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Abstract

:

Youth with disabilities have a higher risk of experiencing mental health problems than their non-disabled peers. In part, this results from their social exclusion and dearth of social networks. An intervention informed by positive psychology principles and peer mentoring approaches was developed and evaluated with 12 youths with disabilities who had musical interests and talents as musicians. It included the real-world experience of applying the training in a school-based music project with over 200 typically developing pupils aged nine years in four schools. Evaluation data were obtained from project staff, self-ratings by the mentors and through group interviews with them, as well as from reactions of school pupils and interviews with six teachers. The study confirmed the benefit of music and peer mentoring as a means of promoting the self-esteem and self-confidence of youth with disabilities. Further research is needed to determine the longer-term mental health benefits musically based interventions can offer to youth with disabilities and, more generally, to young children in schools.
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1. Introduction


The incidence of mental health difficulties is much higher in persons with disabilities than in their non-disabled peers. These emerge in childhood and become more marked for youth aged 15 to 24 years and for older adults. Recently published literature reviews document the nature and type of difficulties experienced by persons with autism [1], intellectual disabilities [2] and those with physical impairments and chronic illnesses [3], such as depression, anxiety conditions, attention-deficit/hyperactivity (ADHD), depression and oppositional defiant disorders [4]. Consequently, higher proportions of persons with these disabilities are prescribed medications compared to their non-disabled peers [5,6].



Yet, mental ill-health is not due to their impairments per se, but rather from the social and psychological impacts that they experience as persons with disabilities [7]. Although social and environmental factors may also contribute to poor mental health and wellbeing in non-disabled persons, the risk is heightened in youth and adults with disabilities because of the well-attested social exclusion that they experience, compounded by their typically reduced social networks and comparative lack of friendships [8,9].



Various theoretical frameworks have been proposed to understand the relationships between social factors and mental wellbeing. With youth, in particular, the focus has been on concepts such as poor self-esteem and low self-confidence, resulting in reduced self-efficacy and social motivation to engage with others [10]. Hence, the focus of interventions to promote better mental health—particularly from a preventative perspective—has been on the provision of social support. A recent review of such studies with autistic adults suggests that increased employment opportunities and social skills training seem to be the most effective, although the provision of wider community supports remains limited and unevaluated [11]. A further review of interventions aimed at youth with long-term physical health conditions [12] identified the need for “environments that allows young people to share their experiences and build empathetic relationships, (that) can enable participants to access social support and increase feelings of hope and empowerment” p. 832.



To date, much of the focus with disabled youth has been on remediating their assessed cognitive and/or social deficits. By contrast, in mainstream youth programmes, the focus has shifted from remediation toward positive youth development [13], which is reflective of Sigelman’s conception of positive psychology and the interventions he argues are needed to build mental wellbeing and personal growth, such as positive emotion, engagement, relationships, meaning and accomplishment [14]. A scoping review of the theory and practice of positive youth development identified seven programme formats including sports, art, music, mentoring and school-based programmes [15]. More broadly, the World Health Organisation concluded from a major review of over 900 studies that the arts in diverse forms can potentially impact both mental and physical health [16].



Recent studies of music-based intervention activities aimed at fostering the well-being of adolescents identified three contributions: Namely, music-based activities were a catalyst for relationship building, a means for self-expression and a resource for self-transformation and thereby built participants’ basic psychological needs of competence, relatedness and autonomy [17,18]. However, none of the studies seem to have included disabled youth.



Peer mentoring has also received increased attention in boosting the mental well-being of youth [19]. Thus far, there is limited literature on mentor outcomes but there is some evidence that young mentors can be effective in providing positive mentoring to their peers [20] including a study undertaken with learning-disabled youth [21].



It was against this background that the present study was conceived. It took the form of an action-research project, in which disabled youth were trained to act as music mentors to primary-school pupils using a group-based approach [22]. The research questions posed were to determine if the self-esteem of the mentors was enhanced through training and the ‘real-world’ experience of mentoring, while also introducing the school pupils to music-making with young musicians with disabilities. In due course, music, as well as other arts-based interventions, may have a role in boosting the resilience of younger children to mental health problems [23].



Study Aims


The aims of the study were:




	
To develop a training programme through group-based music mentoring for youth with disabilities.



	
To evaluate the impact of the programme on youth with disabilities with respect to their self-esteem and efficacy as musicians.



	
To determine the reactions of school pupils and teachers to the young music mentors with disabilities.










2. Materials and Methods


2.1. Music Mentors


The project aimed to recruit a cohort of disabled young adults aged 18 and over (“Music Mentors”), who would possess a sufficient level of musical ability that would be beyond that of most primary school children with whom they would be working and/or the social skills that could, with training, allow them to hold children’s attention within a music class.



In total, 22 persons were recruited, none of whom had diagnosed or self-declared mental health difficulties. Two persons came through a local special school, two as a result of direct contact with their parents and the remaining eighteen through the project staff’s awareness of their existing ability as musicians enrolled within other disability-focused charities in the city. However, eight persons did not complete the programme mainly due to the difficulty they encountered with training, their reluctance to perform or speak in front of others or their unsuitability for a mentorship role. Furthermore, two others left soon after the project commenced.



Of the 12 remaining Music Mentors, seven were female and five were male, with ages ranging from 19 to 28 years. They had a variety of impairments with some co-occurring: six were on the Autism Spectrum and six had learning disabilities, two had Cerebral Palsy, one had Spinal Bifida and one had Down Syndrome. Six had attended special schools and six had attended mainstream schools. Their chosen musical specialisms were singing (n = 6), percussion (n = 5), dance (n = 3) and song writing (n = 1).




2.2. Music Mentor Training


The overall context of the intervention, called ‘Project Sparks’, was created by two freelance music teachers (referred to as ‘project staff’) as a means of promoting the artistic and musical talents of young people with disabilities and challenge the expectations of society regarding their capabilities.



The musical and performance skills of the Music Mentors were honed through training and peer support over a 12-month period followed by a further two years of working on school-based music projects. Between 6 and 9 h of in-person training was provided per week, supplemented by online peer-to-peer support between Music Mentors through a monitored private Facebook group, which the young adults used to submit “progress vlogs” and feedback as well as organised video calls. A ‘mentoring pyramid’ was devised to help scaffold the young adults’ development and provide them with a sense of achievement during their participation in training [24]. Within this conceptual frame, one constituent skill associated with the mentoring process was given primary focus, and the mentors ‘levelled up’ to the next skill once they had successfully demonstrated its mastery.



From the base of the pyramid upward, the skills included the ability to:




	
Make Connections: Gaining rapport with children by showing an interest in their hobbies and finding social commonalities. For some mentors, this process came naturally, whereas, for some of those on the autism spectrum, they benefitted from being equipped with question starters, such as “what is your favourite…”, or “would you rather…”.



	
Praise: Finding specific elements of children’s musical performances and conveying them in an authentic way, without sounding repetitive. The mentors were encouraged to notice and acknowledge small details in children’s performances, such as their choice of notes in a melody or the unique way they might hit a drum.



	
Demonstrate: The mentors’ ability to convincingly perform the musical material required for all activities on their specialist instrument, voice or dance.



	
Explain: The mentors’ ability to instruct children on a task’s learning outcome and clearly outline its associated success criteria.



	
Spot the Weaknesses: Ability to explain the errors in a pupil’s performance, e.g., out of time, out of tune.



	
Fix the Weaknesses: Ability to target the weakness and guide the pupil to repair errors with continuous feedback and encouragement.








The mentoring pyramid was adjusted depending on each Music Mentor’s learning needs and personality. For those less musically able, they took a role that leveraged their interpersonal skills or vice-versa.



Different methods were used at all stages of the mentoring pyramid, which past research had shown to be effective.



	
Role Play: Mentors were individually tasked with facilitating classroom activities within hypothetical teaching scenarios that they were likely to encounter in their work with children. Within these roleplay scenarios, project staff and the other mentors would perform and compose to a similar level of competency as a primary school pupil, which included making mistakes and expressing confusion. These instances gave mentors practice in facilitating learning by asking questions, repairing musical errors and extracting creative ideas.



	
Modelling: These tasks were normally prefaced with exemplars by project staff so that mentors were clear on what success looked like before engaging in the role play. The role-play could be differentiated according to the ability of the peer mentor engaged in the task, by presenting them with more or less complex teaching challenges to solve, providing them with opportunities to demonstrate flexibility and persistence in their mentoring.



	
Review: Each task could be ‘paused’ and ‘rewound’ so that mentors could trial different instructional approaches and ask for support when needed. At the end of each role-play, the mentors who were acting as pupils would give the facilitating mentor feedback, which was mediated by the project staff.



	
Video Analysis: Within small groups, the peer mentors would review video footage of real-life music activities being conducted with children. The mentors were asked to examine the explanations, demonstrations and feedback employed by the instructor on the video, and then evaluate the comparative success or limitations of each instructional decision. The mentors were then encouraged to ‘replay’ these scenarios through role-play, after which they reflected on what they could assimilate into their own practices.



	
Practice Teaching Sessions: At regular intervals within their training, the mentors were tasked with mentoring small groups of pupils within a low-stakes environment, in which the children were made aware that the mentors were currently engaged in a training programme and were briefed on how to give supportive feedback to support the mentors’ development. These practice sessions were eventually termed “mistakes labs” by the mentors, which captured the attitude encouraged within the training programme, wherein failure is viewed as a natural consequence of learning.



	
Disability Awareness Training: The mentor training also piloted approaches to equip the mentors with an ability to stimulate children’s curiosity about the mentors’ impairments. While the mentors expressed a desire to share their experiences of growing up as disabled musicians, they initially struggled to convey their sentiments in a structured way. After trialling several approaches, the project staff found it optimal to support the mentors in writing and producing scripted video tutorials to teach children about specific disabilities, which were followed by informal question and answer discussions.







2.3. Mentoring School Children


Funding was obtained from a charitable foundation to undertake music sessions for children attending four primary schools in a city in Northern Ireland. The funding aimed to improve economically disadvantaged children’s access to opportunities for creative and participatory music-making. As such, the following inclusion criteria determined schools’ suitability for participation in the project:




	
High instances of free school meals (40%).



	
Low numbers of pupils playing instruments (10% or less).



	
Few resources, lack of music provision according to teaching staff.



	
High level of commitment to the time associated with the partnership from principals and teaching staff.








Whilst all four schools were predominantly attended by non-disabled children, the proportion of their pupils with special educational needs ranged from 16% to 33.2%.



None of the schools reported any previous creative music-making involving composition. Music featured mainly around preparation for religious festivals.



The music sessions provided by Project Sparks had the dual aims of increasing the children’s participation and facility in music-making, but also nurturing more inclusive beliefs toward disability and social diversity in general. The latter aspect is reported more fully in an accompanying paper [25].



Eight classes of nine- to ten-year-old pupils took part, involving approximately 200 pupils in total. Each class received 16 h of music sessions, although a portion of the classes was modified due to COVID-19 restrictions. Some were held in their school, others in a performance space available for the project and for one class, the sessions were delivered remotely via the internet.



The lessons developed pupils’ foundational understanding of music through a range of guided-discovery-based activities that cumulatively introduced them to six of the ‘building-blocks’ of music (rhythm, tempo, melody, harmony, texture and timbre) using xylophones, djembes, ukuleles, physical movement and voice. Pupils’ exploration of each of the ‘building-blocks’ developed their creative, aural and motor skills as they worked together to compose short pieces of music and appraise one another’s creative ideas.



The music mentors’ roles involved:




	
Outlining the learning outcomes associated with each classroom activity.



	
Role-modelling success in music composition and performance.



	
Facilitating group work with pupils to advance their experimentations with the musical building-blocks and foster sharing of ideas.



	
Providing pupils with praise and constructive feedback to improve their compositions.



	
Answering questions about their disability during discussions.








Further details of the music sessions in schools are provided in an accompanying paper [26].




2.4. Evaluation


A mix of quantitative and qualitative data was collected from various informants in order to increase the rigour of the findings through triangulation from different data sources [27].



2.4.1. Music Mentors


The project staff rated the mentors at the start and end of their training using a specially devised scale to assess their teaching and musical competence. Teaching competence was measured according to CCEA Key Stage 3 Communication Statutory Requirements [28] and musical ability was measured according to the Trinity College of Music Group Performance Certificate [29]. Further details of these ratings are provided in the results section.



During the training phase, the mentors completed a monthly Rosenberg Self-Esteem Scale [30]. This 10-item scale is commonly used and has good internal and test–retest reliability. They also completed a musical self-efficacy scale [31] for both musical knowledge and performing, which also had reasonable psychometric properties.



In addition, four focus group discussions were held with small groups of mentors, which were facilitated by university staff who were uninvolved with the project. Thematic content analyses were undertaken from written transcripts of the sessions [32].




2.4.2. Pupils


The pupils were invited to rate the mentors in terms of their perceptions of them as teachers using computer-based questionnaires, which pupils self-completed or with assistance in reading the items from a teaching assistant. These ratings were obtained before and after their participation in the project. Further details are given in the results section.




2.4.3. Teachers


Telephone interviews were conducted with the class teachers and two of the head-teachers at the participating schools. These were undertaken by the third author who had no involvement with the music lessons. Written transcripts were composed of the interviews conducted after the project’s completion (totalling 91 min). Codes were first assigned to the teachers’ comments by the third author, and these were then grouped by themes that were revised to ensure that all relevant comments had been included. These were then validated by project staff (the first and second authors) who had previously held debriefing sessions with the teachers after each session with their pupils with records kept of the feedback received.






3. Results


3.1. Ratings of Mentors by Project Staff


Table 1 shows the mean scores across the 14 mentors who completed the training course for each of the five teaching domains (with a maximum score of 7 in each) on which they had been assessed by the project staff. At the start, most mentors were weakest in vocabulary and remained so at the end of the training. However, in all the domains, there was a statistically significant increase in their ratings (paired t-tests: p < 0.005) with a very large effect size, although the range of scores within the group on each domain also remained (from 2 to 6) as indicated by the standard deviations. The mean total score at the start was 17.3 (range 9 to 24), and at post-test, the mean score was 23.8 (range 12 to 30). As the maximum possible score was 42, this would indicate that there remained room for improvement in their teaching performance even at the end of the programme, especially in their verbal explanations.



The mentors were rated similarly on three domains of musical performance. Each domain had a maximum score of 30 (a maximum of 90 overall). As Table 1 shows for the three domains, there was a statistically significant increase in the mentors’ scores (paired t-tests: p < 0.001) with a very large effect size. Thus, their total scores rose from a mean of 52.5 to 72.2 (p < 0.001). However, the range of scores was wide, even at post-test (42 to 85). Nonetheless, four music mentors had scores of over 80 out of 90 on their musical performance.




3.2. Mentors’ Self-Ratings


Each month during the training, the mentors rated themselves on a measure of self-esteem and musical self-efficacy. Median, maximum and minimum scores for the group were calculated for each month, and they are summarised in Figure 1.



All of the mentors in each month had scores above the cut-off for low self-esteem (15 and under). However, across the months, the scores ranged from 22 to 40 (maximum), which reflects the variation across the mentors. There was no statistical difference in mean scores in the first three months of the programme but there was a significant rise at month four and a continuing rise up until month 9 when ceiling effects started to have an impact, and the scores were not significantly different in the last four months of training. In these months, 12 of the 14 tutors had scores of 35 or above.



Each month, the tutors also rated themselves on a measure of musical self-efficacy. Figure 2 shows the mean scores for the 14 tutors across the months of the project.



There was a significant increase in the median scores from the third to the ninth month of the training (paired t-tests, p < 0.001), and for the last four months, they remained level and close to the maximum score of 70. Indeed, nine mentors had rated scores of over 65 in the last two months. However, across all the months, the scores varied from a low of 19 to a high of 70, which reflects the individual variation among the tutors on this self-rating measure. Moreover, two mentors accounted for the lower scores across all the months and made comparatively little increase in their ratings over the 12 months. They dropped out of the project.




3.3. Inter-Relationships among the Quantitative Measures


Spearman rank-order correlations were used to examine the relationship between the two measures rated by the mentors, as well as with the ratings of their teaching and musical performance by the project staff. The scores provided at the start and the end of the training were correlated and the results are shown in Table 2.



The mentors’ self-ratings on self-esteem and musical efficacy were significantly correlated but shared less than 50% of the variance, which indicates that they were measuring somewhat different concepts. At the start of the training, there was no significant relationship between the self-esteem ratings of mentors and the two ratings provided by the project staff. However, at the end of the training, these correlations were significant, which could be interpreted as confirmation by the project staff of increased self-esteem felt by mentors.



The mentors’ ratings of their musical self-efficacy were correlated with the two measures provided by the project staff, most notably at the end of the training, which suggests some validation of the mentor’s self-perceptions with those of the project staff regarding their teaching and musical competence.



Finally, the two measures used by the project staff—teaching and musical performance—were correlated significantly at the end of the training but at a level that suggests that there could be variations among mentors, with some better in teaching than in musical performance and vice versa.




3.4. Mentors’ Perceptions


The transcripts of the focus groups held with the mentors were thematically analysed using an approach recommended by Braum and Clarke [31]. Four main themes emerged from their discussions.



First, they spoke of their personal growth and development and increased confidence, self-esteem and feelings of empowerment.




Sparks empowers us and each other to do better. Disability people can do anything if they put their mind to it.






Way before I had low self-esteem, whenever I joined (Sparks) and met the others—it changed my confidence as a whole. Teaching the children gave me confidence.






I can now speak in public, before I could sing in public but not speak.






Sparks has developed our skills as teachers and musicians. It has taught to help our own wellbeing. Learning about yourself is important.






I’m proud of being a teacher and being part of this community.






When new mentors come in, it is important for us to be role models for them. They can be terrified, panicking, we show them they do not need to worry- watch me.





The second theme was related to the sense of community and belonging that they experienced by being part of the Project.




Project Sparks is like an adoptive family, we are very supportive of each other and stay connected we’re like one social bubble.






Education is important in these hard times, I’ve an amazing involvement with this community—we’ve learnt so much about ourselves.






My safe place is Sparks—I can chill and be myself. No one talks down to me






We have great craic, mess around with each other, we’re not always serious. We also have a good laugh with the children. I’m excited going to the schools.





In the third theme, the mentors spoke of how their perceptions of being disabled had been altered and how others’ perceptions should change.




I accept that I have a disability, but I would not change my life for the world. I don’t dwell on the past. It helps me teaching.






We’re open about our disabilities The kids in school see what people with disability can do. A student with no hands as a drummer.






After our project a pupil with a disability stood up and told his class about it. Doing what we had showed him.






Project Sparks is changing history; other teachers do not do inclusion. We’re changing the next generation to be more caring, more equal and to have more empathy.





Their love of music and its value in their lives formed the fourth theme.




Music is the ultimate form of expression for me. Music has been my whole life; told me how to talk.






Music is wellbeing—it makes you feel good about yourself.






My love of music grew three sizes and keeps on growing.





In sum, the mentors’ reflections show the gains they accrued from participating in the project, but also the importance of their involvement with school children and the role that music has played and continues to play in their lives.




3.5. Pupils’ Perceptions of the Mentors


The children were asked to rate a single item in a self-completion questionnaire, namely: “It would be good to have a teacher with disabilities in my school”. A five-point scale was provided, ranging from ‘Big No: No; Maybe: Yes: Big Yes’. Before the project, 43.6% chose Yes or Big Yes (with 45.3% selecting Maybe). After the project, the equivalent percentages were 62.6% Yes (31.7% Maybe).



A subset of pupils (N = 116) whose schools took part later in the Sparks Project were asked some additional questions to further explore their reactions to people with disabilities as teachers. Table 3 summarises their responses to the items asked (note that the wording was changed in the questions asked after the project to the “leaders in the project”). The last three items were scored out of 10.



As Table 3 shows, there were large increases in all the ratings given to the mentors, with ceiling effects present as the scores after participating in the project came close to the maximum of 10.



The relationship that the mentors had forged with the pupils was further evidenced by the number of thank-you cards and small gifts they were given by many pupils at the end of the project. One parent in her feedback to the school, noted: “She loved the leaders and how they taught them songs and instruments and in her words were so amazing, she even got emotional about one of the leaders’ stories growing up as a child.”




3.6. Teachers’ Perceptions of the Mentors


A thematic content analysis of six teachers’ observations of the mentors when working with their pupils identified three main themes.



First, it evidenced the relationship they had forged with the children.




At the beginning, they (pupils) were quite shy and quite afraid to actually approach any of the leaders and whenever leaders would come over to chat, they were still quite shy. By the end, there was none of that at all.



(T2)






They (mentors) were so tuned into the children and so enthusiastic.



(T3)






(They had) a natural engagement with the children regardless of ability, or social background, or the varying sort of educational or social needs children may have, everybody was included.



(T6)





The second theme was the openness and confidence of the mentors in answering the children’s questions.




They (mentors) told them, ’no matter what, if you think your question is silly, or if it’s going to be hurtful to us, just you ask it’. To give them that idea of what it was like to have maybe autism or to have a physical disability.



(T5)






The facilitators (mentors) were so honest about their own situations, or their own difficulties, or their own needs, or requirements, there was an atmosphere of openness. They were able to tweak into the children’s mindset, ‘we’re all different, you’re different, you like different things, people are good at this, people are not so good at this, people get angry at this, people get not so angry’, you know, ‘we’re all different.’



(T6)





A third theme was the esteem the pupils had for their mentors.




What the children got of working with (the mentors) was unbelievable. It changed their whole perception of what they thought that these people could do.



(T4)






One afternoon I did a circle time with a tag line of “someone who I would like to be like”. The children were all naming the leaders, the leaders with special needs.... And they were all able to give good reasons as to why: because she is always bright and happy, because he is an amazing drummer, because she is a great dancer.



(T1)





In sum, the teachers confirmed the confidence and self-esteem that the mentors brought to the project and the relationships they built with the pupils.





4. Discussion


This study was unique in a number of ways. The focus on music with both the mentors and the school pupils confirmed the power of music to enhance the well-being of both parties, although, in this instance, this was evidenced more so for the mentors. Furthermore, the project built on the musical interests and talents of the mentors rather than focusing on remediating their impairments or an overt focus on promoting their emotional wellbeing. The five attributes of flourishing noted in the introduction were emphasised in the training programme, with a central focus on building supportive relationships among the participants as they became mentors of one another as well as for the school pupils. Finally, the mentors applied their talents and skills in leading music sessions to primary school pupils, which ensured they received affirmation from pupils and teachers and not just from project personnel.



The study expands our understanding of the causal mechanisms between music and boosting the self-esteem and well-being of youth with disabilities by building on a youth empowerment model [15] and confirming the context–mechanism–outcome (CMO) model developed by another music project with disadvantaged youth to identify the elements that contributed to successful outcomes [33,34]. Thus, a supportive context was achieved by focusing on the musical talents and interests of the youth with disabilities; connecting them as a group; building trust with the trainers and with one another; and the provision by the trainers of individualised guidance on developing their teaching and musical skills.



The mechanisms mobilised by the project were developing the youths’ feelings of competence musically and as peer mentors, creating a safe and protective environment for them to be creative and to take on new challenges and building a self- and group identity as music mentors.



The resulting outcomes were increased self-esteem and self-confidence, the relationships they had built with other youth and the school pupils, a re-appraisal of their identity as a person with a disability and fulfilling a valued role in the schools. Although no formal measures of mental wellbeing were undertaken, it was evident from their reports and those from the trainers and schoolteachers that the youth were flourishing and showed little signs of the mental health problems noted in the introduction. Moreover, they will hopefully have developed the resilience needed to sustain good mental health, although, to date, there have been few robust studies on this topic with disabled youth [35] and seemingly no longitudinal studies to determine if such positive youth development interventions achieve this longer-term outcome with non-disabled youth.



The approaches used in the project are likely not confined to music-based interventions for youth with disabilities. Indeed, the CMO model could likely be applied to other arts-based interventions such as dance [36] and drama [37] or incorporated into sports and outdoor adventure programmes as has happened with non-disabled youth [15]. Indeed, the approach centres around the interests and talents of the youth with disabilities, which challenges support services to respond accordingly. Equally, as happened in this study, young people may initially enrol in a music project but find it is not suited to them. Providing an alternative intervention for them is not easily found in current service provision.



Future research will overcome some of the other limitations of the current study. The project depended on the particular talents and skills of the project staff, and the methods used need to be replicated by others to establish the potential for this music-mentoring programme to be implemented more widely. Likewise, testing the intervention with a wider range of youth with disabilities would help to refine the inclusion criteria for youth wishing to join the project and avoid drop-outs. The impact of the intervention on youth who have been diagnosed with mental health problems would help ascertain its applicability as a treatment resource.




5. Conclusions


A training programme in music mentoring was developed and evaluated with 14 youth with various disabilities. It included the real-world experience of applying the training in a school-based music project with over 200 pupils aged nine years in four schools. Evaluation data were obtained from project staff, self-ratings by the mentors and through group interviews with them, as well as from school pupils and teachers. The study confirmed the benefit of music and peer mentoring as a means of promoting the self-esteem and self-confidence of youth with disabilities. Further research is needed on the longer-term mental health benefits this intervention can offer to youth with disabilities.
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Figure 1. The median, maximum and minimum self-esteem scores for the group of mentors over the 12 months of training (n = 14). 
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Figure 2. The median, maximum and minimum musical efficacy scores for the group of mentors over the 12 months of training (n = 14). 
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Table 1. The means (and standard deviations) of ratings given by project leaders on the mentors before and after training on teaching and music performance (n = 14).
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Leader Ratings

	
Before Training

	
After Training

	
T Values ^

	
Effect Size Cohen’s D






	
Teaching Performance




	
Listen

	
3.21 (1.12)

	
4.21 (1.19)

	
−4.266

	
0.877




	
Communication

	
2.79 (1.05)

	
4.07 (1.21)

	
−7.870

	
0.611




	
Vocabulary

	
2.14 (0.77)

	
2.79 (0.80)

	
−3.798 ^

	
0.633




	
Tone

	
3.14 (1.41)

	
4.43 (1.22)

	
−5.828

	
0.825




	
Structure

	
3.00 (1.11)

	
4.07 (0.83)

	
−4.020

	
0.997




	
Non-verbal

	
3.00 (1.18)

	
4.14 (1.17)

	
−4.163

	
1.027




	
Total

	
17.29 (5.54)

	
23.71 (5.12)

	
−6.869

	
3.502




	
Music Performance




	
Accuracy/Fluency

	
17.86 (6.14)

	
23.93 (4.95)

	
−5.171

	
4.393




	
Technique

	
18.14 (5.16)

	
23.43 (3.65)

	
−4.196

	
4.714




	
Interpretation

	
16.50 (6.67)

	
24.86 (4.88)

	
−5.056

	
6.184




	
Total

	
52.50 (13.49)

	
72.21(12.29)

	
−6.189

	
11.919








^ T values are p < 0.001 except for voice p < 0.002.
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Table 2. Spearman rank-order correlations between the four measures.
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	Mentor Musical Efficacy
	Leader Teaching Score
	Leader Music Score





	Mentor self-esteem
	Before

After
	0.698 **

0.744 **
	0.000

0.682 **
	0.404

0.738 **



	Mentor musical efficacy
	Before

After
	
	0.590 *

0.737 **
	0.529

0.678 **



	Leader teaching score
	Before

After
	
	
	0.454

0.679 **







* p < 0.05; ** p < 0.01.
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Table 3. The means and (SDs) given to the mentors with disabilities.






Table 3. The means and (SDs) given to the mentors with disabilities.





	Items
	Before
	After





	What kind of teacher would you imagine a disabled person being?

% rated excellent
	22.8%
	52.0%



	How smart or stupid do you imagine disabled people to be?
	7.65 (1.95)
	9.16 (1.59)



	How musically talented or not talented do you think disabled people are?
	7.87 (2.13)
	9.74 (0.66)



	How much would you want a disabled person to teach you?
	6.48 (2.57)
	9.40 (1.33)
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