that instrumental music students would predominantly come from 

families of higher socio-economic bearing.  Thus, poor quality internet or technology would 

typically not be an issue.  However, students such as those living in inner city apartment 

blocks could face inequality issues, such as limited or shared practice space.  Regardless, for 

the teacher who has been directed to teach remotely in the event of an emergency, individual 

students’ circumstances should be considered to as great an extent as possible, so that 

alternative strategies can be found for disadvantaged students. 

 

3.6 Teacher Wellbeing 

This is not to say that teachers should consider the student’s needs at the expense of their 

own wellbeing.  Due to the innately caring nature of the teaching profession (Lavy & Naama-

Ghanayim, 2020), teachers have a tendency to place students’ needs first (Conrad, 2007; 

Palau et al., 2021).  Whilst this may be considered an admirable, even desirable, attribute, it 

can become detrimental to teacher wellbeing during periods of emergency remote learning 

(Palau et al., 2021), as emergency remote learning requires teachers have higher than normal 

levels of concentration and engagement (Joseph, 2020; Sakin, 2021).  It can be 

overwhelming, both emotionally and professionally (Bubb & Jones, 2020; Kim & Asbury, 

2020), while teaching during a lockdown, specifically, can be socially isolating (Ingram, et 

al., 2021; McCorkell & Lobo, 2021; Sever 2021) and has the potential to negatively affect the 

teacher’s mental and emotional health—as was experienced by the researcher during the 

2020 lockdown periods in Melbourne, Victoria.  In addition to this, the increase in 

screentime can lead to deeper levels of anxiety and depression (Ruston, 2016; Tromholt, 

2016).  Therefore, in consideration of these disruptions to teachers’ mental and emotional 
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health, it is imperative that teachers prioritise their own wellbeing and “protect their ability 

and capacity to fulfil their role” (Kim & Asbury, 2020, 1079) at this time.  The researcher’s 

personal experience can attest to the benefits of prioritising mental wellbeing and emotional 

health, which are under attack during such an intense time of isolation, particularly if the 

teacher lives alone or is under a travel limit. 

The inherently relational aspect of teaching (Bray et al., 2021; Kim & Asbury, 2020) means 

teachers in traditional settings are able to give support to, and rely on support from, their 

colleagues.  Consistently connecting with colleagues, albeit virtually, through team meetings 

is invaluable for peer support during emergency remote learning (Anderson et al., 2020; Gül, 

2021; Kim & Asbury, 2020; McCluskey, et al., 2021).  It offers emotional support (Anderson 

et al., 2020) and an opportunity for teachers to debrief (Kim & Asbury, 2020), as well as 

providing a space to talk through and create solutions and strategies (Kim & Asbury, 2020), 

share knowledge and discoveries regarding software and technology (Anderson et al., 2020), 

and discuss and test-run emergency remote teaching practices (Anderson et al., 2020; Evans 

et al., 2020).  It also provides a platform for teachers to create and share resources and 

materials with colleagues, something that is enormously beneficial for teaching during this 

time (Evans et al., 2020) as there is a dramatic increase in administrative duties for teachers 

(Cheng & Lam, 2021).  Experienced teachers, especially, can provide much needed 

administrative and peer support (Krueger, 2000).  Such collegiality in a time of crisis allows 

teachers to support, and be supported by, their colleagues (Anderson et al., 2020), creating a 

sense of belonging and camaraderie whilst teaching in isolation (Evans et al., 2020).  The 

researcher’s personal experience can attest to finding strength through connections with 

colleagues during this time.  The sudden removal of community that occurred during 

emergency remote learning, combined with the generally socially isolating effects of 

lockdown, could be truly harrowing—and they do not appear to be something given due 

consideration in implementing school closures as part of the response to the outbreak of 

SARS-CoV-2.  Whilst further research is needed for this topic, teachers can, nonetheless, 

continue to prioritise their own wellbeing during this time, both for its own sake and for the 

sake of their students.  This could be through connecting digitally with colleagues, seeking 

support from school leadership or contacting outside support (such as Beyond Blue, Lifeline 

or Hoody’s Helpers, to name but a few.) 

Lastly, with the lines between “work life” and “home life” often becoming blurred during 

periods of working from home, teachers can also strive to maintain clear work-life 

boundaries (Joseph & Lennox, 2021), communicating this clearly to parents, colleagues and 

superiors (Cheng & Lam, 2021).  Creating clear distinctions between “work life” and “home 

life” allows teachers to self-regulate their work (Palau et al., 2021) and create a new work-life 

balance (Kim & Asbury, 2020),  as they redefine their role as a teacher for the purposes of 

emergency remote learning (Kim & Asbury, 2020.)  Thus, the uncertainty of the situation 

and the role into which the teacher has been thrust are likely to become less overwhelming if 

actions are taken to address elements that are within the teacher’s control.   

 

3.7 Digital Issues in the Digital Classroom 

Despite even the most proactive approach to emergency remote learning, however, there is 

still the matter of running an instrumental music lesson within the digital space.  

Instrumental music tuition is a subject that typically depends on student interaction with the 

teacher throughout the learning process (Hash, 2021).  During remote learning, however, 

traditional teaching techniques become unviable (Goodrich, 2021), thus teachers must adapt 

to the circumstances (Assaf & Gan, 2021; Fontenelle-Tereshchuk, 2021; Johnson, 2017), 

seeking to find a variety of ways for students to still engage through meaningful learning 
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experiences (Hash, 2021; Kim & Asbury, 2020). 

Firstly, it is worth noting there is a tendency for digital fatigue during online learning, both 

for students and teachers (Akarsu, 2021; McCorkell & Lobo, 2021; Salvador, et al., 2021).  

Online learning requires greater concentration and causes the eyes and mind to strain 

(Joseph, 2020; Sakin, 2021).  Research suggests that excess screen time can cause 

psychological and physiological harm (Tromholt, 2016), having the potential to trigger or 

increase anxiety, depression and sleep loss (Ruston, 2016; Tromholt, 2016), as well as 

damage cognitive and memory functions and abilities (Carr, 2011).  Teachers should, 

therefore, structure lessons to avoid students constantly looking at the screen (Sever, 2021) 

as well as practice looking away from the screen periodically, themselves.  Instrumental 

music students automatically look at the instrument or sheet music, thus direct screentime is 

already reduced.  However, the student may need to look at the screen if reading music 

directly from it, so it would be best to share music with students prior to the lesson, to 

provide time for the music to be printed out at home (if possible).   

The key point of consideration is that instrumental music tuition traditionally uses 

kinaesthetic modelling (Johnson, 2017), with audio and visual interactions crucial to 

successful instruction (Dye, 2015).  Although not a perfect replacement for in-person tuition, 

videoconferencing seems the obvious medium to ensure this interaction can still occur 

(Palau et al., 2021), albeit in a limited capacity.  However, visual and audio quality can be 

problematic (Akarsu, 2021; Daugvilaite, 2021; Gül, 2021; Hash, 2021; Sakin, 2021), with 

distortion, poor acoustics, audio glitches (Anderson & Northcote, 2018) and echoes 

(Brändström et al., 2012) causing unwanted interference, while delay between sound and 

pitch (Brändström et al., 2012; Okay, 2021; Sakin, 2021), and poor internet connectivity, can 

cause disruptions to students’ learning (Akarsu, 2021; Anderson & Northcote, 2018; 

Daugvilaite, 2021; Joseph, 2020; Okay, 2021; Sakin, 2021).  There is also currently no video-

conferencing platform that allows for ensemble-playing or live accompaniment, due to issues 

in synchronisation and latency (Akarsu, 2021; Brändström et al., 2012; Daugvilaite, 2021; 

Gül, 2021; Hash, 2021; Johnson, 2017; Joseph & Lennox, 2021; King et al., 2019; Okay, 

2021; Sakin, 2021; Salvador et al., 2021)—however this does mean there is little opportunity 

for students to be forgotten about or left behind, as they might in traditional ensemble 

rehearsals, for ensemble-playing cannot translate directly to the online learning platform.  

Finally, there is the obvious issue of difficulty in providing demonstrations (Daugvilaite, 

2021; de Bruin, 2021; Gül, 2021), teaching technical skill (Blackburn, 2017) and correcting 

aspects such as posture and technique (Sakin, 2021).  Whilst this removal of kinaesthetic 

learning strategies could be deemed a way to empower students in their own learning (Pike, 

2016), it does mean students who find auditory or visual comprehension difficult and rely 

primarily on kinaesthetic learning are left at a disadvantage.  (The researcher can personally 

attest to having spent ten to fifteen minutes verbally assisting a student to find the correct 

starting hand position on the piano, during a lesson in a period of emergency remote 

learning—something that would have taken mere seconds in a face-to-face lesson!) 

Therefore, in consideration of the numerous technical challenges and the damaging effects of 

excess screentime, teachers can explore combinations of synchronous and asynchronous 

learning, in order to achieve student learning goals (Kaleli, 2021; Kim & Asbury, 2020).  

While some research suggests that the synchronous nature of music education means “online 

learning can only play a complementary role” (Kibici & Sarikaya, 2021, 503), the nature of 

emergency remote learning does not accommodate for this.  Thus, it is the researcher’s 

personal experience that emergency remote learning can be considered as a way to ‘manage’ 

learning rather than ‘progress’ it.  This accepts the synchronous nature of music education 

while providing encouragement and guidance for students during the emergency remote 

learning period, supplementing the learning with asynchronous tools.  For although remote 
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learning cannot replace face-to-face learning (Blackburn, 2017), teachers can provide 

practical examples of a particular aspect to be taught through supplementary videos and 

audio files, which are especially useful tools for online learning (Anderson & Northcote, 

2018; Daugvilaite, 2021; Sakin, 2021; Schiavio et al., 2021; Yates et al., 2021; Lauret & 

Bayram-Jacobs, 2021).  Listening to music is, in itself, an important way to learn how to play 

musically (Suzuki, 2010), whether in a remote learning situation or otherwise, while sending 

students files prior to lessons can assist in providing clear instruction and minimise 

questions (Joseph & Lennox, 2021).  Pre-recorded accompaniments may also provide a 

solution to latency issues (Brändström et al., 2012), while teachers should do visual and 

sound checks at the start of each lesson (Anderson & Northcote, 2018; Sever, 2021), and use 

good quality microphones and cameras (Anderson & Northcote, 2018; Brändström et al., 

2012; Sakin, 2021)—although this does depend on what is available to the school, student 

and teacher.  For students who cannot learn synchronously, the limited research available 

suggests creation of video lessons or focussing on music theory (Calderón-Garrido & 

Gustems-Carnicer, 2021; Koutsoupidou, 2014; Lauret & Bayram-Jacobs, 2021).  However, 

the former would likely be time-consuming for the teacher (as was personally experienced by 

the researcher), especially over extended periods of time, and the latter could become 

tedious for the student.  Further research into this field will allow for development of much-

needed policies and teaching innovations (Kim & Asbury, 2020). 

Beyond delivery of the curriculum, students rely on non-verbal behaviours and responses in 

their learning (Daugvilaite, 2021; Sakin, 2021).  However, this can be challenging during 

remote learning (Sofianidis et al., 2021), which has a heavy reliance on verbal 

communication (de Bruin, 2021; Daugvilaite, 2021).  So that the onus is not on students to 

initiate support from teachers (McCorkell & Lobo, 2021), teachers can invite students to ask 

clarifying questions, model desired behaviour (de Bruin, 2021), slow down the pace of the 

learning (Hash, 2021), show consistency (McCluskey et al., 2021), divide lesson content into 

smaller portions (Bao, 2020) and provide concise feedback (Brändström et al., 2012).  

Indeed, this last strategy was found to have higher value than usual during emergency 

remote learning (Bubb & Jones, 2020). 

Lastly, it must be observed that remote learning is a vastly different learning experience to 

the learning that takes place face-to-face (Johnson, 2017); it is counterintuitive to teachers, 

whose profession is inherently embedded in human connection (Kim & Asbury, 2020), and 

less effective for students, even those who are usually engaged (Kim & Asbury, 2020; Mohan 

et al., 2021).  Thus, teachers should aim to avoid frustration and undue pressure, accepting 

students will likely make slower progress during this time (de Bruin, 2021), especially in 

regards to aspects of musical tuition, such as technique (Cheng & Lam, 2021), and, for this 

reason, select easier repertoire (Sakin, 2021). 

 

3.8 Student Wellbeing & Meaningful Learning 

Despite these challenges, effort can still be made to provide meaningful learning experiences, 

as emergency remote learning was found to be less satisfactory, less meaningful and less 

structured than learning held in traditional settings (Sofianidis et al., 2021), with some 

teachers daunted by the task of instructing students in instrumental music, now that use of 

traditional instruction techniques were inhibited (Goodrich, 2021; Johnson, 2017).  

Additionally, the dramatic and sudden change of emergency remote learning was found to 

negatively affect student academic outcomes and motivation (Lauret & Bayram-Jacobs, 

2021), with school closures disrupting not only student learning, but mental health and 

wellbeing (Green, 2020; Outhwaite & Guilford, 2020), primarily due to lack of social 

interaction (McCorkell & Lobo, 2021; Sever, 2021; Sintema, 2020; Sofianidis et al., 2021)—
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something that adolescents, especially, need for cognitive development (de Bruin, 2021; 

Yates et al., 2021).  There is also growing evidence to suggest that mood, physical health and 

cognitive function were negatively affected by the social isolation, confinement and 

loneliness caused by SARS CoV-2-related lockdowns (Ingram et al., 2021; Zhang et al., 

2020). 

Whilst not replacing in-person interactions, seeing another face, albeit through a screen, is 

valuable to students during emergency remote learning, as it provides a personal connection 

(Sever, 2021).  Indeed, individual lessons in instrumental music are likely to have the added 

benefit of students receiving the teacher’s undivided attention.  Although an online 

community lacks interpersonal interactions, asking students to provide feedback and 

creating learning tasks that require virtual collaboration and critical thinking can also create 

a sense of community, encourage engagement and improve the learning experience (Adams, 

2020; Ferraro et al., 2020; Johnson, 2017), as well as assist students in becoming self-

motivated in their own learning, as observed in cognitive behavioural theory (Lyons et al., 

2013).  Although traditional instrumental music ensembles are not possible in online 

learning (Johnson, 2017), the researcher’s personal experience is that ensembles can still 

learn collaboratively through group analysis of professional performances or exploration of 

the ensemble’s instrument(s).  More advanced groups could even attempt a virtual ensemble, 

as was popularised throughout periods of lockdown across the world in 2020 and 2021 and 

first popularised by conductor and composer, Eric Whitacre (2010). 

It may not be possible for the teacher to create the same learning experience as if the student 

were learning in person.  However, research suggests that creating meaningful learning 

through personalised learning tasks, which consider all aspects of the individual, is an 

effective means to engage with and motivate students (Biesta, 2016; Pendergast, et al., 2017; 

Wilhelm, et al., 2019).  Although perhaps more challenging, due to the emergency remote 

learning setting, teachers can still strive to imagine meaningful learning experiences for their 

students (Bubb & Jones, 2020; Kaleli, 2021) through consideration of students’ needs.  Thus, 

teachers should, first and foremost, be sensitive to the reality (Palau et al., 2021) and model 

behaviour that recognises the challenges and frustrations of the situation (Adams, 2020).  

From this standpoint, teachers can cultivate student motivation and, consequently, 

engagement, through attention to creative learning experiences, a student-centred 

pedagogical approach and positive student-teacher connections (Bray et al., 2021; Bubb & 

Jones, 2020) that encourage students to process their emotions, both circumstantial and 

otherwise (Palau et al., 2021).  Addressing student wellbeing was one of the main challenges 

faced by teachers in emergency remote learning during a lockdown setting (McCorkell & 

Lobo, 2021; Sharp et al., 2020).  Learning experiences, therefore, should balance student 

expectations with empathy for the circumstances (Evans et al., 2020), with the teacher 

creating student goals accordingly (Lauret & Bayram-Jacobs, 2021), working backwards 

from the desired learning outcome to create these goals (Carli et al., 2021)—a process known 

as ‘front-ending’ (Pendergast et al., 2017).  In this way, teachers can ensure students still 

receive meaningful learning experiences (Carli et al., 2021). 

Considering student wellbeing, motivation and engagement during emergency remote 

learning is valuable, not only in a general sense, but especially so for instrumental music 

tuition.  Playing music allows adolescents to transcend their world and creatively explore 

their feelings and emotions (Fletcher, 2015), while the physical exertion improves brain 

function (Ingram et al., 2021).  Thus, teachers of instrumental music should create learning 

tasks that prompt students to see connections between the psychological effects of playing 

music (Collins, 2014a) and the reality of their circumstances (Tobias et al., 2015), which will 

further promote student engagement (Tobias et al., 2015).  Thus, if students can repeatedly 

experience the positive effects playing a musical instrument has on their wellbeing, this 
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should promote better engagement in lessons and increased interaction with their 

instruments outside lessons.  By guiding students to engage in learning at home (Assaf & 

Gan, 2021), there is an increased likelihood that students will build their capacity and ability 

for autonomous learning, which is not only the overarching component of quality teaching 

(Biesta, 2016), but also the cornerstone of effective remote learning (Mohan et al., 2021). 
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4. DISCUSSION 

This study sought to determine the most effective approach to instrumental music tuition in 

emergency remote learning, measured by terms of student engagement and fulfillment—

academically, personally and socially.  It posed the question: what is the best teaching and 

learning approach to optimise student engagement for instrumental music tuition during 

emergency remote learning?  It also sought to confirm the hypotheses that a) the most 

effective way to teach during emergency remote learning is to establish and then translate 

the core of key teaching qualities into the remote learning medium, and b) all students can 

learn remotely. 

The reality of emergency remote learning is that, despite great advances in technology over 

the last fifteen years, there are only limited resources available.  However, while not 

necessarily the preferred method of learning, especially for students undertaking studies in 

instrumental music (Akarsu, 2021; Blackburn, 2017; Daugvilaite, 2021; de Bruin, 2021; 

Joseph, 2020; King et al., 2019; Salvador et al., 2021), current literature would suggest that 

many of the general principles around student learning are applicable in instrumental music 

teaching—perhaps even more so during times of remote learning.  The best teaching and 

learning approach, therefore, in emergency remote learning, is to optimise student 

engagement, despite the overarching material, pedagogical and relational challenges (Bray et 

al., 2021).  While the specifics of student engagement may differ between remote learning 

and in-person learning, many of the principles of quality teaching should be generally 

applicable.  In times of emergency remote learning, the best approach seems to be to identify 

the key components of quality teaching, find solutions to any common issues and apply 

broadly all available knowledge and research on student engagement.  By these means, all 

students, to at least some extent, should be able to continue to learn throughout periods of 

emergency remote learning. 

Teachers who dedicate time to mentally and emotionally prepare (Borotis & Poulymenakou, 

2004) and who possess or quickly develop strong self-efficacy, particularly in terms of ICT 

(Tsai & Lin, 2004) are better-positioned for successful teaching during the emergency 

remote learning period.  Indeed, embracing technologies during this time appears to create a 

healthier mindset, which prompts greater engagement on the part of the teacher and, by 

extension, the students.  Philosopher and music educator, Shinichi Suzuki, utilised whatever 

technology was available at the time throughout his career (Sever, 2021), seeking to find 

what was most effective for the student to learn under the circumstances.  Teachers in 

emergency remote learning, therefore, may wish to consider what is most effective for the 

student to learn with the tools that are available (Sever, 2021), while recognising this may 

likely be very different to what is most effective for students during traditional, face-to-face 

settings (Evans et al., 2020).  As with face-to-face learning, however, the literature suggests 

that time spent planning, preparing and organising, prior and during emergency remote 

learning, is time well-spent.  For it removes much of the uncertainty of teaching in 

unfamiliar circumstances and encourages a proactive approach that allows educators to 

address that which is still in the teacher’s control. 

In what is likely to be an unsettling or frustrating time for students, the literature indicates 

that stronger student engagement stems primarily from greater consideration for student 

wellbeing.  Teachers who establish communication with students’ parents/guardians 

(Fontenelle-Tereshchuk, 2021; Palau et al., 2021; Sever, 2021; Suzuki, 2010) can provide 

families reassurance regarding the emergency remote learning period and tips on creating a 

positive learning environment in the home.  Teachers can also use this channel of 

communication to discern any limitations or inequalities that students may be facing during 

the emergency remote learning period, paying extra-careful attention to students who are in 

vulnerable home-life situations (Kim & Asbury, 2020).  Beyond this, showing genuine 
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concern for students through providing (digital) social and emotional well-being activities 

can improve students’ motivation (Yates et al., 2021).  Likewise, reminding students that the 

learning conditions are temporary (Sakin, 2021) and validating students’ feelings through 

openness to discussing the reasons for the emergency remote learning, within reason, can 

also be beneficial (Sakin, 2021; Yates et al., 2021).  This empathy from the teacher creates a 

feeling of belonging for the student (Yates et al., 2021) which increases motivation, 

engagement and achievement (McCluskey et al., 2021), boosts morale (Sakin, et al., 2021) 

and allows learning to be meaningful and relevant (de Bruin, 2021). 

Thus, the literature would seem to suggest that the role of the teacher during periods of 

emergency remote learning leans more strongly towards that of a mentor or supervisor.  In 

face-to-face instrumental music tuition, the teacher works kinaesthetically with students 

(Johnson, 2017), sharing a physical space and forming mental connections with the student 

(de Bruin, 2021).  This encourages and allows for spontaneous interactions (Akarsu, 2021; 

Joseph & Lennox, 2021) as student and teacher listen and respond to one another, both 

musically-speaking and within the instructional format.   During remote learning, both in 

emergency situations and otherwise, the learning environment removes the teacher from the 

student’s physical learning space (Palau et al., 2021), thus the now mentor-teacher guides 

the student from afar, offering suggestions and demonstrations.  This approach is, therefore, 

more akin to a workshop, in which students perform repertoire and receive tips for 

improvement from the teacher, or masterclass, in which students listen and consider how 

the information they are receiving might personally apply to them. 
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5. RECOMMENDATIONS 

Whilst the exact circumstances of future emergencies may vary, teachers should, regardless, 

“develop a feeling of preparedness or readiness for a special situation like unexpected 

school closures” (Kast et al., 2021, 121), so that student learning may continue despite the 

circumstances.  To clarify, the researcher is not suggesting teachers live in a constant state of 

preparedness for emergency remote learning.  Rather, that the teacher develop a 

personalised ‘handbook’, which can be accessed if needed. 

As a relatively new field of research, there are still a number of areas in emergency remote 

learning that require further research (see 5.7).  Thus, the strategies for periods of emergency 

remote learning discussed in this chapter, although drawn from the literature, should, by no 

means, be considered exhaustive. 

 

5.1 Prepare 

In the event that emergency remote teaching is announced, the first step to successful 

emergency remote teaching is to dedicate time to planning and structuring learning for the 

online medium (Brändström et al., 2012; Dye, 2015; Lauret & Bayram-Jacobs, 2021; 

McCorkell & Lobo, 2021).  Teachers can choose to seek clarification from school leadership 

on their role during this period (Lauret & Bayram-Jacobs, 2021) and help in sourcing 

appropriate technology from what is available, in order to gain familiarity with it (Dye, 2015; 

Lauret & Bayram-Jacobs, 2021).  By so doing, teachers are better placed to embrace this new 

mode of teaching (Bubb & Jones, 2020; Dye, 2015; Palau et al., 2021; Yuen & Ma, 2008) and 

be better prepared to create a positive learning environment, which is a cornerstone of 

effective quality teaching (Ladwig & Gore, 2006). 

 

Practical Applications: 

• Prepare mentally – validate feelings and acknowledge the reality of the situation by 
journaling or speaking with colleagues, family/friends about any concerns or 

trepidations regarding the remote teaching period 

• Source the best available equipment – make enquires with school leadership about 
being given access to a good quality microphone, camera and speakers, as well as a 

school laptop or tablet (these can be useful as additional tools during the lesson); 

ensure internet connection is stable 

• Consult school leadership on protocols – for example, the school may have decided 
that lessons must be recorded 

• Research the videoconferencing system to be used (e.g. Zoom, Google Meet, Skype, 
etc) – the school may have created a tutorial, otherwise a quick online search for a 

tutorial will likely yield plentiful results; alternatively, spend some time 

experimenting with the video-conferencing platform to understand its intricacies; the 

important part is to feel prepared using the system 

- N.B. Mirror image is the default video for Zoom; the researcher found that, 
for the purposes of instrumental music tuition, unticking this box simplified 

giving instruction 

• Share any worksheets or sheet music with either the student or parents/guardians, to 

be printed out prior to the lesson, so that the student is not required to look 

constantly at the screen (as this can cause digital fatigue (Sever, 2021)) 
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5.2 Communicate with Parents/Guardians 

To further meet student needs through creating a positive learning environment (Ladwig & 

Gore, 2006; Pendergast et al., 2017), teachers can influence the learning environment 

through communication with parents/guardians—it now being divided between the teacher’s 

teaching space and the student’s learning space (Joseph, 2020; Palau et al., 2021).  Not only 

is parental involvement crucial to student learning (Bray et al., 2021; Fontenelle-Tereshchuk, 

2021; Sedibe & Fourie, 2018; Suzuki, 2010), but, in the event of emergency remote learning, 

teachers can make suggestions on how to create a positive learning environment, as well as 

discern the unique circumstances of each student’s home-learning conditions (Palau et al., 

2021). 

 

Practical Applications: 

• Clarify protocols for instrumental music lessons (as per consultation with school 

leadership) 

• Discern any foreseeable difficulties for student (e.g. lesson timing, reliability of 

internet, permissions for use of devices, etc) 

• Post guidelines on considerations for creating a positive learning environment; e.g. 

proper lighting, ventilation and heating/cooling, area away from ‘high traffic area’, 

etc 

• Continue communication with parents, to ensure parents can provide student with 
mental connection that is otherwise absent 

 

5.3 Prioritise Personal Wellbeing 

Prioritising student needs is second nature to teachers (Conrad, 2007; Palau et al., 2021), 

however this trait can be detrimental to teacher wellbeing during emergency remote learning 

(Palau et al., 2021).  Teachers are at greater risk of being professionally and emotionally 

overwhelmed (Bubb & Jones, 2020; Kim & Asbury, 2020), experiencing higher levels of 

anxiety and depression from increased screentime (Ruston, 2016; Tromholt, 2016) and 

potentially being socially isolated (in the event of a lockdown) (Ingram et al., 2021; 

McCorkell & Lobo, 2021; Sever 2021).  Prioritisation of personal wellbeing, through collegial 

support and collaboration (Anderson et al., 2020; Gül, 2021; Kim & Asbury, 2020; 

McCluskey et al., 2021; Evans et al., 2020), delegation of administrative tasks (Krueger, 

2000) and maintenance of clear work-life boundaries (Joseph & Lennox, 2021) means 

teachers are better placed to protect their ability and capacity to teach (Kim & Asbury, 2020). 

 

Practical Applications: 

• Schedule regular team meetings with colleagues, to promote collegiality and 

ameliorate feelings of isolation 

• Debrief with trusted colleagues and/or friends and family 

• Use team meetings as opportunity to brainstorm strategies and test-run remote 
teaching practices 

• Delegate or seek assistance with administrative tasks 

• Maintain clear work-life boundaries and communicate this clearly with 
parents/guardians and superiors 

• Seek professional support or consider contacting a support agency (e.g. Beyond Blue, 
Lifeline, Hoody’s Helpers, etc) 
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• Exercise, outside the house if possible, and spend significant time away from the 

computer screen, so that eyes have a chance to relax; consider over-the-counter eye 

drops for dry eyes 

• During lessons, take breaks from looking at the screen 

 

5.4 Focus Lesson on Student Wellbeing 

At the heart of quality teaching is creating learning tasks that consider individual students’ 

overall wellbeing and connect with students’ world outside the classroom (Pendergast et al., 

2017; Wilhelm et al., 2019).  There is a growing body of research to suggest that lack of social 

interaction and general confinement, combined with a dramatic shift to emergency remote 

learning, disrupts and damages student learning, mental and physical health, cognitive 

function and overall wellbeing (Green, 2020; McCorkell et al., 2021; Outhwaite & Guilford, 

2020; Ingram et al., 2021; Sever, 2021; Sintema, 2020; Sofianidis et al., 2021; Zhang et al., 

2020).  All humans, and adolescent students, especially, require interpersonal connections 

(Lyons et al., 2013) for cognitive development and processing (de Bruin, 2021; Pendergast et 

al., 2017; Yates et al., 2021; Zins et al., 2004).  Thus, in a period of emergency remote 

learning, students require strategies and tools to self-regulate their own wellbeing.  

Therefore, teachers can show sensitivity to the circumstances (Adams, 2020; Lauret & 

Bayram-Jacobs, 2021; Palau et al., 2021), balancing expectations with empathy (Evans et al., 

2020) and encouraging students to process their emotions through playing music (Collins, 

2014a; Fletcher, 2015; Palau et al., 2021)—which has the added benefit of including physical 

exertion that will improve brain function (Ingram et al., 2021). 

 

Practical Applications: 

• Encourage student to vocalise feelings of wellbeing (or lack thereof) at the beginning 

of each lesson 

- for students who respond despondently, remind them these learning conditions 

are temporary; some may simply wish to have their feelings validated regarding 

the reasons for the emergency remote learning 

• Spend as much of the lesson as possible with student playing instrument, in order to 
maximise physical activity which will improve cognitive ability and overall wellbeing 

• Mute microphone when student plays so student is not disrupted by, for example, 
mouse-clicks, typing, etc 

• Utilise eye contact by looking into the camera rather than at the student’s video 
during lessons to decreases students’ feelings of isolation 

• Adjust learning outcomes to a slower pace and allow student extra time to grasp 
different concepts and/or divide lesson content into more manageable portions 

• Have student mute own microphone and play with teacher (teacher playing same 

part, accompaniment or duet, for example) to simulate ensemble-playing 

• Provide concise feedback to the student 

• Select easier repertoire 

• Should live performance not be permitted during emergency remote learning, 

encourage students to utilise their families’ presence and present a live performance 

to them 

• Maintain contact with students throughout the week by checking in on them between 
lessons; a simple email to wish encouragement provides an element of personal 

connection 
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• Source repertoire that the student finds particularly engaging—discuss the type of 

music student would like to play (for example, soundtracks, classical, pop, etc) in 

lesson 

• Ask student to give feedback on own playing—this engages critical thinking skills and 

encourages student to seek out solutions to improve performance 

• Send feedback to the student or parent or both (determine which is more effective for 

the student’s learning through trial and error)—keep overall tone light and positive  

 

5.5 Make Logistical Considerations for the Digital Space 

Remote learning is a different learning experience to face-to-face learning (Johnson, 2017), 

thus teachers must adapt traditional teaching techniques to the circumstances (Assaf & Gan, 

2021; Fontenelle-Tereshchuk, 2021; Goodrich, 2021; Johnson, 2017), whilst being mindful of 

the risk of digital fatigue (Akarsu, 2021; McCorkell & Lobo, 2021; Salvador et al., 2021) and 

the required increase in concentration (Joseph, 2020; Sakin, 2021).  There are also audio 

and visual quality issues to consider, including distortion, glitches, echoes, latency and poor 

internet connectivity (Akarsu, 2021; Anderson & Northcote, 2018; Brändström et al., 2012; 

Daugvilaite, 2021; Joseph, 2020; Okay, 2021; Sakin, 2021).  Teachers should, therefore, 

regularly test equipment (Anderson & Northcote, 2018; Sever, 2021), adjust pace of lesson 

(Bao, 2020) and consider a range of supplementary asynchronous learning strategies 

(Anderson & Northcote, 2018; Brändström et al., 2012; Calderón-Garrido & Gustems-

Carnicer, 2021; Daugvilaite, 2021; Joseph & Lennox, 2021; Koutsoupidou, 2014; Kaleli, 

2021; Kim & Asbury, 2020; Lauret & Bayram-Jacobs, 2021; Sakin, 2021; Schiavio et al., 

2021; Suzuki, 2010; Yates et al., 2021) 

. 

Practical Applications: 

• Do visual/audio sound check at the beginning of each lesson (the initial lesson(s) may 
require the student or teacher adjusting position of or settings on the device being 

used; make these adjustments to ensure the best available audio and visual quality 

under the circumstances) 

• If there is an internet drop-out, and enough mobile data available, use data to finish 
lesson; alternatively, notify student via email and reschedule lesson for another time 

• Use high quality microphones and camera 

- Set the student listening tasks during the week (such as listening to 

recordings of the student’s current repertoire) 

• Ask the student for feedback, either verbally at the end of the lesson or in a follow-up 

email  – students may not make the teacher aware of a technological issue during the 

lesson, but asking for feedback provides a platform to raise awareness of this 

• Send repertoire to student prior to next lesson 

• Consider asynchronous learning strategies (see 5.6) 
 

5.6 Consider Asynchronous Learners 

The reality is that synchronous emergency remote learning will not be a viable option for all 

students (Palau et al., 2021), such as vulnerable students (Mohan et al., 2021), including 

those with auditory/visual impairments.  Although there is limited research addressing these 

students’ needs during a period of emergency remote learning, the research suggests a 

number of asynchronous learning tools (Anderson & Northcote, 2018; Brändström et al., 

2012; Calderón-Garrido & Gustems-Carnicer, 2021; Daugvilaite, 2021; Joseph & Lennox, 

2021; Koutsoupidou, 2014; Kaleli, 2021; Kim & Asbury, 2020; Lauret & Bayram-Jacobs, 
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2021; Sakin, 2021; Schiavio et al., 2021; Suzuki, 2010; Yates et al., 2021) that can be used as 

primary or supplementary (Kaleli, 2021) learning strategies. 

 

Practical Applications: 

• Record a short video or create a series of videos on a given topic, such as posture or 
technique, and discuss with student 

• Set research tasks on topics such as correct posture/instrument hold, the ‘world’ in 
which repertoire selection was composed 

• Set music theory tasks 

• Provide practical demonstrations through video and audio files 

• Set listening tasks of various performers playing selected repertoire and/or of other 

music from the same period 

• Provide pre-recorded accompaniments 

• Create video lessons (in the style of, for example, a masterclass series) 

• Set music theory tasks 

• Have student record practice session and send to teacher for feedback; teacher 
creates video-response feedback 

• Share video performances, either ones created by self or sourced through sites such 
as YouTube 

• Utilise platforms such as Blackboard, Moodle and Google Drive for uploading 
materials and discussion forums 

 

5.7 Suggested Future Research 

Although some resources have been developed for transitioning to emergency remote 

learning (UNESCO, 2020b; EEF, 2020), review of the current literature found a number of 

areas requiring further research: 

• Support for school leadership during periods of emergency remote learning 

• Support for teachers’ mental health 

• Innovations for remote learning/emergency remote learning in instrumental music 

• Solutions to inequalities exacerbated in emergency remote learning 

• Child safety measures under duty of care umbrella for emergency remote learning 
(such as for vulnerable or at-risk students) 

• Learning strategies for vulnerable students, e.g. auditory/visually impaired 

• How to increase training in ICT for teachers 

• Sustainable asynchronous learning strategies 
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6. CONCLUSION 

In the simplest of terms, key teaching considerations for emergency remote learning are no 

different than for face-to-face learning.  Successful emergency remote learning (in terms of 

student engagement and fulfilment—academically, socially and personally) requires that 

teachers: prepare and plan (Kim & Asbury, 2020) to as great an extent as possible; 

communicate with the student’s family (Suzuki, 2010); make considerations for inequalities 

and wellbeing amongst students; and provide meaningful learning experiences (Pendergast 

et al., 2017; Wilhelm et al., 2019) that engage students’ critical thinking skills (Biesta, 2016; 

Kaplan et al., 2017), so they might become autonomous learners (Biesta, 2016)—which is the 

overarching necessity for students during this time (Kibici & Sarikaya, 2021). 

Despite the challenges, there can be positives to come from learning in lockdown during 

emergency remote teaching.  Surprising to the researcher is that some strategies which are 

recommend for emergency remote learning are conducive to learning in traditional teaching 

settings also.  These include taking initiative in seeking guidance from school leadership, 

exploring new technology as it emerges and, perhaps the strongest point for consideration, 

communicating and engaging more frequently with parents/guardians.  Remote learning 

also provides flexibility (Kibici & Sarikaya, 2021), with some students preferring to have 

control over their daily routine (McCorkell & Lobo, 2021).  Shy students often tend to engage 

more during online learning (Adams, 2020) and those students who work best on their own 

thrive (Evans et al., 2020).  The researcher’s own personal experience can confirm that 

although emergency remote learning was a difficult and often thankless task, there were 

students who benefited from it and were able to return to face-to-face lessons more advanced 

and more confident in their skills on their chosen musical instrument. 

Teachers of instrumental music can be motivated by the significant contribution this 

learning makes towards students’ wellbeing (Collins, 2014b), for creating music can fulfill 

adolescents’ emotional needs, providing a sense of belonging (Fletcher, 2015), which is likely 

to have been disrupted in the transition to remote learning (Green, 2020; Outhwaite & 

Guilford, 2020).  Thus striving to engage students in their instrumental music lessons is 

always a meaningful goal, particularly in times of crisis. 
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