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Confidence and capacities to 
teach music in the middle years
For many pre-service music teachers the prospect 
of teaching in the ‘real world’ can be daunting. 
While many music students come to their teacher 
education course with high level musical skills, 
such as in performance and musicianship, they 
may not have required capacities to teach these 
skills to others, particularly in the classroom 
context. Further, developing professional 
capacities to teach music in the middle years 
effectively requires unique considerations. Young 
adolescents are at a time in their lives where 
they are developing their personal identity and 
often an essential part of this is their distinct 

relationship with music and entertainment. 
At this time in their lives their independence 
and personal tastes grow and change it is 
important for teachers of music to understand 
these developments. Music selection and 
preference often is a means of socialisation and 
communication amongst young people and their 
peers. Additionally, with massive growth in social 
networking media and online access to music and 
artists, young adolescents have an increasingly 
complex relationship to music and its practice. 

The question then is: What professional skills do 
pre-service music teachers believe are important in 
relation to teaching young adolescents effectively? 
and, Do pre-service music teachers feel confident 
to teach music to young adolescents effectively? 
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Abstract
For many pre-service music teachers the prospect of teaching in the ‘real world’ can be daunting, as they often 
lack classroom competence. Hence, they need to be prepared in ways that develops these kinds of capacities. This 
paper reports on findings from a research study into music teachers’ professional preparation. It argues that levels 
of confidence are essential for pre-service music teachers as they help develop their capacities to frame and enact 
a personal philosophy or epistemology to the teaching and learning of music that secure their intended education 
purposes. In a middle years music education course, both under- and post-graduate students learn about teaching 
music to young adolescents in school settings. They are introduced to relevant theories and pedagogical practices 
to the teaching and learning of music in contemporary schooling contexts. An integral element of this course was 
for students to develop their own personal philosophy and approach to music education. To evaluate the efficacy 
of these experiences, these students were asked to participate in pre-course and post-course surveys and write 
personal philosophies that elicited data about their capacities and confidence to teach middle years music. 
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Theorising pre-service 
music teachers’ professional 
socialisation
Developing an identity as a music 
teacher
There has been much research conducted on 
the development of pre-service music teachers’ 
identity, and each study highlights that self-
efficacy of pre-service and beginning teachers is 
in need of improvement (Bennett, 2009; Garvis 
& Pendergast, 2011). Being socialised into a 
profession can be a challenging process but 
at the same time exciting. Bennett (2009) for 
example acknowledges that changing social 
and historical contexts inevitably influence 
professional identity and that for artists, such 
as musicians, one’s disposition can be complex. 
Many musicians for example have multiple 
identities and these depend on which role is 
“switched on and off according to task” (Bennett, 
2009, p. 22). Bennett’s (2009) study suggests that 
musicians, who ultimately traverse to teaching 
as a profession need to “develop conscious and 
positive self-identity in relation to their work, and 
to find intrinsic satisfaction in their teaching” (p. 
29).

Similarly, Roberts (1991) notes that there is not 
a ‘typical model’ that easily describes a music 
specialist in Canada, and that music education 
training is equally diverse. Interestingly, Roberts 
(1991) describes how formal institutions often 
contribute to the role identification of students 
in particular, by compartmentalising them as 
music performance majors as compared to music 
education students. This, he believes, typifies 
certain stereotypes and deprives students of 
developing their own identity irrespective of 
political affirmations within the institute (see 
Woods, 1979 as cited in Roberts, 1991). Roberts 
(1991), like Bennett (2009), emphasises the reality 
that music education students experience a 
continuous negotiation to maintain throughout 
the process of self-identity. Roberts (1991) 

suggests that in order to comprehend music 
teacher identities, the social world also needs to 
be analysed in relation to the opportunities and 
obligations offered to students. While this may 
be the case, it could be argued that embracing or 
balancing roles of musician and teacher is what 
makes the profession of music teaching interesting 
and exciting for under- and post-graduate 
students. This would be particularly so, during the 
work placement or practicum.

Being socialised into the profession
Being socialised into a new profession is 
something that requires a lot of change and 
reflection. A number of studies acknowledge 
a double socialisation process for music 
students; including both primary and secondary 
socialisation phases. Primary socialisation, 
according to Woodford (2002), occurs in people’s 
early life, through childhood and adolescence 
and is affected by significant people such as 
parents, siblings, peers whereas the secondary 
socialisation phase begins when an individual 
starts to learn specialised knowledge and 
skills related to a particular profession or 
career (Woodford, 2002). Isbell’s (2008) notions 
of primary and secondary socialisation are 
noteworthy as it acknowledges the strength 
and importance of a music teacher’s family and 
former teacher on their identity. Indeed the prior 
experiences of pre-service music teachers can be 
highly influential; so too can their experiences 
through the undergraduate study years (Barrett, 
1994; Ballantyne, 2007; Garvis & Pendergast, 
2011). Isbell (2008) notes that that this can result 
in the students having “strong preconceived 
notions about how and what to teach” (p. 164). 
The secondary socialisation occurs when students 
enter university when they are “surrounded by 
a new set of social norms and expectations” 
(p. 164). These Isbell (2008) explains is where 
students need to reconcile the expectations, 
beliefs and values espoused by the institution. 
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Cox (1997) suggests that the secondary 
socialisation process is heavily influenced by the 
primary one however Isbell’s (2008) research 
showed that secondary socialisation process is 
more influential on identity development than 
prior experiences and family. This aligns with 
Golde’s (1998) double socialisation process within 
a professional context. 

The notion of personal epistemologies (Billet, 
2009) extends the idea that pre-service teachers 
need or desire to be aware of their self-identity. 
According to Billet (2009):

Personal epistemologies are defined as 
individuals’ ways of knowing and acting arising 
from their capacities, earlier experiences, and 
ongoing negotiations with the social and brute 
world, that together shape how they engage 
with and learn through work activities and 
interactions. (p. 211)

This is important to consider as it takes into 
account the personal interests, agency and 
reflexivity of the pre-service teacher and aligns 
with a personal philosophy they may have 
towards teaching practice. Billett’s (2004, 2009, 
2010) work shows how the individual, with 
strong capacities, can direct the ways in which 
they socialise into the workforce or professional 
practice. This is also true for those preparing 
for their first experience in the workplace or 
practicum (Roulston et al., 2007). Essentially, many 
students who come to study music already work 
professionally as musicians so are, in many ways, 
not novices. Much work that is done in music 
classrooms is performance-based and clearly 
beneficial for those in the adolescent age group.

Building capacity as a reflective 
professional
Reflection and reflective practice has been 
noted to be increasingly important skill in many 
professions, particularly education. In fact, 
many professions highlight reflection as a key 
attribute in professional standards. The Australian 

Institute for Teaching and School Leadership 
(AITSL) for example provides a 360 Reflection 
Tool for teachers and leaders; outlining “fifteen 
key attributes evident in the behaviours and 
actions of high performing principals and school 
leaders” (AITSL, 2012). Research on reflection 
often emanates from work undertaken by John 
Dewey (1934) and Donald Schön (1983). Dewey’s 
(1934) research explores the idea that people can 
reflect on both personal and intellectual levels, 
with Schön’s (1983) work extending the concept 
of reflection in and on action. This is important 
for professionals as they reflect throughout 
their everyday work but also as they ‘step back’ 
to evaluate how they are going and where to 
improve next time. 

For pre-service music teachers reflection is 
critically important as it allows them to understand 
the ways in which their own performance practice 
and music learning experiences impact on how 
they will eventually transfer this knowledge to 
students in schools. 

This paper therefore seeks to understand the 
perceptions that under- and post-graduate music 
teacher education students have in regard to 
their future practice as music teachers. It explores 
the notions of the discipline of music in relation 
to individuals developing their identity as music 
teachers; the idea that one needs to socialise into a 
profession; as well as the significance of reflection 
and reflective practice as a critical component of 
the development of such an identity. The paper 
explores the journey of these students towards 
becoming a music teacher. 

Background of the study
Middle years music curriculum
At an urban university in Australia under- and 
post-graduate students studying to become 
music teachers in either the primary or secondary 
setting are expected to complete studies in 
a middle years music curriculum course. The 
following statement as outlined on the course 
profile highlights the course’s aims.

Barton



Australian Journal of Music Education 19

This course focuses on music curriculum and 
pedagogy within a middle years context of 
schooling. Students will investigate the unique 
nature of teaching music and associated 
pedagogical principles, theoretical components 
and practice within music education. They will 
develop their own philosophy and skills for 
teaching music. (Course profile)

Through the investigation of relevant music 
education theories and approaches to teaching 
and learning the students begin to develop their 
own personal philosophy to teaching music in 
schools. 

This paper emphasises the need for pre-service 
music teachers to undertake a personal journey; 
influenced by their prior experiences but also their 
increased understanding of music as a distinct 
discipline, as well as reflection and reflective 
practice as a key and critical component of 
socialising into the profession. 

Method
Students were surveyed prior to the 
commencement of teaching (N=31) and also at 
the end of the course (N=30). As there was one 
student absent in the post-survey this response 
was considered as a ‘non-response’. The questions 
were as follows:

Rated questions
1. How confident are you to teach middle years 

music?

2. How would you rate your knowledge about 
middle years music education?

3. How clear are you about your own philosophy 
of music education?

4. How confident are you in writing lesson plans?

5. How confident are you in writing unit plans?

6. How confident are you with your knowledge 
of current curriculum and policy documents 
for music?

There was also a number of short answer questions 
asked of the students but for the purpose of this 
paper they will not be reported on but reference 
to consenting students’ reflection assignments 
will be. A total of 5 students provided ethical 
consent for their assignments to be analysed for 
the project. Thematic analysis (Braun & Clarke, 
2006) was undertaken to identify common threads 
throughout the assignments. According to Braun 
and Clarke (2006) thematic analysis allows a 
flexible and rich lens on data such as interviews, 
focus groups and other sources of text. As such the 
theoretical models of professional socialisation and 
reflection were mapped across the assignments 
after firstly being input to analytical software 
Leximancer. The use of Leximancer provided key 
concept maps of information which were then 
confirmed after in-depth and cross-referenced 
readings of each of the assignments. Key concepts 
from the reflection (Bain et al., 2002; Ryan & Ryan, 
2013) and socialising into the profession and 
developing personal epistemologies literature 
(Billett, 2004, 2009), such as responding, relating, 
reasoning and reconstructing as well as personal 
agencies and dispositions as well as affordances 
and opportunities were identified in the text. This 
analytical process coupled with the pre- and post-
survey results ensures rigorous investigation of 
the data.

Findings
Pre- and post-survey data
Interestingly across all of the questions relating 
to the students’ confidence to teach middle years 
music including their knowledge and philosophies; 
their capacity to plan lessons and units; as well as 
knowledge of relevant curriculum documents all 
increased after completion of the course. 

In regard to question 1 only 2 students felt ‘very 
confident’, 17 students ‘confident’, 11 students 
‘not confident’ and 1 student was ‘terrified’ about 
teaching middle years music in schools prior to 
the course. After the course however, 6 students 
felt ‘very confident’, 23 students ‘confident’, 1 ‘not 
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confident’ and 1 with ‘no response’. The increase in 
confidence overall is notable. 

Question 1 – How confident are you to 
teach middle years music?
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In relation to how students would rate their 
knowledge about middle years music education 
only 1 student indicated ‘excellent’, 11 students 
‘good’, 17 students ‘average’, and 2 ‘limited’ prior 
to the course. This could indicate that students 
felt their own prior experiences, including 
learning music themselves or through their 
part-time teaching of middle years students 
supporting their view of being ‘average’ knowers 
of middle years music education. After the course 
however, many students shifted their belief 
with 5 ‘excellent’, 21 ‘good’, 4 ‘average’ and 1 ‘no 
response’. The results indicate that students’ 
beliefs about their knowledge of middle years 
music teaching and learning improved due to 
study in this course. 

Question 2 – How would you rate your 
knowledge about middle years music 
education?
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A major assessment component for this course 
was for students to write their own philosophy 
of music education, by reflecting on their own 
previous music learning experiences as well as 
engaging with relevant theoretical literature 
covering music teaching and learning in a range 
of contexts. Prior to the course quite a number of 
students (i.e. 13 students) felt ‘clear’ about their 
own philosophy towards music education, 13 felt 
‘sort of clear’ and 3 students had ‘no idea’. After 
the course, including the completion of their 
written personal philosophy of music education 
9 students felt ‘very clear’, 17 students felt ‘clear’ 
and 4 students felt ‘sort of clear’ in relation to 
their own philosophy. A key understanding of 
the course was that personal philosophies are 
constantly changing and that our experiences 
impact on this change over time. Therefore this 
outcome is not surprising. 

Question 3 – How clear are you about 
your own philosophy of music education?
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The following three questions in the pre-and 
post-surveys related to curriculum planning 
and policy documents. For a number of these 
students this course would be the first time that 
they are introduced to such concepts (due to 
about half the group undertaking a Graduate 
Diploma in Education – a one year program). 
In respect to lesson and unit planning (i.e., 
questions 4 and 5) 3 and 1 student/s felt ‘very 
confident’, 13 and 9 students ‘confident’, 14 and 
18 ‘not confident’, 1 and 3 ‘terrified’ prior to the 
course with 8 and 3 ‘very confident’, 17 and 19 
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‘confident’, 5 and 8 ‘not confident’ after the course. 
As many of these students were yet to undertake 
a practicum this could be a reason why some 
of the students were still ‘not confident’ in their 
planning, both lesson and unit planning. 

Question 4 – How confident are you in 
writing lesson plans?

 

0
2
4
6
8

10
12
14
16
18

Pre‐survey

Post‐survey

Question 5 – How confident are you in 
writing unit plans?
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Similarly, with the students’ confidence in their 
knowledge about current curriculum and policy 
documents for music a number of students still 
felt ‘not confident’ after the course. This is also 
understandable given the tenuous state of arts 
education curriculum in Australia at the time. In 
fact, at the time of writing this paper there is still 
uncertainty as to what is going to happen with 
the national Australian Curriculum: The Arts – of 
which the middle years music curriculum is based. 

Question 6 – How confident are you with 
your knowledge of current curriculum 
and policy documents for music?
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Overall the survey data showed a marked 
increase in the students’ confidence to teach 
middle years music in classrooms. They were 
clearly more confident with the distinctiveness 
required to teach young adolescents as well 
as were able to consider a number of music 
education philosophies that shaped their own. 
Professional skills such as planning lessons 
and units as well as knowledge about relevant 
curriculum documents were still something the 
students felt uncertain about however, it would 
be safe to say this would improve after immersion 
in a professional practice experience, something 
which was to come to these students in the 
following semester. 

The qualitative comments by the students 
also showed significant improvement in their 
confidence overall with some students stating:

As a middle years music teacher I think my number 1 
strength will be to teach people how to have fun and 
humour along with developing a love for music.

I now believe I can create engaging and practical 
lessons and activities to consolidate learning.

After this course I believe I have the ability to listen 
to and take on board the interests of students in 
designing effective learning activities.

I now know the importance of considering a range 
of musical styles, instruments and cultures.
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Personal philosophy case studies
As previously noted the students in this course 
were required to submit a written personal 
statement related to their own personal 
philosophy as a formal assessment task. Students 
were provided a basic guide for their essay 
however, were able to change this if desired. Most 
students began by describing their own musical 
training and experiences as well as discuss their 
impetus in choosing to become a music teacher. 
They also outlined the key considerations for 
middle years music teachers. Out of the 31 
students 5 students provided consent through 
appropriate ethical procedures for their 
personal philosophy to be used for this research. 
Pseudonyms have been used throughout to 
protect students’ anonymity.

An analysis of the pre-service music teachers’ 
philosophies has shown that they have valued their 
own prior learning experiences with music and that 
these have influenced their decision to become 
music teachers themselves. For some students these 
experiences may not have been positive but they 
were then determined to make the experiences 
for their own students engaging, challenging and 
above all fun. Their prior learning experiences also 
had a large impact on their perspectives of music 
education in general, their choice of philosophical 
approach to prospective teaching practices, and the 
type of environment that they will aim to create as a 
classroom music teacher.

The philosophies of each student essentially 
displayed the students’ ideas and experience 
in building their own identity or personal 
epistemology as a music teacher. It was clear that 
the discipline of music, including relevant aspects 
of knowledge in music theory and practice built 
on this journey. For example, the notion that 
music making is inherently social (Elliott, 1999) 
and requires effective team work supported the 
students’ development as a music teacher and 
working with their peers. Much of their discussion 
in their essays focused on working with others and 
the important relationships that were developed 
as a result of music making. This professional skill 

was noted as being vital in becoming an effective 
music teacher in the middle years.

One example is Diana’s experience in working in 
third world countries. This experience influenced 
her to value the intrinsically socio-cultural aspects 
of music teaching and learning and making. She 
states that:

Once I had established that music could be a tool to 
communicate between people, it became apparent 
that music could become a cross cultural and 
socio-economic class bridge. On a trip to an African 
orphanage where, at first I found more in common 
with the Zebra from over the fence than I did with 
the orphans, we discovered that sharing music with 
a stranger from another culture and land was the 
most fascinating, interesting experience. Soon after 
the trip, I had the opportunity to spend time with 
some teenagers from an at-risk, low socio-economic 
class group who had dropped out of school and 
were on a road to nowhere. The first bonding thing 
that we could share and enjoy was teaching each 
other and embracing music. It gave us a common 
language and an equal status. (Diana)

Such opportunities were highlighted as 
important in each of the students’ journeys in 
becoming a music teacher. 

Also evident in these philosophies was the 
inherent disciplinary-specific nuances of music 
itself. The students were well aware of the 
transformational potential that music can play 
in people’s lives and they felt that this was an 
essential part of a music teachers’ role – to provide 
opportunities for their own students to feel 
empowered and have a means by which they can 
express themselves. In order to become socialised 
into the music teacher profession these students 
acknowledged the importance to value music itself.

Part of this transformative potential included 
how the students noted their passion towards 
the collaborative making of music. They wanted 
to instil this passion and enthusiasm into their 
prospective students and felt this particularly 
important for the young adolescent age group. 
Melanie for example, found that learning music 
provided an essential vehicle by which she could 
deal with the troubled periods in her life.
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Within my learning journey, music has helped me 
through some of the most difficult times of my life; 
I feel I owe it back to my students to provide them 
with opportunities similar to this. Music helped me 
find who I was/am as a person through a creative 
and expressive outlet and I think this is important 
for all students to experience. (Melanie)

This displays the inherent power that music can 
have on people’s lives. It would therefore be 
difficult to make a distinction between agentic 
characteristics of the students and music in these 
cases. Music has a powerful part to play as it 
has potential to improve and increase agentic 
capacities of students to assist others through 
their work as a music teacher. 

Another powerful statement was by Isaiah:

Music is a hobby that not only satisfied my mind 
and body, but changed both them and my soul to 
a state from which I can never return. Today I find 
that I cannot sit still. Every second of every day I 
find myself with a song in my head, often tapping 
along to its rhythm as my primary function whilst 
I engage in other activities. Ask me any time, and 
I can tell you exactly which piece it is. Because of 
this connection, I literally live through music, and 
therefore know I can teach students from this 
perspective, and that passionately engaging in 
music is a true and satisfying experience. (Isaiah)

Isaiah shows how the powerful impact of being 
involved in music was a result of a simple act 
of his mum buying him a guitar when he was 
thirteen years of age.

Despite each of the students’ own philosophies 
being distinctly individual all of them noted the 
importance of access to music education for their 
own potential classroom students. This showed a 
strong social justice ethos throughout their essays. 
Zak’s belief for example, was that music education 
should be “applicable, accessible and achievable to 
all students”. Similarly, Diana states that “students 
can learn and appreciate music without any formal 
knowledge of it and that her view that “music 
could be a tool to communicate between people, 
it became apparent that music could become a 
cross-cultural and social economic class bridge”. 

And further Melanie espoused that her “my 
philosophy holds priority to embracing what the 
students are good at, and improving those skills, 
whilst still focusing on the other elements but use 
the student’s skills to help them learn” (Melanie) 
creative space shows her disposition to music 
teaching and learning as also influenced by her 
experience in drama learning.

These comments show how students were 
able to effectively relate and reason about the 
importance of music education for young people. 
They were able to acknowledge how music as a 
discipline can bridge cultural and social borders 
and should be presented so as to improve students’ 
own knowledge and skills. The assignments also 
highlighted the importance of learning about a 
range of musical styles and cultures. The students 
reflected on ways in which they could reconstruct 
their practice, particularly if they were already 
teaching students in studio contexts. 

It was evident that each of the students’ reflective 
assignments were effective in outlining their 
reasons as to why they decided to be a music 
teacher but also what their own philosophical 
approach would be, as result of study in this course. 

My philosophy [is taken] from a humanistic 
educational approach to learning as well as play. 
This course has taught me that my past experiences 
in music have helped to shape my philosophical 
ideas which I hope to achieve in my teaching 
experiences…in relation to music, my primary focus 
is on people’s abilities and how they are all different. 
This does not make anyone better than anyone 
else, it makes them different, and I want to be able 
to express to my students that different is not bad, 
in music, in culture and in life. We need to embrace 
what the student have and extend them through 
those talents. These are my aspirations and the 
impact I want to make as a music teacher. (Melanie)

Discussion
The capacity to develop confidence - 
the confidence to develop capacity
Throughout this study there was strong evidence 
to suggest that the reflective practice that the 
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students undertook throughout the course 
improved their overall confidence in becoming a 
professional music teacher for the middle years 
classroom. This journey for the students involved 
not only their capacity to develop this confidence, 
as a result of the learnings from the course, but 
also the confidence to develop their capacities as 
a music teacher in the middle years or what Billett 
(2004) identifies as a ‘personal epistemology’. 

While students reported an increase in 
confidence overall there were still concerns 
about how their learnt knowledge and skills 
throughout this course would assist them in the 
‘real world’ of the classroom context. This included 
their remaining concerns about knowledge of 
relevant curriculum and policy documents. The 
results from this study do however, indicate that 
students’ confidence in knowing music and middle 
years schooling, in particular, is greater than their 
confidence to actually teach it. 

The distinction between the students confidence 
to know about the teaching of music and their 
confidence to actually teach music highlights that 
their prior experience as a musician, and perhaps 
an adolescent themselves, may not be enough 
to provide the necessary skills in becoming a 
beginner teacher. However, as evidenced in this 
data these skills can be improved through pre-
service teacher training by introducing effective 
pedagogical approaches to teaching and learning 
as well as supporting students in developing their 
own personal philosophy towards music education. 

Despite the need to improve pedagogical practices 
each of the students’ own dispositions, it seemed, 
were largely influenced by their previous learning 
experiences including impressionable teachers; 
leading the students towards inclusive and 
practical music education approaches.

The students, in developing their personal 
epistemologies drew strongly on their disciplinary 
of music itself. Music, as a collaborative and 
inclusive practice has influenced the choices 
and decision made by these students in their 
reflections and personal philosophies. A reflective 
discourse by these students reveals the powerful 
impact music has on lives. Therefore a combination 
of prior learning experiences in music teaching 
and learning, reflecting on this learning in a higher 
education context – including engagement with 
relevant theory, as well as having direct experience 
actually teaching music all contribute to building 
pre-service music teachers’ confidence and 
competence in becoming middle years music 
teachers. Figure 1 shows how these aspects layer 
together, moving towards socialisation into the 
profession as a beginning and effective music 
teacher. 

These students’ insights have shown them 
to be highly reflective. Although the surveys 
showed a distinct improvement in confidence 
of the group it is the personal philosophies that 
show a shift in and growth of the capacities of 
students to develop a beginning awareness of 
who they are as a music educator; how they might 

Figure 1: Journey to becoming a confident and competent middle years music 
teacher

These students’ insights have shown them to be highly reflective. Although the surveys 
showed a distinct improvement in confidence of the group it is the personal philosophies 
that show a shift in and growth of the capacities of students to develop a beginning 
awareness of who they are as a music educator; how they might approach the teaching 
and learning of music with future students; their ethical and philosophical underpinnings 
of this identity – one that is shaped powerfully by the discipline of music itself. This is 
evidenced in Felicity’s comments below: 

In my own future music classroom, I will endeavour to provide my students with 
a range of different modes to learn the content. I feel this is particularly important 
in a junior secondary (middle years) classroom as this is a pivotal point in their 
educational career and quite often students will not continue on to senior music if 
they feel they are not engaged or comprehending the content (Felicity) 
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Figure 1: Journey to becoming a confident and competent middle years music teacher.
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approach the teaching and learning of music with 
future students; their ethical and philosophical 
underpinnings of this identity – one that is shaped 
powerfully by the discipline of music itself. This is 
evidenced in Felicity’s comments below:

In my own future music classroom, I will endeavour 
to provide my students with a range of different 
modes to learn the content. I feel this is particularly 
important in a junior secondary (middle years) 
classroom as this is a pivotal point in their 
educational career and quite often students will not 
continue on to senior music if they feel they are not 
engaged or comprehending the content. (Felicity)
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