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ABSTRACT ARTICLE HISTORY
This study documents the enduring impacts of a workplace music Received 10 December 2023
mentoring programme for generalist classroom teachers in early Accepted 21 September
childhood school settings in Australia. The study draws on follow-up 2024
interviews with mentors, teachers and principals from five of 11
S . - . KEYWORDS
part!c!patlng schools. one year after t.he programme. This stydy |dent|f|es Workplace mentoring; music
participant perceptions of enduring outcomes, enduring effective education; music mentoring;
mentoring, and effective mentor qualities. Two researchers undertook early childhood music
thematic analysis independently and conducted iterative discussions to education; music mentors
refine the emerging themes. Enduring outcomes for mentors, teachers
and students included: (1) music mentoring as collaborative self-
development; (2) identification and realisation of individual and collective
goals for music teaching; (3) reflection, feedback and joint planning
informing learning; (4) integration of music into daily activities, lesson
transitions, school culture; (5) creating a community of music practice in
and across schools; and (6) improved classroom climate and enhanced
student engagement and positive behaviours. Enduring qualities of
effective music teaching included: (7) building teacher confidence and
competence for music leadership; (8) observation of expert practice as a
learning tool; (9) focused feedback informing lesson planning and
implementation; and (10) specialised, collaborative workplace mentoring.
Enduring qualities of effective music mentors included sensitivity,
responsiveness, situational awareness, flexibility, and subject and
pedagogic expertise.

Introduction

The decline of music provision in Australian early education settings has been reported consistently
over the last two decades (see Barrett, Zhukov, and Welch 2019 for an overview). This phenomenon
is not restricted to Australia (Arostegui 2016) and recent years have witnessed national inquiries
into the state of music education in the UK (2019) and Australia (2023). The 2019 report of the
UK All-Party Parliamentary Group for Music Education, The Incorporated Society for Musicians
and the University of Sussex documents an ‘... increasing cross-party concern about the crisis
facing music education in England in particular’, noting that ... the overall picture is one of serious
decline’ (Daubney, Spruce, and Annetts 2019, 2). More recently, a national investigation of music
provision in Australian primary schools, Fading notes (Collins and Hocking 2023) documents an
equally grim scenario. This decline might be attributed to a greater emphasis on STEM subjects
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(science, technology, engineering and mathematics), leading to a decrease in time allocated for
music in primary education curriculum. Crucially, simultaneous with the expansion of school cur-
riculum time dedicated to STEM, undergraduate degrees in education across Australian higher edu-
cation institutions have drastically reduced the amount of music training provided to future
classroom teachers (Collins and Hocking 2023), resulting in a generation of Early Childhood edu-
cation graduates who lack confidence, knowledge, and skills to teach music (Barrett et al. 2019). The
challenges of the Global pandemic have only exacerbated this situation (Daubney and Fautley 2020,
2021).

In 2015, the Australian Federal Government funded a National Music Teacher Mentoring Pro-
gramme (NMTMP) now known as Music in Me (MiM) as one strategy to counteract the decline of
music provision in schools. The MiM mentoring programme focuses on the Early Childhood
school sector (preparatory to year 2/3) and is implemented through pairing classroom teachers
with music specialists who provide in-situ mentoring over periods of time ranging from one school
term to a full school year. The programme was evaluated by independent researchers and found to
have positive impacts on children’s singing skills and attitudes to music (Barrett et al. 2020), music
curriculum, development of local resources, music teaching skills and teacher confidence, and, stu-
dent learning and behaviour (Barrett, Zhukov, and Welch 2019). A unique feature of this pro-
gramme lay in its fostering of a collaborative self-development relationship (Kemmis et al. 2014)
between mentor and teaching being mentored, over an extended period of time.

Professional development in-service courses aim to update, refresh and further expand teachers’
pedagogical and content knowledge and skills. For convenience and ease of delivery to the greatest
number of participants, they are frequently offered in a central location, not at teachers’ places of
work. Teachers are presented with a great deal of information during such one-day courses and
leave with a long list of resources and new teaching strategies. Once they are back at their school, how-
ever, the daily exigencies of the workplace can displace initial enthusiasm to trial and implement new
ideas as teachers return to the relative isolation of their classroom. One of the major differences
between the mentoring programme described here and conventional professional development is
its commitment to and focus on working in-situ, with the mentor visiting the school, assessing the
existing resources, and working collaboratively with the teacher being mentored to address their
specific needs and build a music programme suited to the local conditions. This model, described
as a collaborative self-development approach to music mentoring (Barrett, Zhukov, and Welch
2019) led to mentors and participating teachers developing strong personal and professional relation-
ships over time. Given these distinctive features of the MiM professional development model, the pre-
sent study seeks to identify enduring impacts for teachers, mentors, and School communities one year
on from the conclusion of the programme. In the following section we contextualise the study
through a critical discussion of Workplace mentoring, and teacher mentoring in the arts and music.

Theoretical framework
Workplace mentoring

Mentoring at work is an ongoing process that addresses a vast array of issues that a new employee
encounters when they first begin in a new position (Eraut 2011). ‘Traditional’ mentoring relation-
ships tend to be between a senior and junior colleague and are intended to assist the junior colleague
in issues of career advancement and psycho-social development including ‘role modelling, accep-
tance and confirmation, counselling and friendship’ (Mullen and Klimaitis 2021, 21). Given the dis-
tinctions in age and experience between mentor and mentee, learning in such relationships tends to
be one-directional rather than reciprocal, perpetuating power imbalances (Mullen and Klimaitis
2021). Alternative approaches to mentoring, such as peer mentoring, advocate for mentoring as
a learning partnership (Schunk and Mullen 2013), including through building collaborative self-
development relationships in which both participants in the mentoring relationship are engaged
in learning (Kemmis et al. 2014).
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In education, novice teachers need to be supported by more experienced colleagues to help them
navigate a complex environment and balance administrative duties, lesson planning and prep-
aration, effective teaching strategies and pastoral care of students (Langdon et al. 2016). In primary
education, teachers are solely responsible for delivering a crowded curriculum, and new teachers
can become overwhelmed unless given extra non-contact teaching time to become accustomed
to new routines and demands (Devos 2010). The introduction of a subject area with which an
experienced teacher is unfamiliar arguably carries with it similar potential for teachers to feel over-
whelmed, requiring similar considerations of providing extra non-contact teaching time and expert
support in the workplace.

Supervision and support are generally considered to be the essential elements of workplace men-
toring, with collaborative self-development being discussed less frequently (Kemmis et al. 2014).
This latter approach involves mentors and teachers who are being mentored viewing each other
on an equal professional footing, able to discuss ideas freely, collaborate on projects and learn
from each other. It can be especially effective when each participant brings an area of expertise
to the process which complements rather than replicates that of the other. In the MiM programme
that is the focus of this investigation for example, the pairing of experienced generalist classroom
teachers with experienced music specialists brings complementary skills in general education and
music education theory and practice to the collaboration (Barrett, Zhukov, and Welch 2019).
Importantly, these relationships are developed in the context of the teacher’s workplace providing
opportunities for authentic, applied problem-solving.

Teacher mentoring in the arts

It is a widely-held view that arts subjects in primary and secondary school positively impact chil-
dren’s creativity (Harris and de Bruin 2017; Sowden et al. 2015). Concurrently, interest in the nature
of creative pedagogies that support children’s learning has increased (Craft 2003, 2005; Craft et al.
2013). A recent systematic literature review of creative pedagogies for children aged 0-18 years in
formal educational settings identifies seven inter-related factors, those of: ‘generating and exploring
ideas; encouraging autonomy and agency; playfulness; problem-solving; risk-taking; constructing
and collaborating; and teacher creativity’ (Cremin and Chappell 2021, 299). How best to assist class-
room teachers in embedding such creative pedagogies into their teaching practice remains unclear.
It may be speculated that a professional development programme that seeks to build teachers’ skills
and understandings in creative pedagogies might also feature these factors developed within a sup-
portive professional relationship.

In Australia the concept of workplace mentoring in the arts has been implemented in a school
drama programme developed by the University of Sydney in partnership with the Sydney Theatre
Company, where primary classroom teachers were paired with a teaching artist and/or a pro-
fessional actor to co-plan, co-mentor, and co-teach a 7-week programme (Ewing 2019). The aim
of the programme was to reframe ‘the mentoring process as one of co-learning that positions the
participants in a non-hierarchical or reciprocal relationship’ (11). The evaluation of the programme
demonstrated powerful teacher learning, improved teacher confidence, a positive impact on chil-
dren from learning by doing, enhanced student learning and the efficacy of the co-mentoring model.

Teacher mentoring in music

Music teaching requires knowledge of music theory, music performance and direction skills, age-
appropriate repertoire and specific teaching strategies that are relevant to the domain. Research has
highlighted the need for music teachers to be mentored by music specialists rather than generalist
teacher mentors (Conway 2015). However, international studies in this area tend to focus on prep-
aration of pre-service teachers rather than on music mentoring of established generalist classroom
teachers, for example, through a strings-mentoring project in the USA (Davis 2017) and a co-
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teaching approach in Ireland (Kerin and Murphy 2015). One example of in-situ music mentoring
with experienced teachers is the National Singing Programme Sing Up in the UK which connected
classroom teachers with community musicians to develop teachers’ and students’ singing ability
(Himonides et al. 2011). A recent European study evaluated in-situ music mentoring of 14 teachers
from three different Roman Catholic schools in the Netherlands and reported increased usage of
music play in the classroom (Nieuwmeijer, Marshall, and van Oers 2023). The MiM programme
that is the focus of this article paired generalist classroom teachers with music specialists to
embed music into everyday activities in primary schools, including singing songs related to primary
curriculum topics, musical games, background music during art and reading, teaching theoretical
music concepts and composition, and in routine activities such as the roll-call and singing good-bye
(Barrett, Zhukov, and Welch 2019). This study reports on a follow-up one year after the initial
implementation of the mentoring programme and documents the perspectives of mentors, teachers
and school principals on the enduring impacts of the programme.
The following questions underpinned this research:

(1) What are the reported enduring outcomes for mentors, teachers and students?
(2) What are the enduring qualities of effective music mentoring?
(3) What are the enduring qualities of an effective music mentor?

Methodology
Study context

The Music in Me (MiM) mentoring programme began in 2015 with recruitment of volunteer men-
tors who attended a two-day workshop that focused on mentoring techniques and music resources.
The mentors, all of whom were specialist music teachers, were then paired with generalist classroom
teachers who volunteered for the scheme. The mentoring relationships commenced with reciprocal
observations in each of the mentoring dyad’s school settings. The mentoring dyads then worked
one-to-one over two school terms to develop music programmes and activities suited to the
local conditions. Mentoring strategies included conversations, joint planning, sharing and design
of resources, team-teaching, joint analysis of recordings of the generalist classroom teacher’s
music teaching, feedback on teaching, and reflective diaries. Ethical clearances were obtained
from the University' evaluating the programme and the relevant Education Departments prior
to interviewing the participants.

Participants

All respondents who participated in the initial evaluation were invited to take part in the follow-up,
with direct emails sent to seven mentors, 19 teachers and 10 principals from 11 schools across two
states in urban and regional locations. Four mentors, five teachers and two principals agreed to be
interviewed, representing five different schools across a full range of socio-economic areas (1 being
the most disadvantaged and 10 being most advantaged) (see Table 1).

Table 1. Summary of collected data.

School ID Socio-economic decile  Students enrolled  Mentor interviews  Teacher interviews  Principal interviews
1 6 60 1 1

3 10 700+ 1 1

4 4 600 2

5 1 180 1 1

7 9 400 1 1 1

Total (N=11) 4 2




MUSIC EDUCATION RESEARCH e 5

Interviews

Mentor interviews explored the recollections of the mentor workshop and the relevance of var-
ious elements to the subsequent mentoring process, details of mentoring approaches when
working with different teachers, observations of changes in teaching practice, those aspects of
teacher experience and school setting that facilitated or constrained programme implemen-
tation, observed changes in classroom atmosphere and/or student behaviour, on-going contact
post-mentoring, recommendations for continuing teacher support to maintain music in the
classrooms, and enduring outcomes of the programme on their personal and professional
practice.

Teacher interviews probed the reasons for participation in the mentoring programme, recollec-
tions of first meetings with the mentor, the perceived qualities of a good mentor, the aspects of the
programme that had a significant impact on professional learning and development, examples of
how the programme was implemented by the teacher, observed changes in children’s behaviour
and attitudes, the key learnings from the programme and how these have been implemented
long-term, school support for continuation of music as part of curriculum, other professional devel-
opment since the programme or plans for future professional development, and enduring impacts
of the programme on their personal and professional practice.

Principal interviews examined the reasons why the school chose to participate in the mentoring
programme, how the teachers participating in the programme were identified, observations of
changes in teacher practice during implementation, observations of changes in the classroom,
the impact of the programme on teaching post-implementation, the effect of the programme on
the school community (for example, cascade mentoring of other teachers at the school, music
activities in the playground and musical performances during assemblies and other events), and
the enduring outcomes for the school from programme participation.

Analysis

The interviews were semi-structured, allowing researchers to probe more deeply when respondents
revealed interesting points of view. These conversations were audio-recorded and transcribed by a
professional transcription company. The transcripts were analysed for emerging themes following
Creswell (2015) guidelines. The transcripts were initially coded following procedures for coding and
analysis developed by Saldana (2014) and corresponding to the themes reported in the initial pro-
gramme evaluation. The researchers then refined the categories through iterative discussions to
ensure that participant quotes did reflect the formulated categories and themes, and to confirm
the findings as trustworthy (Given and Saumure 2008).

Findings

This research sought to identify the enduring outcomes and qualities of a long-term in-situ music
mentoring programme for specialist music mentors, generalist classroom teachers and students
some 12 months after programme participation. The unique structure of the programme (under-
taken in the generalist classroom teachers class over an extended period of two terms) provided
an environment in which a collaborative self-development relationship (Kemmis et al. 2014) was
fostered. The mentoring strategies of identifying goals, reflection, feedback and joint planning sup-
ported the generalist teachers in integrating music learning into the daily routines of the classroom
and the school. Generalist classroom teachers reported improved classroom climate and student
behaviour as well as the development of a community of musical practice which supported their
continuing development. Importantly, participation in the program increased teacher competence
and confidence in music leadership. Key to these positive outcomes of the program were the men-
tors’ music expertise, their responsiveness to each teacher’s situational needs, their flexibility and
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sensitivity. These findings are elaborated below through the three research questions, and quotes
illustrating participants’ perspectives.

Research question one: what are the reported enduring outcomes for mentors, teachers
and students?

Theme 1: music mentoring as collaborative self-development

The teachers spoke of specific strategies (sending emails and follow-up inquiries) employed by
the mentors, and emphasised their sense of being guided and supported throughout the pro-
gramme as they built their knowledge and skills in music education. The mentors reported
learning from their mentees, developing their communication skills, and working as team-tea-
chers rather than an hierarchical relationship. This resulted in a collaborative process built on
a secure relationship, instead of the top-down approach as undertaken in short professional
development courses.

[The mentoring] was very practical and a very comfortable experience. It was very guided and very supportive.
The mentor was prepared to support me along the way on my journey. Sending emails, sending inquiries and
they got back to you and were able to support you in whatever way. (Teacher, School 5)

The mentor made me feel secure in that I would be supported throughout the whole programme. She was very
knowledgeable but explained everything in a really easy way to interpret and understand. She was really
encouraging and made me feel more at ease ... [Mentor] calmed everything down and showed us that we
didn’t have to be the best singer to do this, and different ways that we could go about the music lesson. (Tea-
cher, School 3)

I was always in a situation where I was learning from them as much as they were learning from me. I had to
examine all my explicit teaching and very carefully analyse my programme and make my steps very metho-
dical. T had to really articulate the reasons why I was doing particular things. It certainly improved my com-
munication skills working in this collegial manner. (Mentor A)

We approached this in a team-teaching way. The teachers were certainly very keen to take on an active role. At
the start I was doing the majority of the lesson but as we progressed the teachers were taking on more and
asking to take on more. I actually ended up learning some things from them because they weren’t just
doing things the way I had done it and repeating that, they were thinking of other approaches and knowing
their children even more than I knew them, just coming up with different ways of doing things. (Mentor D)

Theme 2: identification and realisation of individual and collective goals for music teaching
The participants viewed mentoring as being individually tailored to further develop teachers’ music
skills. This involved identifying their strengths and existing knowledge and resources to structure a
plan that could work in the local conditions. Such a strengths-based approach is distinctive from
one-programme-fits-all professional development courses.

The mentor showed me that I knew more about music than I initially thought. I was able to then implement
really engaging music lessons with my class in particular, and then share this knowledge with everybody else.
(Teacher, School 3)

First of all, I sought to develop a relationship with teachers and then build upon that by finding out where their
strengths were, and then we devised a plan. (Mentor C)

The teachers got upskilled by getting better strategies to deliver music to kids and a deeper understanding of
what the syllabus is asking them to do. What I observed was better practice in teachers, more confidence in
delivering the program when they realised it wasn’t as difficult as they perceived. (Principal, School 7)

Theme 3: reflection, feedback and joint planning informing learning
One of the main mentoring strategies identified by the participants was joint planning of quality
music lessons. Sharing of resources and strategies for using these resources in ways that engage
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specific cohorts of students allowed teachers to learn in-situ, to reflect and receive feedback as their
music-teaching skills developed.

I believe passionately that music is really important to children, and I wanted to refine my processes and music
knowledge in the classroom. My mentor and I did some planning and talked about the way the lessons were
going to roll out. (Teacher, School 1)

The mentor taught me how to plan lessons so that I was covering all the elements of music that should be in
our programme and to make a definite plan for each lesson. We did a lot of research and planning together of
the type of activities and songs to make it fun for the kids. I also learnt a lot about how to integrate the tech-
nology as well - children loved using the iPad. (Teacher 1, School 4).

The teachers didn’t have a clear understanding of the musical concepts. What they meant, how you would
teach them, what pieces of music you would use, what kind of activities. I came in with a suitcase full of
resources and books during school holidays because we needed time and space to plan quality lessons and
to do that collaboratively. We later met during the following school holidays to do more planning for the
next term. (Mentor B)

Theme 4: integration of music into daily activities, lesson transitions, school culture

The participants reported that mentoring resulted in music being integrated into everyday school
life, with teachers using music activities in other curriculum areas and as roll-call, breaks and tran-
sitions between other lessons, instead of music being viewed as a specialist stand-alone lesson. Chil-
dren have been heard singing throughout the school day of their own free will, with music
becoming a part of a school culture.

The school community is engaged in our music programme full stop. The children soak it all up, they sing
songs, and you hear them echoing these songs around the playground. (Principal, School 1)

We started to use music in our literacy and math lessons. We created little songs to help students remember
different parts of the literacy and math content. We started singing songs for the roll-call in the morning, and
during transition times children were singing songs or doing some sort of beat or rhythm game to get them
settled. (Teacher, School 3)

I used music as a way of refreshing children’s thinking when they are getting a little bit tired or stale. We’d
often just sing a song or do a musical activity and it would switch their brains back on. (Teacher, School 1)

I use music for transition between activities and try to incorporate music in other subject areas. For example,
in History we were doing China, so we had music for that particular topic. In Math if I can put it into a song,
students really love it and they retain information really well then. (Teacher 1, School 4)

One teacher told me that her children “Will not stop singing. They’re singing everywhere. They're singing
all the time. This is just amazing. They never did this before’. The children were going home and talking
about what they were doing in the classroom with their parents, so the music was transferred into the
home. (Mentor B)

Theme 5: creating a community of music practice in and across schools

The participants recognised that increased music activities in their school were creating a commu-
nity of music practice, with investment in new music resources, improved quality of children’s sing-
ing, and the cascading effect of music teaching across the school by teachers who had been
previously mentored and new mentoring relationships in other schools.

We have been able to embed music into our creative arts scope and sequence, and are making sure that quality
teaching is going on in this area. We have made some investment into the resources to support ongoing pro-
gramme. (Principal, School 7)

The quality of singing was much higher than what we’d had previously, the children knew every note and they
knew every intonation. It was one of the first times our community really got to see our students as little sing-
ers and little performers. (Teacher, School 5)
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I have given a professional learning lesson to our staff members this year and created music programmes for
the school based on what I've learnt. All the music resources we have built we shared with everyone. (Teacher,
School 3)

We have rolled the music programme out to other teachers as part of the professional development plan for
our staff here. The programme itself has formed the basis of our mentoring programme this year for other
teachers. (Teacher, School 1).

This year I have doubled my load and mentored four teachers. The teachers I mentored earlier need our
relationship to continue, they need to know that they can ring or meet me. It’s the people factor more
than anything else that makes this programme so strong. (Mentor C)

This year I mentored another four teachers at two different schools, two at each school. I left a lot of resources
[with the teachers mentored earlier] so that they could deliver an effective music education programme for any-
where between Kindy and Year 2 and enough lesson plans to expand the programme for a whole year. (Mentor A)

Theme 6: improved classroom climate and enhanced student engagement and positive
behaviours

One of the unforeseen effects of the mentoring, as described by the participants, has been a remark-
able change in the classroom atmosphere, with students demonstrating greater personal confidence,
positive class interactions and improved student engagement in learning, and more fluent English
speaking for children from non-English backgrounds.

The programme has been of great benefit, just people appreciating the change that music can make to stu-
dents, especially those who have limited English. Student confidence definitely improved. The new arrivals
joined in very quickly with the music lessons and they felt confident to have a go and open their mouths
and say things in front of the class. Often English-as-second-language students don’t speak for months. (Prin-
cipal, School 1).

I used music as a way of confidence building and inclusivity amongst the non-English speaking students - it
was really important for them to feel included in the performances. We have a little girl who could not speak a
word of English when she came to us. She had a beautiful singing voice and became a star in our end-of-the-
year production. This was really heart-warming to see because otherwise these children just fall by the way-
side. (Teacher, School 1)

The children were having more fun because they were not doing the same old, very boring activities; there was
less disruption and student engagement was higher. (Principal, School 7)

The students who are rather quiet were the ones that were shining in music lessons, their confidence grew so
much! One child in particular was struggling at school, crying every day and didn’t want to come. But he
excelled in music, and it made such a positive change in him personally. I see him in the playground, and
he is just so happy and full of life now! (Teacher, School 3)

Students’ listening skills have improved, and their fine and gross motor skills because they had to have coordi-
nation when they were doing a lot of different clapping and movement activities with singing. Their creativity
and singing ability improved too. (Teacher 1, School 4)

The kids that responded in unexpected ways were often the marginalised children from very damaged homes.
We have several levels of disability and ADHD, but the response was just absolutely fantastic. The kids that
often slip through the cracks don’t with this programme. Seeing children who would be usually be hell bent on
destroying a classroom sitting quietly with an instrument waiting to come in, fully engaged, full eye contact -
it doesn’t get any better than that! (Mentor C)

[Students’] enthusiasm for learning music just grew and grew and grew. Their attention to what we were doing
improved. I loved seeing teachers seeing things in their students that they hadn’t noticed before and realising
the potential in their students. That was really lovely to watch. (Mentor D)

The teacher was completely enthusiastic and willing to give anything a go, and her children responded so well
to her enthusiasm in the classroom, they were so keen and excited about music. We did lots of vocal explora-
tion and fun things, and that started physical warm up to get kids that were really shy to be up and moving and
having fun. (Mentor B)



MUSIC EDUCATION RESEARCH e 9

Research question two: what are the enduring qualities of effective music mentoring?

Theme 7: building teacher confidence and competence for music leadership

A primary goal of the mentoring programme was to build generalist teachers’ confidence in their
ability to teach music to a level where they would be competent to take on leadership roles in run-
ning music activities across their school. Principals and teachers report the ways in which the pro-
gram has built ‘sustainability’ within the staff through past mentees mentoring new colleagues, with
teachers seeing themselves as capable of ‘running music’.

The [mentored] teacher rolled the programme out to another teacher herself this year. She mentored another
teacher at the school and run a similar programme. Now we have two teachers who have been through it, so
it’s great. (Principal, School 1)

We looked to upskill our teachers in better delivery of the music curriculum and to try and build some sus-
tainability within the staff (Principal, School 7)

I'wanted to take on the music aspects of the programme, and then teach more of our staff at the school how to
deliver appropriate music lessons. [After mentoring] I was very confident to go ahead and show other teachers
in our school how to implement music lessons and get the involvement and engagement from the students.
(Teacher, School 3)

I now see myself as capable of running music, I am able to teach music and to help colleagues with it as well. I
would be happy to run a choir and I had no musical background to start off with. (Teacher 2, School 4).

The teachers gained confidence in working with instruments and music technology, confidence with their
voices, being able to sing easily, openly, unashamedly. (Mentor C)

The programme built teacher confidence and their understanding of music and how to teach it. They were
able to go back to their staff and implement teacher training and development. (Mentor B)

Theme 8: observation of expert practice as a learning tool

The mentoring programme was structured as a gradual transfer of responsibility. Teachers began by
observing mentors delivering music lessons in the mentors’ schools and in the mentees’ classrooms.
Therefore, observation of expert practice and practical demonstration of teaching strategies in their
own classrooms became learning tools for teachers, instead of theoretical advice on how to teach music.

Watching the mentor teach, I learnt a lot of dynamics about my class that I hadn’t noticed before. My engage-
ment in my lessons then changed to make sure that I did have high levels of student engagement (Teacher,
School 3)

We went to the mentor’s school and watched him deliver some music lessons, which was very informative for
us. It is always good to see things modelled first hand, and he also had some very difficult children in the class-
room he dealt with very well. (Teacher, School 1)

We had some demonstration lessons at the mentor’s school. It was really good to actually observe music teach-
ing in her classroom. I thought that I could reproduce this in my classroom and it wasn’t too traumatic. (Tea-
cher 2, School 4)

Theme 9: focused feedback, planning and implementation of lessons

The participating teachers identified the provision of focused feedback, including analysis of ‘video
evidence’ from both the mentors and teachers being mentored, as key to their developing capacity
to plan and implement lessons. Through structuring music lessons with detailed and age-appropri-
ate teaching instructions, teachers were able make music activities engaging for students and self-
evaluate their music teaching.

The most significant steps for me were focusing on really early fundamental understandings of music and how
to introduce them to children, being really explicit, really guided and really taking it in small steps, building
upon it. (Teacher School 5)
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The music lessons we created were a lot more creative and engaging to previous years. (Teacher, School 3)

One of the most important things was the value of video evidence. Our mentor would video his lessons and
our lessons, and it was very, very informative to watch yourself back teaching. (Teacher, School 1)

Theme 10: continuous specialised, collaborative workplace mentoring, instead of one-off
professional development (PD)

A major point of difference of this mentoring programme was ongoing teacher support over an
extended period of time, instead of a short, off-campus professional development. This provided
teachers with opportunities to ask their mentors questions after trialling music activities in the
classroom, refine their approach and continue their growth and development.

Programmes like this are not possible without the support of an external person, an expert that teachers can
liaise with. Without their support, expertise and knowledge we would not be as far down the track as we are
now. (Principal, School 7)

I had a very hands-on role, but every time both of my teachers felt comfortable to lead something themselves, I
stepped back. By the end both of them were taking complete lessons fully prepared. (Mentor C)

The teachers I have worked with have said explicitly that they love this type of professional development
because it is ongoing. So, the next week they could tell me if they couldn’t do something and didn’t understand
something, and I would be there to help them. (Mentor A)

I saw my two [urban] teachers on a weekly basis and developed a relationship with them and with the students;
we really got to know each other. With my four regional teachers I sent them little video packages with teach-
ing tips and ideas; I just uploaded them to YouTube and send them the links, then we just emailed back and
forth. (Mentor D)

Research question three: what are the enduring qualities of an effective music mentor?

Theme 11: sensitivity, responsiveness, situational awareness, flexibility, and subject and
pedagogic expertise

The participating teachers praised mentors’ musical expertise, flexibility in adjusting music teaching
to local conditions, sensitivity to teachers’ needs and concerns, rapport with the children and
understanding of the demands of the teaching profession.

The mentor had the knowledge of what will and won’t work with the children. It was good to have that reci-
procal respect and trust between mentor and mentee. (Teacher, School 5)

The mentor was very adaptable and responsive to the specifics of our setting. He showed a high level of pro-
fessional competence and led by example. (Teacher, School 1)

The mentor was just wonderful. She listened to our concerns or our suggestions. She was so easy to talk to on a
personal level, I never felt intimidated by her. The children were really excited when she came in and she was
just wonderful! (Teacher 1, School 4)

My mentor was brilliant because she wasn’t pushy. She was very understanding of our normal workload and
integrated music into our everyday routine. She was really, really positive all the time and encouraged every-
thing that we did. (Teacher 2, School 4)

Discussion

This study focused on evaluating the enduring impacts of workplace mentoring of generalist pri-
mary classroom teachers by music specialists one year after the initial mentoring programme.
The findings from teachers, principals and mentors’ interviews demonstrate that the factors ident-
ified in an initial evaluation (Barrett, Zhukov, and Welch 2019) were evident 12 months later point-
ing to the sustainability of this approach to music teacher mentoring.
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Enduring outcomes for mentors, teachers and students

Key to the development of enduring outcomes from participation in the programme for all partici-
pants was the development of a mutually supportive relationship. Through this relationship, men-
tors and teachers were afforded opportunities for mutual learning. We have described this approach
as one of collaborative self-development (Kemmis et al. 2014), a process that has been flagged by
Hargreaves and Fullan (2012) as an essential element of teacher mentoring. Participants highlighted
one of the unique elements of the programme as its bespoke nature, focusing on designing materials
and activities to suit local conditions, resources and teacher skills. Thus, individual teacher goals
were identified and music activities co-constructed to realise these in particular settings. Kemmis
et al. (2014) suggest that developing relevant skills in-situ is an important factor of effective men-
toring for new teachers. We suggest it is also important for experienced teachers when encountering
new subject areas beyond their current skills and knowledge set.

Joint lesson planning by mentors and teachers was identified as a vital aide to learning about new
resources and relevant teaching strategies, facilitating growth in music teaching skills. Lesson plan-
ning and effective teaching strategies have been flagged by Langdon et al. (2016) as essential
elements of workplace teacher mentoring in education. The mentoring programme led to the inte-
gration of music into the daily routines of the classroom and school, making a significant impact on
the school culture (see also Nieuwmeijer, Marshall, and van Oers 2023, 438). The implementation of
music activities as an integrated practice in the classroom rather than a discrete specialist activity
undertaken in isolation from the classroom contributed to building a community of musical prac-
tice, evidenced through knowledge and resources being shared with other teachers in the same
school and across other schools. Niland and Holland identify music curriculum enrichment and
teacher professional development as helping in ‘fostering a rich and inclusive music community’
(2019, 81).

The mentoring programme had a positive impact on the classroom atmosphere and student
behaviour. This finding is supported by a review of 17 successful music programmes in Australia
that showed music activities lead to enhanced positive emotions and student engagement in learn-
ing (Lee, Krause, and Davidson 2017).

Enduring qualities of effective music teaching

One year on, teachers participating in the mentoring programme reported continued and growing
confidence in their ability to teach music and run music activities in their school. Earlier research
supports this finding, with the evaluation of Sing Up programme in the UK (Himonides et al. 2011)
and whole-school singing programme (Lamont, Daubney, and Spruce 2012) producing similar
results.

Observation and demonstration are typical learning approaches for pre-service teachers. A point
of difference in this mentoring programme was observation of the mentor teaching in the mentee’s
classroom. This made teaching demonstrations specific to a particular group of students known to
the teacher instead of familiarisation with global teaching strategies. Similar results have been docu-
mented by Nieuwmeijer, Marshall, and van Oers (2023) who reported that teachers ‘observing each
other’s actions and discussing children’s musical play had inspired and motivated them, leading to
mutual learning’ (439).

Detailed feedback, including ‘video evidence’, on the implementation of co-planned lessons was
highlighted by the participants as a valuable tool in teacher learning. Feedback has been identified as
an essential factor for learning (Hattie and Clarke 2019) with mentor feedback being ‘appreciated
and appear(ing) to have contributed to an increase in [teacher] instructional strategies/knowledge
and skills’ (Nieuwmeijer, Marshall, and van Oers 2023, 439).

Principals and mentors emphasised the uniqueness of this ongoing (Conway 2015) and colla-
borative workplace mentoring (Barrett, Zhukov, and Welch 2019) in contrast to short professional
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development courses. These last have been criticised (Rhodes and Fletcher 2013) due to their de-
contextualised approach.

Enduring qualities of effective music mentor

When discussing the qualities of an effective music mentor, teachers identified sensitivity, respon-
siveness, situational awareness, flexibility, and subject and pedagogic expertise. Many of these qual-
ities have been highlighted in research (Conway and Hodgman 2006; Langdon et al. 2016). It is
signal that these teachers and mentors have continued to maintain and develop personal and pro-
fessional relationships beyond the initial year of the programme. This focus on relationships, high-
lights the ‘people factor’ that Mentor C identified as a key element in ‘making this programme
strong’.

Conclusions and implication

This study has demonstrated that the learning impacts and practices of an in-situ music mentoring
programme have endured for 12 months across all factors identified in the initial evaluation of the
programme. This contrasts to feedback regarding short, oft-campus professional development courses
offered to teachers (Rhodes and Fletcher 2013). While these tend to offer many new resources and
global teaching strategies, teachers are often left to their own devices to implement this new knowl-
edge in their own classroom. Rhodes and Fletcher (2013) criticised teacher mentoring in the UK for
its ‘lack of focus on developing self-referent values’ (58). The absence of ongoing support can to lead
to trial-and-error, loss of enthusiasm and abandonment of new ideas. Research demonstrating the
enduring impacts of music programmes shows that such initiatives need to be embedded in schools
with ongoing support (Himonides et al. 2011; Lamont, Daubney, and Spruce 2012).

It is evident that participating generalist classroom teachers have embraced the programme as a
means of expanding their teaching portfolio and strategies, including opportunities to build musical
autonomy and agency, take risks in a safe and supportive environment, and incorporate musical
play into their students’ learning. Through these ‘creative pedagogies’ (Cremin and Chappell 2021,
299) we suggest that teachers are not only building music skills and knowledge, but also teaching
and learning strategies that will benefit other curriculum endeavours. As this music mentoring
model continues to be rolled out in more schools across Australia, the positive enduring impacts of
this programme give us confidence to recommend the adoption of its principles to other jurisdictions.
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