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SECTION 1:

Introductory Notes

In February 2002, Ofsted undertook an areareview of provision for 16 - 19 year olds
in the London borough of Waltham Forest. In response to this, and as required, the
local Learning and Skills Council and the local authority submitted a post inspection
action plan co-ordinated and implemented under the auspices of the Local Learning
Partnership. Throughout the plan, there were numerous references to mentoring,
including extension of schemes and evaluation. To enable much of this work, an
identification and mapping project was carried out involving statutory agencies in the
borough i.e. colleges, schools with post 16 provision, agencies that serve young

people. The results of this project are reported here.

Continuum agreed to take on this project in February of 2004, with the aim being that
of describing and under standing the nature of mentoring programmesin use in the
borough of Waltham Forest. The project is amapping study, detailing the occurrence
of mentoring in the borough and themes and understandings of mentoring that have
arisen from the analysis of the data. Views on the programmes and possible impacts
of mentoring were elicited from stakeholders in each case. Theinformation in this
report lays some of the groundwork necessary for further inquiry. The present report
Is based on information gathered by the author over approximately a one-month
period through site visits, interviews with stakehol ders, and written documentation.
Initialy, eight sites were identified (3 colleges, 3 schools, and 2 youth agencies) as
serving young people. Of these eight organisations, seven participated in the mapping
study.

Despite the variety of contexts and forms that mentoring can take, this mapping study
focuses only on mentoring that involves young people in schools, colleges, and youth
agencies. A very broad working definition (or perhaps non-definition) of youth
mentoring was employed for this mapping study: mentoring programme or schemes
are those activities focused on young people that are denoted by the provider as

‘mentoring’.



I would like to personally thank all those who participated in this study at the various
sites. Many individuals had ahand in liaising with me and arranging schedules and
interviewees which has made this report possible. Further, | would like to thank all
the staff, mentors, and mentees who gave up their valuable time to meet with me and
discuss the mentoring in which they are involved. | hope that this report does justice
in revealing the commitment to and beliefs held with regard to mentoring and the

invaluable work that you do in supporting Waltham Forest’s young people.

Dr. Julie Andreshak-Behrman
Research Fellow



SECTION 2:

Report Overview

The diversity of mentoring found in the literature and as indicated by the National
Mentoring Network (www.nmn.org.uk)is no less true in the borough of Waltham
Forest. Acrossthe eight sites, more than 11 different programmes which are
considered mentoring were identified. Each programme has its own unique aspects
although there exist similarities among the programmes. Mentoring in the borough
takes place at schools, colleges, and through agencies. It involves peer mentors,
university mentors, community mentors, and staff mentors. It has one-on-one and
group aspects. It involves mentees based on referral and on self-selection. It exists
for the purpose of attending to personal and emotional needs of young people as well
as transitioning them through and to education and employment. Thereisno single
template. Thisleads to an understanding of mentoring as a highly variable practice in
the borough. At the sametime, certain core characteristics of mentoring exist in the
viewpoints of stakeholders. Through the data, the characteristics of mentoring
emerged and are categorised as process, relationship and as askill set. Many of the
characteristics are consistent with other activities (teaching, tutoring, counselling,
socia work, etc), but key elements serve to highlight differences and how, in the
views of interviewees, mentoring is a specific activity. Doesthis activity have value,
however? According to the study’s respondents, the success of mentoring is often
found in “small steps” and individual stories. The benefits for mentees and their
mentors are also highlighted. The researcher suggests that careful attention to
programmatic inputs that, in other cases, have been associated with success, be

considered to maximise outcomes and benefits.

And, finally, what can be done from here? Asamapping study, one desirable
outcome is that of raising issues to be taken further research or practice. Although
certain general characteristics of “good” mentoring programmes are found in the
literature, this study has raised issues of how the voluntary, non-authoritative aspects
might be further investigated against programmes that do not exhibit these aspects.
Further, it may be beneficial to track mentees over time, after their mentoring

relationship has ended as impacts may be long-term.



SECTION 3:
M ethod

This study was undertaken within a post-positivist, or “naturalistic inquiry” paradigm.
Tesch (1990) states that the terms “naturalistic inquiry” and “qualitative research” are
synonymous, “where qualitative research is meant to denote all research not
concerned with variables and their measurement” (p. 43). Unlike the so-called “hard”
sciences, social science research places the researcher in a position to examine his
own species. Relegating those being researched to the role of object denies the
abilities of humans to understand and make sense of their own experiences and
situations (Robson, 1993, p. 60). This approach is one that fits well with the aims of
the study which are to qualify the experience of stakeholders as opposed to attempting
to quantify the results of mentoring in Waltham Forest. The specific tool used is that
of acasestudy. A case must be a “bounded system” as to place parameters on the
datato be collected (Merriam, 1998, p. 27). With respect to the present study, the

bounded systems (cases) are the various mentoring programmes in the borough.

Severa broad questions were posed and served as a starting point for developing a
topical interview protocol (Appendix A). Literature review also helped shape the
topics addressed in the data col lection.

What is meant by mentoring?

How are the programmes structured, managed and supported?
What are the ams?

What is the nature of the interaction between mentor and mentee?
How are the programmes perceived by the key stakeholders?

agrwNE

Data Collection

The data collection undertaken in this mapping study has varied in accordance with
what individual institutions were able to commit in terms of time and availability of
interviewees. With the knowledge and permission of the interviewee, interviews with
adults were often tape recorded. Some adult interviews and al interviews with young
people were recorded by note taking. When attainable, internal documents were
provided to the researcher and formed part of the database. Table 1 denotes the
numbers and types of individuals involved as well as in which cases documents were

reviewed.



Table 1: Data gathered for mapping project

Number of Interviewees Ma.terlal
Reviewed
Institution Staff Mentors Mentees Documents
Alpha 4 10 10 X
Omega 1 (learning 2 2
mentor)

Sigma 3 2 3 X
Kappa 1 1 (cgr(r;trr;?glty)
Epsilon 1 X
Gamma 1 X
Beta X

It should be noted that, in accordance with general ethical practice, no names of
individuals or institutions are used in this report. Institutional pseudonyms are used
consistently throughout the report, and every effort has been made to present the data
and discussion in such away asto retain persona anonymity.

Data Analysis

Qualitative analysisis an ongoing process that begins during data collection. Merriam
(1998) suggest doing “rudimentary analysis” as one collects data. Without it, “data
can be unfocused, repetitious, and overwhelming” (p. 162). The researcher reflected
on interviews immediately after their completion, noting general impressions,
potential codes, and possible themes. The interview tapes were partially transcribed
by the researcher, and all transcripts were coded. Thefirst step in the coding wasto
extract, as much as possible, the views and perceptions of stakeholders from the
descriptive and structural elements of the case. In some cases, written documentation
or website information was also used to develop the case. These structural and
programmatic elements were then dropped into a case format that reflects the

interview structurein Appendix A. The cases form Section 5 of this report.

The coding of the rest of data (primarily views and perceptions) is the process critical
to forming an understanding of the issues and themesthat arise. The researcher used
the coding techniques suggested by Miles and Huberman (1994) and Strauss and
Corbin (1998) in order to devel op the meansto systematically view the data and



recognise patterns and themes therein. From the analysis of the data follows the
presentation and interpretation of the data via these themes and patterns and is
organised in Sections 6 & 7. Prior to developing these sections, however, it is
essentia to review the prior understandings of mentoring and research conducted.
The review found in the following section of this report serves as background for the
inquiry and as foreground to enrich the understanding of the data through connecting

it back into the literature where possible.
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SECTION 4:

Mentoring Literature and Research

Purpose and background of mentoring

Why mentoring and why now? Although concepts of mentoring can be traced back to
Greek mythology, modern mentoring programmes originated in the United States with
the advent of Big Brothers/Big Sisters (BBBS) in the early 1900s. Miller (2002)
refers to the creation of this organisation as a “movement” which was rooted in a need
to find better ways of influencing the lives of young people prone to criminal
behaviour. He states that BBBS “was driven by the desire to prevent social
breakdown through socializing, guiding and building personal relationships” (Miller,
2002, p. 4). Over the past century, mentoring has taken a multitude of formsin the
US; it has developed across schools, universities, and in business and industry.
Despite the fact that the roots of modern mentoring may liein the US, it isan
international phenomenon and comparative views on mentoring can be seen in Miller
(2002) and Kochan and Pascarelli (2004).

The promotion of mentoring as an intervention with young people hasits basisin the
work of American sociologists and the theory and practice has often been adopted
(uncritically, according to Philip, 2003) in the UK, including BBBS. The Labour
government has had mentoring on its socia inclusion agenda since the late 1990s, as
evident through the establishment of the Connexions Service, but many other schemes
have also developed (Philip, 2003). A report from the Social Exclusion Unit, with
relation to the establishment of Connexions, calls for “a much better support service,
founded around personal advisers, to guide young people through their teenage years
and help them get around the problems that might stop them from making the most of
learning” (Social Exclusion Unit, 1999, p. 6). As part of supporting young people,
what is listed as “best practice” in Annex D of the report is rife with references to

mentoring.
Throughout the 1990s to the present, mentoring has become more and more visible as

atool to deal with disaffection and achievement issues. The National Mentoring

Network was established in 1994 in order to “promote the development of
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mentoring”, followed by the Excellence in Cities initiative to place “learning
mentors” in schools in 2000, and there exists a general emphasis on volunteering and

volunteer mentorsin various sectors (Miller, 2002, p. 13)

Criticisms do exist with relation to the central role mentoring has been given in
solving problems of social inclusion. Philip (2001) describes three models of
mentoring. The first, based on Greek myth, proposes an “empty vessel” scenario in
which the mentee is receptor of the knowledge and skills needed to succeed and the
mentor the sage. Thisis perhaps not too dissimilar from popular film portrayal s of
mentoring, such asin Star Wars or The Karate Kid. Philip (2001) describes this sort
of mentoring as “fitting the young person into existing structures rather than capable
of actively reflecting on the situation” (p. 4). Secondly, the author depicts a model of
mentoring that is a gendered process, emphasising in particular the perceived plight of

young men without strong male role models.

Lastly, Philip (2001) implies that the “deficit model” often surrounds conceptions of
mentoring in which the individual is deviant and she, not society, requires “fixing”.
Colley (2003), in reviewing how mentoring istied to national policy, concludes that
“policies and guidance . . . target aspects of the person and give them meaning in
relation to external objectives determined by the interests of dominant others, not in
relation to each other” (p. 87). Mentoring, as with other types of intervention, is
often criticised as not addressing the roots of the problems faced by young people and
adults, leaving the door open for the “reproduction” of exclusionary societal patterns
(see Bourdieu, 1977). Colley (2003) refers to Broudieu’s concept of habitus and
regards a form of mentoring that “seeks to transform the disposition of young people

299

to become ‘employable’” in order to “produce/reproduce habitus in a particular way
that is determined by the needs of the dominant groups, rather than by the individual
needs or desires of participants in mentoring” as objectionable. This brand of
criticism is popular in socia policy arenas (see, for example, Edwards, Armstrong, &

Miller, 2001; Keddie, 1980; Levitas, 1998).

Mentoring: definitionsand parameters
Mentoring may have different drivers, and it certainly is subject to many different

definitions. Both prescriptive and descriptive definitions have been attempted, and
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the term appears to be used differently in different contexts. Mentoring is found to be
use in employment, youth work, in school, colleges, and universities. It isalso used
to refer to amore natural relationship that can devel op outside of the walls of an
institution. It can involve people of all ages and backgrounds. After a comprehensive
review of the mentoring literature, Hall (2003) states that the concept of mentoring
“remains a very fuzzy and ill-defined”. Philip (2003) reviews on the long history of
mentoring in the US and the newer and different takes on the conceptsin the UK and
concludes: “it remains the case that mentoring . . . remains poorly theorised, with
little consensus about the precise definition and nature of the concept” (p. 102). One
of many possible examples, the Home Office states its definition of mentoring as
such:

A one-to-one, non-judgemental relationship in which an individual mentor
voluntarily gives time to support and encourage another. Thisrelationship is
typically developed at a time of transition in the mentee’s life, and lasts for a
significant and sustained period of time (Carrad, 2002, as cited in Miller,
2002, p. 26).
Another mentoring definition is made inductively following areview of many
mentoring case studies:

Successful mentoring involves having two or more individuals willingly form
amutually respectful, trusting relationship focused on goals that meet the
needs and foster the potentia of the mentee, while considering the needs of the
mentor, and the context in which they both must function (Kochan, 2002, p.
284)
While these definitions are quite different, one more or less extends the other. Each
focuses on different elements of mentoring. In the former definition, these elements
are voluntarism, the one-to-one nature, and timeframe. The latter definition focuses
on the mutual nature of mentoring, context, and goals. Nonetheless, these two
definitions do not seem wholly incompatible with one another; they simply use

different points of view to frame the same concept.

Despite the fact that one may be comfortable with different definitions of the same
concept, as with any word or phrase, one must also be convinced of the utility of it as
aunique marker that differs from other similar words or phrases. |s mentoring unique
from, for instance, teaching, advising, tutoring, counselling, social work, or youth

work? Thereis not room here to delve deeply into the definitional properties of each
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of these functions or others that might overlap with mentoring. Nonetheless, tutoring

and counselling will be briefly considered.

Forms of mentoring which include students hel ping students in particular relation to
academic work, appear popular throughout the UK. This activity can appear
indistinguishable from what is known as “peer tutoring”. Topping and Ehly (1998), in
writing about peer-assisted learning, work to define their topic “by exclusion”. The
authors are quite clear that mentoring and tutoring are not the same animal. They
write:

Mentoring is an encouraging and supportive one-on-one relationship with a
more experienced worker (who is not aline manager) in ajoint area of
interest. It is characterised by positive role modelling, promoting raised
aspirations, positive reinforcement, open-ended counselling, and joint problem
solving. It isoften cross-age, dways fixed-role. . . and often targeted at
disadvantaged groups. It should not be confused with peer tutoring (emphasis
added) (Topping & Ehly, 1998, p. 9).

The decisiveness by which these authors exclude the notion of mentoring from the
tutoring arenamay go along way in serving their purposes. It isarguable, however,
that they are making aworthy distinction. Would not most of the elements also apply
to tutoring? In any case, given the reality of practice in mentoring in the UK, it is not
so simple to divorce the two concepts. The author of the present report takes the view
that what is referred to as mentoring excludes those activities based on only an
exchange of academic skills or knowledge, but can include those activities that are
academic-based but have other foci, aswell. What seems essential in the mentor-
mentee relationship, then, is that it goes beyond the academic needs of the mentee and

bleeds into other areas of hisor her life.

The question remains, then, as to whether counselling is mentoring. The most
obvious difference between counselling and mentoring is the professionalisation of
counselling. According to Garvey and Alred (2003), “counsellingisa
professionalised activity governed by ethical codes and frameworks and is heavily
theorised, mentoring remains alooser activity, adevelopmental process seemingly
applicable in any situation where learning is taking place” (p. 5). Among the
differences between the two practices, counselling can be seen as amore directive and

intervening process where the counsellor draws on professional skills. In mentoring,
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the idealised type is more akin to “coaching” and being a “sounding board” while
drawing influence from personal experience (Stokes, 2003). Y et, there is quite clearly
overlap in what a counsellor and mentor “do”. Stokes (2003) argues that the
counselling profession tries to distance itself from mentoring, and, although the
mentoring literature borrows heavily from counselling, “there is little evidence of a
critical discussion about what sort of counselling orientation and skills are being

proposed within the mentoring relationship” (p. 36).

This lack of consensus on mentoring and its variability call for perhaps broad and
contextually-based definitions. Philip and Hendry (1996) search for typologies of
mentoring within a broad base:

The notion of asingle form of mentoring is contested: in the changing social,
political and economic climate, there may be a variety of forms and thesein
turn may support adiversity of social strategies on the part of young people.
In this study the working definition of “mentoring” has been broadened from
the traditional definition to include the processes by which young people feel
they have been supported and challenged by individuals or groups in making
the transitions to adulthood (Philip & Hendry, 1996, p. 190).

The base broadens further in attempts to elicit key elements of mentoring. Philip
(2001) indicates that mentoring, based on qualitative research, can be said to be:

e A set of processes
e A variety of settings and contexts
e A negotiated agenda and subject to change over time

e Mutual learning and reflection on awide range of issues (p. 5)

At the very least, then, it can be said that mentoring is a much used term and has
different parameters, both broad and narrow. At some levels, thereis more l€eft to
know about mentoring that what is known. Thisis particularly true in terms of the
following section which discusses the impacts mentoring is thought to make on young

people.
Impact of Mentoring

Probably too little research has been undertaken with respect to mentoring and its

outcomes. Some robust research available has been undertaken in the United States.
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However, it isimportant to remember not only the different history and social
contexts specific to each nation, but, in many cases, the types of mentoring
approaches are so different in the UK that it isarguable if this research can serveto
underpin mentoring in this country at all. Further, if questions still remain about what
sort of programmes fit into the mentoring paradigm, it may be difficult to know what
should or can be measured or compared. For instance, programmes that may be more
comfortably placed in the arena of peer tutoring or peer education should be measured
against other like programmes and consider cognitive and affective gains, such as
related by Goodlad and Hirst (1990) and Topping and Ehly (1998).

Most of the research and evaluation available on UK programmes is anecdotal and
does not delve in to the mentoring process (Colley, 2001, p. 3). Impressions of
stakeholders with regard to the programme’s success are a part of the picture.
However, without control group studies, it is not possible to know what impacts
mentoring has versus no intervention or another type of intervention. According to
Philip (2001): “as yet, few systematic evaluations of youth mentoring have taken
place to enable comparisons to be made between projects and with other forms of

youth intervention” (p. 1).

In the US, Big Brothers Big Sisters (BBBS) has been involved with several large
evaluative studies of mentoring’s impact. BBBS mentoring targets “at-risk” youth,
often from one-parent families. One study (Tierney, Grossman, & Resch, 1995)
reviewed the experiences of nearly 1000 youth, half of whom were on the waiting list
for BBBS (i.e. not matched with a mentor) and the other half who were BBBS
participants. Interviews were held at the beginning of the study and 18 months | ater.
According to the study, BBBS participants are:

e 46% lesslikely to begin using illegal drugs

o 27% lesslikely to being using alcohol

o 52% lesslikely to skip school

o 37%lesslikely to skip class

e More confident in their schoolwork performance

e Ableto get along better with their families

16



Reviewed by Hall (2003), another large piece of work isthat of Dubois, Holloway,
Vaentine, and Cooper (2002). Dubois et a (2002) analyse the impacts of 55
programme evaluations, independently and quantitatively. The research focused on
“high-risk” behaviours, outcomes in terms of education and employment, and social
and emotional adjustment.

Their overall conclusion was that mentoring programmes do indeed have a
significant and measurabl e effect on the young people who take part in them,
but that the size of this effect is quite modest for the average youth. Therefore,
while mentoring can make a difference, we should not expect it to be a very
large difference (italics added) (Hall, 2003, p. 10).

Mentoring can also be thought to be successful based on how the schemeis
structured. In the case of the BBBS study, although it did not directly study the
impact of specific characteristics of the type of relationship of programme provided,
the report suggests that future research may show that the success of mentoring is also
centred on key characteristics. BBBS programme structure is such that mentors have
a “high level of contact” and an “approach that defines the mentor as friend” (Tierney
et a., 1995, p. 31). Further, the programme is designed for one-on-one contact, and
BBBS considers screening, training, matching, and supervision to be “irreducibles”
which are “prerequisites for an effective mentoring program” (Tierney et a., 1995, p.
31). Similarly, Sipe (1999) analyses the results of numerous research studies
undertaken in mentoring. The author concludes that: “research does NOT indicate
that ANY mentoring relationship or program produces benefits. Required are frequent
meetings over time; close, supportive relationships; and program structures that

promote these conditions” (Sipe, 1999, p. 12).

In conclusion, the current literature on mentoring serves to provide some insights into
what mentoring is and how isit thought to be useful and successful. The following
sections of this report turn to focus on the data collected in Waltham Forest and the
analysis thereof, and the literature employed as atool to frame the discussion of the
data.

17



SECTION 5:
Mentoring Case Studies

Introduction

Mentoring can be described using many points of reference. Who are the mentors?
Who are the mentees? How do they interact? How is the programme structured?
The researcher attempted to find answers to these and other questionsin order to
construct an understanding of the architecture of each programme. Asmentioned in
Section 3, the data collected that centred these descriptive and structural elements
were slotted into a case format and are laid out in this section. Further, Table 2 serves
to condense some of the descriptive information in order to provide quick reference to

the cases under consideration.
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Table 2: Case Study Descriptions

I nstitution Programme Mentee Mentor Primary Focus' Programme char acteristics
characteristics characteristics
1. AlphaCollege a. Peer mentoring self-selected; peers at the college but in | subject-focused one-to-one/group
students of al levels | amore advanced Year college-based
participate than the mentees
b. Phone mentoring self-selected university students developmental one-to-one
(former students of the college-based
college)
2. SigmaCollege a. University mentors referred by staff university students subject-focused one-to-one
college-based
b. Mentoring in the schools | referred by school Sigma college students developmental one-to-one
staff school-based
3. Omega School a. Peer mentoring referred by primary peers at the school butina | developmental one-to-one
school more advanced Y ear than school-based
the mentees
b. Learning mentor referred by staff; can | staff developmental one-to-one/group
self-select school-based
4. Kappa Agency a. Intensive mentoring referred by outside staff; community developmental based at agency site, in community and
agencies and schools | volunteers schools
b. Community mentoring referred by outside adult volunteers/staff developmental based at agency site and in community
agencies and schools
5. Epsilon School Year 11 mentoring universa teaching staff subject-focused one-to-one
school-based
6. Gamma Agency Persona advising referred by other staff developmental one-to-one
agencies; self- agency-based
referred
7. BetaCollege Peer assisted learning first year GNVQ second year GNVQ subject-focused one-to-one/group
students students college-based

! Note that what is listed is what the primary focus of the programme appears to be. However, both subject-centred (i.e. a more direct focus on academic tasks or

progression) and developmental (i.e. amore direct focus on the personal or emational needs of the student) components function together in most situations, but to varying

degrees.




Case#la
Institution: Alpha College?

Programme: “Learning Pals®

Programme Description

The Learning Pals programmeisin itsthird year at Alpha College. 1n 2003-04, the
programme involves 155 young people. The programme matches studentsin the
upper sixth (mentors) and students in the lower sixth (mentees) by subject area. The
programme currently runsin six subject areas. The students meet during one lunch

hour per week during the course of the school year.

Background

A half-time coordinator was brought on staff in order to implement projects and
programmes aimed at improving achievement at the college. 1n 2002, a pilot
programme ran which involved a small group of students. Following the success of
the pilot, 45 mentors were trained to serve 57 mentees in January of 2003. Excellence

Challenge helps support the project.

Aims of Programme
As quoted from the programme literature, the aims are:
e To helpimprove the retention and progression of all students participating in
the programme.
e To help develop student’s communication and interpersonal skills.
e To enhance the development of a college community and a culture of mutual
responsibility.

Administrative Structure
The programme coordinator has 50% of his time devoted to attend to the mentoring
programmes run at the college.

2 Alpha college al'so participatesin the A PAUSE programme for sexual health education as well asa
university mentors’ scheme. The former involves 45 college students working with Y ear 9 students
and the latter three local university mentors working with 15 college students. These programmes are
not discussed as cases.

% Likeinstitutional names, this programme name is also a pseudonym.
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At least one member of the teaching team from each subject areainvolved in the
mentoring volunteers his or her time to supervise the “workshops” (mentoring
sessions) and participate in other events associated with the programme. The role of
staff in the sessions is to “listen” and to assist only if asked. It was noted that this
passive role can be a challenge at first for teachers; in a classroom situation, teachers

would normally circulate and monitor pair work.

Selection of Participants

Both mentor and mentees join the programme voluntarily. Tutors and teachers may
suggest to students that they may benefit from being involved in the programme, but
thisis never mandatory. Recruiting for the programme has included having former
participants speak about their experiences in classrooms.

Staff involved in the programme noted that there is no stigma attached to the
programme. Within the subject groupings, there is adiversity of student abilities and

levels.

Training of Mentors

The mentors are required to complete a four-hour training course and are awarded a
college certificate upon completion. The training is focused on “reflection and
persona development whilst emphasising the importance of understanding the
particular nature of the scheme, its purpose and boundaries”. Group work and role
plays serve as mainstays for the training. The training emphasises “extrinsic and
intrinsic rewards” in order that the mentors appreciate what they are gaining from the
process and that that does not involve only material rewards. Mentors receive a
handbook, aswell. Student mentors had the opportunity to evaluate the training, and
the results were very positive overall. The coordinator uses student comments from
the evaluation in considering future training.

Matching Process

Students are matched by subject area. No effort is made to “socially engineer” the
rel ationships between the students. Students work with whom they feel comfortable
and productive, and this often means mentoring cross-gender. The coordinator

commented that, to date, all matches have been successful .
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Nature of Interaction

The mentoring can be described as one-on-one mentoring, although mentors do seek
the input of other mentorsif they need support on a particular subject-related task or
concept. Also, thereis some fluidity in the group in that on occasions where some
students may not be able to come to the “workshop”, mentors will help whatever
mentees are there. Further, staff noted that students often also meet outside of the

workshop sessions.

While the focus of the mentoring is on academic issues, there is also room for non-
academic issues to be discussed among the students. The coordinator described the
programme as having an “open agenda” and existing to meet the needs of the
students, not the other way around. Staff have observed that many lasting friendships
have resulted from the mentoring relationships.
According to staff and students, the conversation topics in the mentoring sessions are
varied and focus on:

e (Goal setting

e Exams

e Collegein genera

e Advice on how to study and organise

e Agpirations

e Subject-specific conversations

Additionally, there is a group activity planned each year for the mentors and mentees
asareward for thelr participation in the programme. This year, students went to a go-
carting track. Previoudly, students were taken paint-balling. Mentors aso receive

recognition in an awards ceremony attended by the mentees to “cheer them on”.

Evaluation, Monitoring and Exit

Mentoring sessions are supervised by staff, and the staff are required tofill ina
monitoring form. Alpha College has received “approved provider status” from the
National Mentoring Network for Learning Pals. The process by which this status was
granted has required the production of a multitude of informational and evaluative

22



documentation of the programme. This process has taken a great deal of time and
attention. However, it appears that this was not merely a paper exercise, but a
valuable part of establishing a sound and credible programme. The coordinator
believes the success of the programme is due to the fact it was piloted and the growth
has been steady but not rushed or forced.

Mentees exit the programme by reflecting with their mentor on what they have
learned, the help that they have received, and what they will take forward from the

mentoring process. Thisinformation isrecorded on aform that studentsfill in.

Notable Aspects

The coordinator indicated that there were no real constraints on the Learning Pal
programme; the leadership of the college is fully behind the initiatives and they are
well supported. Mentoring does not seem to be a “sideline” activity, but an important

part of the overall social and academic programming.

A very interesting aspect of the programme was piloted in the Media Studies
department. Both GNVQ and A2 students must be able to use a particular software
programme for their courses. It isthe GNVQ students, however, who are trained
more intensely to use this software. Hence, the GNV Q students became the mentors,
and the higher-level students, the mentees. Staff acknowledged that there could have
been issues with the GNV Q students feeling they had nothing to teach the A2
students, and, conversely, that the A2 students might think that had nothing to learn
from GNVQ students. However, thiswas not the case. The staff involved
commented that the programme was successful based on the fact that the students
appeared to work well together and met the target of facilitating the learning of the A-
level students. The staff are considering integrating this mentoring scheme directly
into the curriculum.

Staff viewed the scheme as one that:

e Demonstrates skilling as “up and down” (i.e. not only a linear, level-
determined process) and learning as a “two-way street”
e Raises moraefor GNVQ students

e “Challenges perceptions” of the value vocational vs. academic routes

e “Builds trust” among students and staff and students
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Case#1b
Institution: Alpha College

Programme:  Phone mentors

Programme Description

The phone mentoring programme is a new programme, currently undergoing a pilot
phase. Each mentor has a four or five “clients” whom they phone at a set time each
week. The mentors use a mobile phone provided by the college, and they phone the
mentees on their mobiles. The phone contact takes place in one of the college

classrooms and is supervised by the mentoring coordinator or other staff member.

Background

The ideafor the programme came from the principal of the college and took shapein
the hands of the mentoring coordinator. The coordinator commented that mobile
phones are often seen as a negative and a nuisance, but here they are putting them to
positive use. The mentoring coordinator indicated that the phone mentoring was a
compliment to the Learning Pals programme, which focuses more directly on
academic tasks. The phone mentoring is not subject specific, although mentors still
will discuss academic mattersin general. Excellence Challenge helps support the
project. In addition, a mobile phone service provider has recently shown interest in

sponsoring the programme.

Aims of Programme
According to programme materials, the aims of the programme are:

e To help students who are underperforming to gain support and insight in order
to improve their attendance, punctuality and maximise their achievement.

e To help engender alearning environment where support and learning is
provided and encouraged by arange of individuals including teachers, students
and ex-students.

e To encourage students to take responsibility for their own learning.

e To build acohort of ex-students who can act as a resource, while enhancing

their own skills and employability.
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Administrative Structure

Mentors briefly log information from the calls, noting topics discussed or progress
made. They aso record the cost of the calls for a given evening (by phoning the top-
up service), in order for the coordinator to keep track of the costs of the programme,

which he describes as “containable”.

Selection of Participants

Mentees are self-selecting or can be referred by student services. Participation is
voluntary. Students become aware of the programme through announcements and are
asked to fill in asimple form to becomeinvolved. Mentors are former Alpha
students who have now gone on to university locally. They receive amodest stipend
for their work.

Training of Mentors

The training of the phone mentors was done in conjunction with an outside consultant
specialising in business mentoring and electronic forms of mentoring. The
coordinator stated that, given the different skills needed for this type of mentoring, it

was prudent to bring in a consultant with specific experience in this area.

Matching Process
As mentees sign up for the programme, they are asked to supply only basic
information. Thus, the matches are at random, and this method is successful

according to staff.

Nature of Interaction

Among the topics that are discussed in mentoring phone sessions are: ‘“‘study skills,
persona development, issues at home, and preparing for university life.”” The mentors
spend approximately a quarter of an hour on the phone to each client. The agendais
an open one; mentors open the conversation by asking general questions in terms of
the mentee’s well-being and how they are getting on in their classes but take up issues

as presented by the mentee.
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Evaluation, Monitoring and Exit

The sessions are supervised by a staff member, and the mentors meet with the staff
member briefly before and after each session in order to elicit general feedback and
flag up any mentee issues around which mentors might need support. An exit strategy
similar to that mentioned in the Learning Pals case will likely be used as students

complete the programme.
The consultant is charged with arranging an end-of-scheme evaluation. Further, the

coordinator is considering apply for a global “approved provider status” from the

National Mentoring Network for the college.
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Case#2a

Ingtitution: Sigma College®

Programmes; University Mentors

Description of Programme

Sigma College utilises a university mentor scheme supported by ESF funding.

Twenty university mentors are currently involved in mentoring Level 3 AS students at
the collegein avariety of subject areas. A second programme involves Level 2
students in vocational areas who are also mentored by university students. This

involves 10 mentors, some who are former students of the college.

Background

The Level 3 schemeis currently in its second year and targets the achievement,
retention, and progression of low-achieving students. The rationale of targeting Level
3 AS studentsis founded on the high levels of drop out between 16 and 17, or after
thefirst year of A-level study.

Aims of Programme

To improve the retention and achievement of AS students in specific subject areas.

Administrative Structure

The administration of the programme(s) involve senior managers who have largely
taken on these roles as added responsibility. Management must liaise with the
university coordinators and mentors. At the level of subject teacher, they also have

had to put in quite abit of work in order to coordinate with the mentors.

Selection of Participants
Mentors are rigorously interviewed and vetted by their home university. Mentees are
referred by internal staff.

* Additionally, Sigmaisinvolved in the A PAUSE sexual health programme in which 40 college
students annually participate. The programme is designed to train college students to speak at schools
on the issues of sexual health. Sigma has participated in the programme for the last several years.
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Training of Mentors
Mentors are required to attend an induction which covers “what we are about” and

“what we expect from them”.

Matching Process
Matching is done based on subject area studied. However, there is an “awareness of
appropriateness” in terms of certain cultural issues that might have a bearing on

pairings.

Nature of Interaction

University students come to the college to meet with students on primarily academic
matters. Any students can be involved, but the teachers do alot of work to diagnose
who needs support and what they need. “If you haven’t done that . . . then the
effectiveness of the mentor is diminished”. It is seen as mandatory in as much as it
becomes part of their learning programme, but interestingly, mentees interviewed
regarded the mentoring as voluntary. Some of it is one-to-one and some small group.
There is “quite a bit of flexibility” allowable. The mentors work with mentees about
three hours per week in the academic areas, and, with Level 2 vocational students,
about 5-6 hours per week. University mentors meet with teachers weekly in order to
get an overview of what it being studied in the classroom and how they might assist

particular students. Mentors meet with the same student (or students) each week.

Evaluation and Monitoring

“We used the mentors first of all because the money was there to use them, like many
initiatives . . . but we certainly discovered that this is a benefit to us,” said one senior
manager. The progressis clear at the individua level, where teachers are aware that
students would have failed if not for the intervention. The 8% improvement in scores
over last year was highlighted as indicative of success that may well be associated

with mentoring.
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Case#2b

Institution: Sigma College

Programmes: Mentoring in the schools

Description of Programme
Sigma also provides mentors to the schools, aimed at assisting Year 10 and 11 (and

younger) students. The scheme currently involves 5 college mentors.

Background
This programme reflects a need to pull students in from feeder schools aswell as
progressing them onwards from college. “When we send our students to schools, it

creates pathways” in the 14-19 sector and “promotes continuity and staying on”.

Aims of Programme
The programme is specifically geared towards assisting students with the issues of

transition and anxiety over GCSEs.

Selection & Training
Students are selected or nominated and are required to go through an induction

process. A coordinator at the school goes through what is expected of them.

Nature of Interaction
Mentors advise students “how to get on with the system”, assist them in exam skills,

and help them cope with the transition from school to college.

Evaluation and Monitoring

Thisis currently apilot project.
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Case#3a

Ingtitution: Omega School®

Programme: Learning M entor

Programme Description
The Learning Mentor programme is one in which an appointed staff member takes on
the role of mentoring students in the school, usually meeting once afortnight after

3

initial contact. According to the Learning Mentor: “we’re not counsellors, but more
of'it is that role”. “Most of the ‘chat’ iswhat is bothering them; what are the barriers
to learning? Emotional support is 75% of it”. Academic issues are also on the agenda,

and targets are set for the mentee. The Learning Mentors deal with alarge client list.

Background
The impetus for the programme was the Excellence in Cities initiative to appoint
Learning Mentors (since 1999 or 2000).

Aims of Programme
The aims are dependent on the student. The overall goals are set in terms of academic
work, but the “method” is that of “breaking down barriers to learning through

discussing student problems”.

Administrative Structure
Two individuals currently have part of their time devoted to the role of Learning
Mentor, totalling four working days. One administrative staff member isaso

assigned to the project but is currently on long term leave.

Selection of Participants

e See any students referred by heads of year; some are self-referrals

® The staff member interviewed also mentioned that the strategies to aid special needs students and the
use of classroom assistants might be classed as mentoring. She also commented: “I would like tutors
to be called mentors”. These situations are not used as case studies in this report.
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e Referred on basis of a changed pattern of behaviour, disruptive behaviour, or
there may an incident in a student’s life (e.g. death in the family) which

requires them to have individual support

Training of Mentors

Learning Mentors are paid staff who can come from avariety of backgrounds.

Nature of Interaction

After referral, students are seen once a week “to establish trust”. The interaction
between mentor and mentee is driven by student need. The Learning Mentor
emphasi sed the importance of recognising underlying issues (perhaps related to
family, self-esteem, etc) that may well be factors in the academic performance or
behaviour of the student.

The Learning Mentors also do group work with the mentees. A “stress group” has
been set up, and there are other possible target areas being explored such as anger

management.

Evaluation and Monitoring

Learning Mentors feedback to senior staff. At first, quite specific information was
asked for, but the mentors try to stress the organic nature of the process. Bookkeeping
of the workload and the progress of students using the service is required to the
borough and to the school. The Learning Mentor commented that “there is
satisfaction on both sides” of the equation. From the point of view of students, the
mentor believes the students value being on the programme although they may not

articulate the fact that academic progressis a part of it.
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Case#3b

Institution: Omega School

Programme: Peer mentoring

Programme Description

Peer mentoring has been established by Learning Mentor staff in order to widen
accessibility to mentoring. It has been in place for over two years. Some mentees
will stay on the programme for a short time and otherslonger. The school has thirty-

five peer mentors.

Background
Excellence in Cities/ National Mentoring Network (NMN) is the basis for peer

mentoring.

Aims of Programme
The main focus of the mentoring is on transition from primary to secondary,

stemming initially from NMN funding.

Administrative Structure
The Learning Mentors have the responsibility of administering and overseeing the

peer mentoring scheme.

Selection of Participants

The mentors are volunteers who formally apply and are interviewed to work with year
7 (and above) students. The mentees are identified by feeder primary schools; these
are students that are anticipated to have some difficulty in making the transition to

secondary school for one reason or another.
Training of Mentors

Two cohorts of pre-year 11 students have been trained on a course now adopted by
the NMN. Thetraining course is accredited through the Open College Network.
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Matching Process

Most of the matching is done at random unless there is a specific language issue and
then a mentee can be matched with a mentor who is bilingual. There have been
incidences of switching mentors if it becomes clear that a different mentor would be

more appropriate, but normally the matching is successful.

Nature of Interaction
Thereis adesignated space for the mentors and mentees to work, but they are not
always supervised due to staffing issues. It is a “special” space nicely decorated and

arranged for pair and group working.

Evaluation and Monitoring

According to the Learning Mentor, the programme has been successful, although no
formal evaluation has been carried out. Other staff are also positive about the success
of the peer mentoring, including the Head of Year 7. The mentors often think, “they
don’t really need us”; however, the Learning Mentor noted that the mentors are

helping in small ways.
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Case#4a

Institution: Kappa Agency

Programmes:; Intensive Mentoring

Description of Programme
Kappa has been involved with intensive mentoring, and has employed one individual
to serve as mentor to youth who have offended or are at risk of offending. The

programme funding has now ceased.

Background
The programme has been funded in the past by the Neighbourhood Renewal Funding
(NRF). Currently, more funding is being applied for in order to re-start the intensive

mentoring and bring it together with community mentoring under one umbrella.

Aims of Programme
The aims of the programme can be described as looking “at the goals of the young
person and work toward them . . . socia inclusion, education, health issues.. . . . but,

specifically led by the young person”.

Administrative Structure

A singleindividual served as intensive mentor for the life of the programme.

Selection of Participants
The young people were referred by the Y outh Offending Team (Y OT)

Matching Process
As there was only one mentor, unless there was a reason for the young person (e.g. a

history of violence against women), she mentored all the young people referred.

Nature of Interaction
The mentor worked with young people in atimeframe as their needs dictated. This
could be anywhere from one hour a week to five days a week, hence the term

“intensive”. She saw between six to eight young people per week. The topics



addressed in the intensive mentoring sessions and goals set are geared towards the
individual needs of the young person and led by them. It involved helping get young
people “back on track” which could be in the form school or college, employment, or
assisting them in getting needed medical care or housing. This could include referring
young people — with their permission — to other agencies that might help them with
specific issues. On occasion, the mentor tried to “open up their world” by taking
mentees to engage in an activity they would otherwise not have experienced (e.g.
opera, horseback riding, visit to Covent Garden, etc).

Evaluation, Monitoring, and Exit

Y oung people were involved in the mentoring for anywhere from six weeksto one
year. However, three months of the intervention was average. Often these young
people would then go on to work with acommunity mentor, thus an exit strategy was
not necessary. At the sametime, the intensive mentor was able to till be accessible
to menteesif needed. Confidentiality was seen as a key ingredient to the relationship;
thus, only general comments about the young person’s progress were feedback to

Y OT or recorded. The programme was seen as successful when goals were met,
whether it was getting the young person to manage his or her time responsibly, began

acourse, hold ajob, etc, or smply built up their self-esteem.

35



Case #4b

Institution: Kappa Agency

Programmes: Community Mentoring

Description of Programme

Community mentoring is a Kappa programme in which staff mentors (16) and
community mentors work with local young people on a one-to-one basis. Currently,
around 40 young people are involved, although they have the desire to double that

figure.

Background
For the agency, mentoring is a strand under the umbrella of “raising achievement” and
has been ongoing for five or six years. At that time, there was an initiative to change

mentoring from being primarily school-based to be more universal.

Aims of Programme

The general aim of the programme is that of providing “support and guidance of
young people in need”. Community mentoring is not tied to one agency (as was
intensive mentoring) and instead “has been pulled together in order to work where

young people need it”.

Selection of Participants
Mentors are recruited from the community and mentees are referred from local

schools and from awide range of agencies.

Training of Mentors

Mentors take part in a 20 week course for several hours per week. The courseis
accredited by the Open College Network. At one point, Kappatrained 70 community
mentors. They want the mentors to be diverse and represent the backgrounds of the
young people for whom the service is provided. Asthey relaunch the programme,
they aim to recruit and train another large group.

The topics of the training include:
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e Confidentiality

e Equal opps

e Child protection

e testing the mentor’s “patience level”

e role-play based on situations they may encounter
e boundaries

e racism/sexism/stereotyping

e (Qoal-setting

e hedth and safety

Matching Process

The matching for community mentors is done via ascertaining the hobbies, interests,
and educational backgrounds of the mentors and trying to match them with a mentee
with whom they might have something in common or who might benefit from the
mentor’s life experience in a particular way. The agency does not believeit
appropriate to have male mentors for female mentees, and they “make no apologies
for that” due to the potential issues that could arise. Mentee requests are also taken

into consideration.

Nature of Interaction

The mentors meet with young people at their school or at the agency site. They are
encouraged to resist “taking them for a burger” except on rare occasions as the
mentoring sessions are meant to be reflective and relatively free of distraction.
Community mentoring takes place one hour aweek. Topics can include time
management, school or college work, goal setting, and making targets and afocus on

targets and goal setting; “how will you get the young person to move from A to B?”

Evaluation and Monitoring

Some young people are so disengaged they are not that successful in even electing to
attend mentoring sessions, so it can be difficult to measure success. At the sametime,
mentors recognise the small steps that young peopl e take along the mentoring route
which isindicative of individual success. Y oung people are asked to give their

opinions about the mentoring process, although there is no formal tracking process
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once the relationship is concluded. However, mentors do keep in touch with mentees

as and when possible.
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Case#5

Ingtitution: Epsilon School®

Programme: Year 11 Mentoring

Programme Description

Epsilon’s mentoring programme covers all Year 11 students. Students’ scores from
Year 10 and key stage 3 as well as teacher’s reports are used to predict what students
will achievein GCSEs. The students are divided into three groups based on this
predicted performance. One group are those students predicted to get 5 A-C’s, those
who are in the “battleground” (some A-C’s predicted), and, thirdly, those who are not
expected to achieve any A-C grades. Although all students attend “interviews” with

their mentors, those having more difficulties will meet with mentors more often.

Background

This programme has been in place since 1997, and it has been refined over the years.
For instance, the Head used to have al staff in the school mentor afew students; it
was not successful because there was alack of ownership on the part of those who did
not have as much of an interest in those particular students. Hence, now Year 11 and
management staff are responsible for the mentoring.

Aims of Programme

The aims of the programme are focused on improving students’ chances of success at
GSCE and hence assuring progression to A-level courses, employment, or vocational
education and training. This individualised attention prevent students from “slipping

through the net” and leaving school without qualifications.

Administrative Structure
Staff responsible are Y ear 11 tutors and management staff, who are paired for the

purposes of identifying students most in need of tutoring and arranging interviews.

®Inthe 6™ Form: teachers do fill in tracking sheets once a month for sixth form students; however, the
school does not really see this as a mentoring system. It does, however, flag up students who may be

showing signs of sippage. The school also has a Learning Mentor.
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Nature of Interaction

The main focus is on academics, where the students are and where they want to go.
Although students are able to be “open and honest” with their tutors, “major
problems” would be dealt with though a referral to the head of year (i.e. death in the
family). Records are kept in terms of number of times seen and how the student is
progressing. The individual needs of the student are determined by the aspirations a
student may have for their future, be it A-levels, other study, or employment. The
mentors work with the students’ teachers in order to determine the specific areas in a
subject where the student needs to improve with aview to achieving higher marks on
their GCSEs.

Evaluation and Monitoring

A survey was carried out with regard to how students thought mentoring could help
them, and thisinformation is used in the materias provided to staff. The Head gets
feedback from the studentsinformally. He stated: “students know it is of value; they
find the system valuable”. Students will flag up if they have not met with their
mentor, revealing that it is something of which students want to be apart. Further, the
Head related the fact that the school has improved dramatically in the past ten years
with relation to GCSE results:

1993 17% of students getting 5 A-Cs

2003 62% of students getting 5 A-Cs

“I am sure mentoring has something to do with that,” he reflected.
The head also stated that it would ideal to have even more comprehensive mentoring
beginning at Y ear 7 who would individually track the progress of students as they

progress through the school. The challenge in providing such asystemisin finding
the resources to coordinate and support it.
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Case #6

Institution: Gamma Agency

Programme:  Personal Advisors (PAS)

Programme Description

Gamma Agency mentoring takes place at the agency as well as in “schools, colleges,
one-stop shops community centres and on an out-reach basis in schools”, as stated on
theweb. At the agency site, PAswork with around 25 young people in the 13-19 age
group. According to the agency’s website, Gamma “offers a range of guidance and

support for 13 to 19 year olds to help make the transition to adult life a smooth one”.

Background

e Based on agovernment initiative

Aims of Programme

Helping young people find the skills “to do something from nothing”.

Selection of Participants

Mentee are referred to the agency from other agencies, teachers, or learning mentors.
The target group are those individuals “most in need” of support. They often have
multiple problems and PAs must work with various agencies along with working with

the young person.

Training of Mentors

In order to work asa PA, individuals need to have a background in careers advice,
guidance, teaching, social work, or youth work. The PAs are also required to
complete a Gamma course, funded by “career service funding”, resulting in a PA

diploma.

Nature of Interaction
PAs meet with young people “often” but not necessarily every day. The young people
are encouraged and guided to make their own decisions and “take responsibility for

themselves”. The PAs work within a framework designed to provide “astructure to
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underpin the work of Personal Advisers”. Some young people may be able to be
handed a booklet and act on the information themsel ves, whereas others may have

more basic needs and require more support.

Evaluation and Monitoring
Based on the feedback from young people, the manager stated that, overal, the

approach appears to be successful. Some nationa evaluations have been carried out.
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Case#7

Institution: Beta College

Programme: Peer assisted learning

Programme Description

The programme ran from January to June of 2003 and focused on two-year GNVQ
Advanced Science course in which second year students peer “coach” first year
students. “The idea behind the peer assisted learning scheme is that of a self help
study group led by a more experienced person who has done the course or relevant

part of the course before”.

Administrative Structure
A science curriculum manager, a representative of the YMCA mentoring scheme and

ahead of school were involved with the project.

Selection of Participants
The course was selected as appropriate for the scheme, and first and second year

students on that course participated, initially 17 with 13 completing.

Training of Mentors

The mentors were trained in a YMCA “peer mentoring scheme”.

Nature of Interaction

The report written on this programme states that the “project had characteristics of
both the study group and the individual coaching/mentoring” concepts. Mentees
make appointments to meet with the mentors at a regular time, but “the relationship
that had devel oped between the students and their coaches led to spontaneous
informal contact”. Advice and skill building (communication, research, and study

skills) was provided as well as support on academic tasks.
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Evaluation and Monitoring

Staff were interviewed, training materials and YMCA data were evaluated. Five
students were interviewed in afocus-group setting. Overall, the students felt that the
programme was positive and effective. The evaluation also concluded that
consideration should be given to: re-naming the programme to more accurately
represent the activities taking place; reviewing the skills need for coaches; and,

rethinking timings and the number of coaches.



SECTION 6:

Under standing the Concept of Mentoring: Discussion Part |

Mentoring has been, in general, poorly defined in the literature (Hall, 2003). It if
often assumed that mentoring is a “known” quantity and when the term is employed
there is ageneral understanding. However, thisis not the case given the multitude of

ways mentoring is conceived in the literature and in practice.

This mapping study has sought to develop its own understanding of mentoring from
analysing the interview data and documents. In most cases, the question “what does
mentoring mean to you?” led to a series of responses that were examined and re-
examined to reveal patterns both when mentors and staff were asked this question.

Further, other parts of the interview dialogue often organically answered the query.

The results of this analysis yielded three main categories in which characteristics of
mentoring were placed: that of process, relationship, and skill. Roberts (2000),
describes mentoring as a process having many essential attributes (e.g. helping,
teaching-learning, reflective processes) and contingent attributes (e.g. coaching, role
modelling, ng). However, in the present data, grouping the characteristics of
mentoring only as these processes istoo narrow. Moreover, the phenomenon of
mentoring is not linear or simplistic but a series of dynamic human interactions.
Process, relationship, and skills and qualities interact and might relate to one another
in the following way: the processes of mentoring take place within certain conditions,
in this case, the el ements of the relationship. The relationship is able to function due
to the learned skills or innate qualities possessed by the mentor (and, it could be
argued, the mentee). The Figure 1 suggests that mentoring can be seen as a dynamic
situation in which these three characteristics operate and are dependent one on the
other: the inner circle, process, is ringed by the type of relationship formed and this
relationship impacts the processes that take place; the formulation of the relationship
aswell as the processes that feature in mentoring are impacted by the outermost ring,
indicated by the skills and qualities possessed.
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Figure 1: A model of mentoring

Process

Relationship

Skillsg/Qualities

Mentoring as Process

Many of the organisations that participated in this mapping project engagein
programmes of young people mentoring other young people mentoring, either asa
one-to-one process or group process. Unsurprisingly, then, mentoring was often seen
asocial process, one in which learning takes place via the interaction of two or more
people. At the same time, respondents al so expressed the necessity of the mentor to
have more advanced skill, knowledge, or experience in some way. One individual
described mentoring as: “two people working together with one of the individuals a
bit further down the path”, whatever path that may be. Hence, the mentoring process
was also expressed as one in which the mentor coaches or models the target behaviour
or activity in some way. The mentor becomes “an exemplar of the practice”,
according to one interviewee. However, even though the mentor has this leading role,
people consistently referred to the process as being atwo-way, give and take, sharing
process, with resulting benefit to the mentor as well as mentee. “It’s about sharing the

skills and experiences of older people”, stated one staff member.
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Other characteristics that surfaced consistently were those that relate to the informality
of the mentoring process. Tying together informality with other descriptors such as
holistic, organic, facilitative, and non-directive, the essence is that of guidance and an
open agenda, not one structured around externally constructed goals or outcomes.
Instead, the process is driven by the needs of the individual mentee. Some informants
(including young peer mentors) were quick to note the interconnectivity of issuesin
the lives of mentees and the importance of dealing with the “layers” as and when they
surfaced. Mentors and staff expressed the ideathat a range of complex factors operate
in the lives of young people and that although the approach is holistic, mentoring on
its own is not a panacea. One staff mentor commented: “you can’t change the world.
If | do, on average, three hours a week with them,; they still have 24 hours aday for
the other six and a half days of the week, and the influences that they have are going

to continue. So, you have to be realistic.”

The process of going about addressing the issues, problems, or difficulties that the
young person is facing must be done based on the lead of the mentee, not the mentor.
The importance of thistheme is related to the individual nature of programmes and
the personal and personalised nature of the process. This approach empowers the
individual being mentored; they are able to see that they have choices and are not
simply being told what to do. The mentor isin arole to facilitate, but not convince,

cagjole or coerce.

Lastly, thereisthe factor of the process of mentoring as avoluntary one. While this
was not wholly the case in all programmes considered, the voluntary nature emerged
as an essential feature for the success of a mentoring programme and will be

considered as such later in this report.

A Summary of the Characteristics of the Process of Mentoring
e A socia process

o A referral system

e A halistic, organic and informal process

e A modelling process

e A coaching process
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o A facilitative, non-directive process

e A learning process

e A neutral, non-judgemental and unbiased process
e A two-way process

e A sharing process

e A helping process

e A voluntary process

Mentoring as Relationship

“A friendship to encourage learning and achievement”, was one response to the
question, “what is mentoring?”. The aspect of a mentor as friend is a contrast to many
other relationships that students may have with adultsin their lives. At the same time,
like any relationship or friendship, boundaries play arole. Mentors and staff
remarked on the focus on boundaries in training of the mentor and establishing a
healthy mentoring relationship.

Empathy also plays alarge role in a successful mentoring relationship according to
many respondents. Again, however, this empathy must be tempered with a bit of
“realism” from time to time, if, according to one staff mentor, you have not been
where they have been, you should not pretend to truly understand what they are going
through. The ability to empathise was flagged up by peer and younger mentors and
staff speaking about peer mentoring: the ability to relate to someone who has been
where you have been can be the essence of the relationship.

In some cases, the basis of this similar experience was in terms of having attended the
same college or school and returned to mentor; having just finished started university
and able to relate back to college life; having had the same or similar life experiences
as the mentee. A community mentor remarked: “We’ve [she and her mentee] been
through the same stuff.” That is, the mentor had had similar problems as those now
faced by the mentee. Placing an adult who has had similar negative experiencesis
referred to in the literature as mentoring using “risk-taking adults” as mentors (Philip
& Hendry, 1996). A further factor in the ability to empathise is that of age. The

young people (mentors and mentees) in this study were convinced that a key element
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was the fact that the mentor and mentee were closein age. Y oung people remarked
that the mentor could understand what they were experiencing because they had
recently been through it themselves. In the case of Omega School, for example,
transition from school to college is one focus of the mentoring. The two mentors
interviewed felt able to aid in the transition because they had “been there” so recently

themsdlves.

Honesty and trust emerged as further characteristics of a positive mentoring
relationship. The “system” provides the conditions for confidentiality, and many
interviewees remarked upon the importance of clearly understanding the issues of
confidentiality (and other legal issues). Of course, thisisan important part of any
training process and is explained to the mentee, as well. However, although
confidentiality isimportant, it does not take the place of the relationship element of
trust which is built between mentor and mentee. Trust and honesty surfaced
significantly in speaking to those involved in mentoring young people through the
youth agencies. “It may be the first time they’ve had the space to be heard with an
adult with no other agenda”, one mentor suggested. Some of the youths were
accustomed to dealing with other agencies where everything they said or did was
“reported”. Hence, building the trust that this is not the case in the mentoring

relationship takes time and a young person may tend to “test” their mentor.

From this trust and honesty, a measure of respect emerges. Several mentors and staff
commented that respect is atwo-way notion and is crucial for the relationship to
function. Even Year 11 students (at Omega in thisinstance), said, despite the
relatively small age gap, their mentees respected them and the knowledge that they
possessed.

Commitment, again, on both sides of the equation, is another characteristic of the
mentoring relationship. A certain level of commitment is required from the mentee;
the voluntary nature of the relationship (asit isin most cases here) means that the
mentee is showing some level of commitment. However, that level does appear to
vary. Inthe case of Kappa Agency, that commitment could sometimes be expressed
by simply “showing up” for the meeting. At the same time, the level of commitment

from the mentor must set the tone.
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Y ou might get there bang on time and your mentee might turn up 5 minutes
before your hour isfinished. But, you need to sit there for the 55 minutes,
because they might have had areally bad journey and they’ve made the effort
and you’re gone (Kappa staff member).

Demonstrating commitment and reliability appears crucial to the continued

relationship, particularly when “you don’t want to be another adult in their lives that

lets them down”.

Respondents al so often highlighted the element of encouragement as a mainstay of
the mentor-mentee relationship. In the schools and colleges, mentors and steff
recognised that what young people often needed is a bit of encouragement to get them
where they need to be, either academically or personally. The fact that someone else
believes that “they can do it” appears to add enormously to the relationship.

Last but certainly not least, is the relationship is non-hierarchal and non-authoritative.
This feature of mentoring has already been alluded to and will be taken up again later
in this section. Although this factor was not universal to all the cases examined, in the
magjority of cases the mentor is someone who is not an authority figure to the young
person. This appears key in establishing the trust and honesty demanded by the
relationship.

A Summary of the Characteristics of the Mentoring Relationship

e Friendship
e Empathy

e Honesty

e Trust

e Respect

e Commitment and Reliability
e Encouragement

e Non-hierarcha, non-authoritative
Mentoring as a Skill Set

An art or ascience? Asin many arenas, it could be debated whether the skills

necessary to be “a good mentor” can be learned or if they are simply tacit and innate.
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Several mentors regarded what they do as “something they do naturally”. At the same
time, the training in all cases was regarded as an important feature of the mentoring
programme. lrrespective, however, of how some of the skills are gained, analysis of
the data revealed a pattern of responses that can be grouped into a set of skillsand
qualities.

The ability to be a good listener came through most strongly. Connected with the
abilities to be unbiased, neutral, and non-directive in responses, listening to what the
young person feels and thinks is paramount and primary to working toward any goals.
Secondly, many mentors and staff remarked that the role is multiple, and requires the
ability to act as “police officer, friend, learning support, teacher, and social worker”,
according to one mentor. Carrying on from this theme, resour cefulness and flexibility
also featured in data. Attempting to help the young person “find out” what they need
to know or do to meet their goals often requires a bit of research and knowing who or
where to refer the young person if necessary. In the case of Alpha College, the phone
mentors meet with the coordinator before and after each session in order to identify
any support the mentor needs to in turn support the mentee. At severa of the other
institutions, mentors or staff met with the students’ teachers to identify what the
academic tasks or needs of the students are and had to be flexible in shifting gears to
provide the sort of support required.

The data a so revealed many instances of the use of the term valued. Thisisarather
abstract skill denoted by the ability to act in away which demonstrates that the mentor
genuinely cares about the relationship and the well-being of the young person.
Mentors and staff often felt this was the missing element in other types of

interventions.

Lastly, athough it may seem obvious, aquality of a mentor deemed important
through the data is that of having a genuine concern and liking for young people. For
afew young mentors, it was essential to have had some previous experience working
with “kids”. Staff often commented that in the selection, vetting, and training of
mentors their motivations came to the surface and allowed staff to deselect anyone not

in agood position to engage as a mentor.

51



A Summary of the Skillsand Qualities Characteristic of Mentoring
e Ability tolisten

e Ability to take on multiple roles

e Resourcefulness and flexibility

e Ability to make young people feel valued

e Having a genuine concern and liking for young people

Weaving Together an Under standing of Mentoring

What is mentoring? Or, more pointedly, what is mentoring in the borough of Waltham
Forest? Certainly, mentoring is diverse in the borough. However, similaritiesin what
interviewees viewed as the essences of mentoring and what the researcher has
categorised as process, relationship, and skill. The question still remains, however,
what makes mentoring a unique process, different from the process of teaching,

tutoring, coaching, counselling, social work and the like?

From the data here and from the literature, it can be understood to be a hybrid process
of sorts, combining some elements of al these and more. However, what is
outstanding in the data is the emergence of several elements that may highlight the
uniqueness of mentoring intheideal. Overall, during data analysis, the following
three concepts surfaced as those around which many of the characteristics of

mentoring clustered.

First, the mentoring is a phenomenon characterised by the lack of authority or power.
This aspect seems to differ significantly from the many of the other situationsin
which two people engage in alearning relationship. That is, in many casesin the
borough, the uniqueness of the mentoring relationship is founded on the ability of the
mentor to provide “safe space” for the mentee to reflect, without the interference of
authority. Bennetts (2003) supports this notion: “the question of how a trusting
relationship can be expected to form if one person isin apowerful position with
regard to the future of another remains puzzling” (p. 72). This leads to a process
which is non-judgemental, seemingly neutral, and non-directive. However, thiswas
not universal in the borough. At one school, the mentors are teachers and thus are
coming from adifferent point of view. The mentor is most suitably someone who
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does not have another agenda with the young person: “an adult with no other
involvement with the young person” defines a mentor, according to interviewees. At
the same time, the mentor is consistently seen to be someone who “knows” or who
has experienced more of “something” (e.g. subject matter, life experience, work
experience, etc) and this can serve to make a connection with the young person. In
the instances where young peopl e are mentors, many interviewees commented on how
the closeness in age and experience enables young people to more easily admit to not
understanding certain academic tasks or being able to speak more freely about their

anxieties.

Second, a degree of uniqueness may be associated with mentoring as a voluntary
activity and one with an open agenda. In the cases of Kappa and Beta agencies, the
importance of the mentee’s ability to opt in or out of mentoring is significant, as
expressed by the interviewees. Unlike being required to attend class or work with a
socia worker, mentoring, in many cases, puts control back in the hands of the young
person. When ayoung person was referred from the Y outh Offending Team, for
example, the mentors commented on the importance of the fact that the young person,
perhaps for the first time, is able to deal with an adult on alevel that is “power-free”
and that it is also the choice of the young person to participate in mentoring or not.
Although some programmes have stated aims, most emphasi se the fact that the issues
addressed are led by the needs of the mentee. Only if he or sheisableto seevaluein
mentoring, do they opt in. It may be the first time in a young person’s life that they
see something as being done for them and with them as opposed to “to them”
(Bennetts, 2003, p. 71). Inthe case of Sigma College, the staff viewed participation
in the programme as mandatory (“‘as mandatory as it can be”’) for those referred.
Interesting, however, the mentees do not. One mentee commented that, if it were
mandatory, “it would seem like a punishment”. It appears, in this example, that the
perception of mentoring as a voluntary activity on the part of participants eliminates
any negativity that might be associated with it.

These two areas lead to a third concept that may be key in understanding the
unigueness of mentoring. Theissue of stigma also rose up around the notions of
power and voluntarism. The researcher would suggest that, where mentoring is

mainstreamed and open-access/voluntary, a negative stigmadid not appear to be
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attached to it. For instance, at Alpha College, the peer mentoring programme had
more of the sense of a “club” where students appeared to have a sense of “belonging”.
At Epsilon School, stigmais avoided by a different means. The fact that the
mentoring is universal (all Year 11 students are assigned a mentor) might be afactor
in the positive response of mentees. In contrast, however, mentoring at one institution
where students appear to be singled out to participate, negative stigmais present. One
interviewee commented: “at first, students come to the mentor thinking they have
done something wrong”. Further, some students at the school have picked up upon
the relative similarity with the term “mental” and associate it with those students who

are mentored.

In sum, mentoring can be described as and understood to be adiverse set of
experiences, taking place in different contexts, involving people of different ages,
with different structures, and having different rules of engagement. Nonetheless,
among the interview transcripts a certain level of similitude has been noted in the data
and grouped into categories that might add to an overall understanding of mentoring
in the borough. Satisfied with what mentoring is, the next section regards the data

through the lens of what mentoring does.



SECTION 7:

Signs of Success. Discussion Part ||

What are the indications that mentoring is worthwhile? How is success measured?
Success can be viewed from various standpoints, qualitative ones as well as
guantitative measurement of variables associated with aims or targets. Success can
also be seen, however, in terms of genera benefits granted to mentees and mentors as
afunction of the process and relationship of mentoring. Thisis an outcome-led picture
of impact. Further, programmatic or organisational success can be established
through examining and evaluating the inputs that are associated with successful

mentoring programmes.

Hence, the discussion of the success of mentoring in Waltham Forest will centre on
these two areas:
e |Inputs. examplesfrom the cases under consideration with respect to the
inputs for successful mentoring according to a framework
e Outcomes. qualitative data reflecting benefits to mentors and mentees from
the data

Inputs

Asin any project, the literature around the topic has proved a useful tool in
understanding the qualitative data collected. In this section, the discussion is framed
the dimensions set out by Kochan (2002). From her edited volume on mentoring,
Kochan (2002) brings together the themes present in numerous cases examined in the
book that reflect successes and failures in mentoring. The author then lays out the
emerging patterns involving organisational characteristics associated with successful
mentoring programmes. As the present project is not an evaluation but a mapping
study, it would not be appropriate to use this frame to judge the overall success of any
of the programmes. However, Kochan’s (2002) framework is useful in highlighting
the programmatic features of mentoring associated with success via examples from
Waltham Forest are employed as illustrations.
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1. TItis necessary to “consider the unique characteristics of each of the. ..
sitesand the differing rolesthat each coordinator would fill because of the
differencesin the environmentsin which they were operating” (Kochan,
2002, p. 272). Considering the context within which the mentoring
programmeis located critical to its success. Hence, the diversity of mentoring
programmes in the borough should be celebrated, if, in fact, thisdiversity is
reflective of the different institutional needs. In most (in for al) of the cases,
the programmes in Waltham Forest appear to have grown from inside the
institution and not force-fit or driven solely by available funding. For the
Learning Mentor at Omega, the fact that she had been on the teaching staff for
many years before being appointed Learning Mentor meant that she already
understood that particular school context and the needs of the students.
Similarly, Piper and Piper (1999) are concerned with mentoring that is one-
size-fits-all and adopted simply because mentoring is the “thing to do”:
“[mentoring] cannot be uncritically inserted into simply any
social/organisational context” (p. 121).

2. “Mentoring programmes must also assure that their purposes are
connected to the goals of the organization in visible ways,” (Kochan, 2002,
p. 272). The visibility of mentoring at Alpha is evident in the “publicity” that
mentoring appears to get in the college. A recent college newsdletter featured
an article on mentoring and a prominent bulletin board features photos from
mentoring activities. Further, mentoring is not a sideline activity but features
on the website as a part of the overall provision of the college. In contrast, at
another college, university mentoring had a slow start according to one
mentor: “they didn’t know who we were”. As an organisation, the college
needed to take more ownership of the mentoring programme and began to
communicate to students and staff who the mentors are, what their roles are,
and how they fit into the bigger picture of the college. The mentor indicated
that once this was communicated through flyers and the like, students began
understanding mentoring and attendance at mentoring sessions increased.

3. Assure “that the individual needs of the mentor and the menteesare
addressed within the program design,” (Kochan, 2002, p. 272). One
college involved in university mentoring found that students and mentors were

“missing each other” when mentoring was set up as an after-school activity.
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When the coordinator changed the structure to allow mentors to come into the
last part of the college day, participation increased. Similarly, Epsilon School
reflected upon the initial set up of the mentoring programme where the head
had arranged students to be mentored by all staff in the school. However, staff
not directly involved with Year 11 students in other ways did not see the
mentoring sessions as a priority and did not have “ownership” of the process
or the mentees. Hence, the programme was modified to meet the needs of all
involved.

. “Without. .. a plan, assessment, which is an essential element of program
success would be difficult to implement, if not impossible,” (Kochan, 2002,
p. 273). Many of the programmes in the borough exhibited careful planning
and assessment. Thiswas most clear in cases where the assessment was
linked to the planning and not an afterthought. Monitoring while the
programme is running allows coordinators to make adjustments. In several
cases here, the role of monitoring is abit fuzzy which appeared to led mentors
and staff to be inconsistent or confused in terms of such areas as record
keeping. At Kappa Agency, for example, some staff were comfortable with
keeping “everything in their heads”, while others needed more structure.
Again, planning the continuous and final assessing of programmes from the
start could eliminate these issues. Bennetts (2003) suggests a comprehensive
list of questions to be considered a the planning stages of a mentoring
programme. These questions are found as Appendix B.

. “Have mechanisms in place that will prepare mentors and mentees to
assume their roles and responsibilities and effectively,” (Kochan, 2002, p.
273). Some form of training or induction was present in all programmes
where non-staff mentors were used. Training, like other aspects of any
mentoring programme, should be evaluated on some level to determineif itis
effectivein preparing individuals for their roles. In one case, auniversity
mentor was very clear that the boundaries of mentoring did not extend to a
student’s personal or emotional needs. His approach was one in which mentor
and mentee only engaged on academic tasks. The goals of this mentoring
programme, however, are clearly broader than that. Wasthisafailing in the
training or induction? It emerged later that the mentor had “missed” the

formal induction at the beginning of the term. Hence, in thisinstance, it
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appears that the absence of proper training or induction created an
incompatibility between the goals of the programme and the mentor’s role as

he saw it.

In the case of one of the agencies, mentors mentioned the importance of not
only having mentor and mentee understand the roles and responsibilities, but
parents of the young people should be brought into the picture. Although this
Isacomplicated task in that the confidential and trust-building nature of
mentoring prohibits mentors from sharing details with parents, some mentors
fedl it iswiseto introduce themselves to the parents and explain the process so
that they could be supportive and feel included.

. Another aspect of successful programming “is providing financial and
human resour cesto assure that program plans are properly implemented
and assessed,” (Kochan, 2002, p. 274). In Waltham Forest, the researcher
encountered arange of views on whether or not programmes are properly
resourced. Staff at one college in Waltham Forest commented that although
funding is available for mentoring, it often does not take into account the cost
of personndl to run the programme. Even though the staff value the mentoring
programmes they run, the amount of work involved can add heavily to
workloads. One staff member stated:

It’s one more thing to do . . .it takes alot of liaison, from human
resources. . . induction, tracking . . . no one hasmoretimeto do it .
We are positive about the outcomes, but, funding comesin and rarely

is capacity considered . . it’s one more thing . . . . the staff are not
trained to organise the schemes; there are advantages to learning on the
job, but . . .

Another funding issue that was raised at one of the schools related to how the
coordinator was not kept aware of the costs of the programme. That, the
coordinator commented, made it difficult to know if the programme was cost
effective and where money could or could not be spent.

. “The value of assigning someone to coordinate mentoring programs was
obvious throughout,” (Kochan, 2002, p. 274). Thistheme also resonates
well with the data collected in the borough. The strongest programmesin the
borough (according to the characteristics examined here), have a coordinator

appointed to organise and maintain the momentum of the programme. If
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mentoring is truly a key element of an institution’s provision, then it follows
that there should be an individual (or individuals) who have the time attend to
all the organisational and human aspects of successful programming.

. “Another important aspect of system support is careful attention to the
pairing of mentors,” (Kochan, 2002, p. 274). In many cases in Waltham
Forest, pairing was done either: randomly, randomly within subject area, or
was a hon-issue as one or several staff members were the only mentors.
Interestingly, however, very few problems seem to exist in terms of “bad”
matches. The literature is not very helpful, either, in determining what makes
agood match. According to interviewees for this study, gender and ethnicity
were non-issues in most cases. In the case of one of the agencies, they did not
pair femal e mentees with male mentors, and would not pair amale with a
history or violence towards women with afemale mentor. Additionally,
several mentoring coordinators indicated that they were “sensitive” to cultural
backgrounds and would probably avoid pairing, for instance, a young Asian
femae with awhite male mentor. However, in none of these cases, did gender
or ethnicity play a major rolein the overall process of pairing. Consistent
with the findings of Kochan (2002), the interviewees in this study
overwhelming highlighted “personality” and like characteristics as the
determining factors in a successful match. “I think it’s individuals, really,
more so than cultures or anything,” commented one staff mentor. Another
commented that it was the “experience [that] needs to match”. She also
indicated that being an “outsider” culturally could be a benefit for the mentee
if he or she desires adifferent perspective.

. Programmes need to be “sensitive to assuring that mentors believe their
effortsare valued and that they will receive rewards and recognition for
the time and energy they are giving to the effort,” (Kochan, 2002, p. 274).
In several cases, the volunteer, peer mentors receive awards at the end of the
year in order for mentees and staff to show their appreciation. One college
plans a group activity each year which serves as a motivator, areward, and a
team-building exercise. Further, the university mentoring schemes provide a
wage for mentors which serves as an incentive and matches the reality of the
need for most university studentsto earn. On the other hand, one coordinator

makes the point through training that although peer mentors are given extrinsic
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rewards to motivate them, they are also reminded of the rewards they receive

that are intangible.

Accreditation of training can also be viewed as recognition. Many sites run
accredited training programmes (often accredited by the Open College
Network) or provide ingtitutional certificates for training. Regardless,
however, of the reward system for each programme, no interviewee had any
difficulty listing what they received back in satisfaction from being a mentor.

These specific rewards (or benefits) will be discussed as “outcomes”.

Outcomes

In an earlier section of this report, some of the research associated with measuring
success in the mentoring of young peopleisdiscussed. Inthisliterature, not agreat
deal of over-arching evidence exists to support the success of mentoring programmes
in terms of their impacts on mentees overall. Part of this difficulty may be aresult of
the variability of programmes and their aims. Further, the resource implications and
feasibility of such investigations are barriers. Studies such asthe BBBS study, for
example, require large sample sizes and a control group in order to understand if the
treatment has an effect. An experimental design has the ability of excluding other
effects of other variables that may have prevented or encouraged progress, unlike

other forms of research or evaluation.

The evidence of the success of programmes in this study in terms of achievement and
retention are, where they exist, listed as part of the casesin Section 5. Many
interviewees related several factors which complicate the ability assessresults. The
individual nature of mentoring and the open agenda are important factors. When
mentors deal with youth offenders, for example, “just showing up” can be a sign of
progress and commitment. For another mentee, being productive outside of classtime
may be asign of success. And, for others, getting on to the A-level course of their
choice could be an outcome of mentoring. The open agenda means that the goal's set
could range from “wanting to start a plumbing course, wanting anger management,
wanting to make more of freetime to divert themselves from other activities, or

needing a safe place to live”. Success for one mentor was often “keeping them
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[mentees] from getting pregnant” at a young age. Moving toward these goals or
meeting them signals individual success but may not be easily measured globally.
Many interviewees also related the impact of mentoring as being one having long-
termimpacts as well as short-term benefits. The process was described as “planting
seeds” and “not about great leaps and bounds”. Bennetts (2003) illustrates this point
well from qualitative data collected from adults who were involved in a natural’
mentoring relationship when they were young. The interviewees in the study related
ways in which the process and relationship of mentoring impacted them. Bennetts
(2003) surmises: “the outcomes were not planned in advance, but came about
because of the alliance,” (p. 70). Hence, another perspective on the outcomes of the
mentoring relationship may well only be realised once the seeds have been planted
and the young person has moved on and had the time and space to reflect upon the

experience.

Nonetheless, short-term impacts were also highlighted by the individuals interviewed.
The researcher consistently (and rather unsurprisingly) received a resounding “yes” to
the question of whether or not mentoring was successful. The interviewees were then
subsequently asked, “how do you know?” At Sigma College, for example, one staff
member described students he has on a course that had been working with mentors:
“I had two mentors . . . I can honestly say . . . those students would have actually
failed . . . if they’d been left alone”. This could mean “E’s were turned into D’s” or,
quite simply, mentoring “kept them here” and kept them working at succeeding
instead of dropping out. At Kappa, the staff mentor who worked on the intensive
mentoring programme indicated that she felt successful 75% of thetime. The
evidence of this success was that they meet their goals in a general way. “They did
get on courses; they weren’t kicked out of home; they did go back to school.”
Similarly, at Gamma, as the aim of the programme is to get young people involved in
training, education, or employment, the coordinator indicated that young people
working with Personal Advisors were more often than not able to get back on track.

However, the coordinator also pointed out that drop-out rates from education and

" Natural or traditional mentoring can be defined as: “those intimate learning alliances which happen
naturally, and which may occur at any age. They are usually retrospectively named as mentor
relationships. . . thisisin direct contrast to formally organised mentoring, where individuals are named
as mentors by a third party, in anticipation of what they might do,” (Bennetts, 2003, p. 64)
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training should be considered; are young people actually continuing and staying onin

education, training, or employment after working with a PA?

In terms of mentees, the outcomes or benefits of mentoring, are of the kind that are
not always easily measured against external criteria. Some of the successes of
mentoring can be seen in terms of the benefits that mentors, mentees, and staff believe

they have received as aresult of their participation.

Benefitsto Mentees

Severa of the young mentors were convinced mentoring has impacts because they
had recently been where the mentees are now and say they could have used the
support mentoring provides. “It would have helped me”. One mentor indicated that
the benefits could and should be realised by all students. “I think everyone should
have a mentor,” she stated. Of course, this is the case at Epsilon School, where, in

fact, each Y ear 11 student does have a mentor.

The specific benefits that mentors, staff, and, most importantly mentees are often
those of confidence and self-esteem. The mentees said they receive encouragement,
which helps them to feel motivated and focus on their goals. The transitions to and
from GCSEs are areas upon which mentoring is often focused. Y oung mentors and
mentees discussed how the gaps between these stages were difficult and how
mentoring can aid students in bridging the gaps with confidence by receiving
assistance with exam skills, study skills, organisation, and time management. From
the data where mentees and young mentors (i.e. peer mentors and university mentors)
discussed these issues, an important theme has emerged. That is, the benefits to the
mentees where very often framed with the relationship characteristic of empathy.
Peer mentoring seemed to be particularly successful in that mentors and mentees were
able to identify with each other. During the researcher’s visit to a phone mentoring
session at Alpha, one mentor is quoted as saying, “I used to be just like you”.
Mentees said they mentors were able to help them, either with developmental or
academic issues, because they had “just done it themselves; they used to be students
here”. One coordinator commented that academic mentoring is not a replacement for
teaching, but students can hear a different explanation of the same material from a

new point of view, that of another young person.
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Benefitsto Mentors

There exist severa levels on which mentors and staff indicated how mentors benefit
from the mentoring process. On the instrumental level, mentors benefit by receiving
training and experience. Mentoring can be a university application “builder”. At the
Kappa Agency where volunteer community mentors are recruited, staff indicated that
volunteers often are seeking out a career change and looking for small ways to get
additional training and different experience. Also, the researcher learned that
sometimes young mothers wanted to get back into work, and mentoring can be afirst
step. Mentors aso felt they benefited from having received a certificate from the

training.

Mentors also expressed many non-instrumental motivations and benefits associated
with mentoring. Mentors stated that they want to “give something back” to their
school, college, or community. This was often an important contribution to make for
those who had themselves struggled in adolescence. Additionally, the sense of
satisfaction is great when they feel they are able to “make a difference”. “Seeing

what they get out of it is what I get out of it,” stated one mentor.

Among peer mentors, they often mentioned that they gained confidence in their own
abilities and that mentoring increased their own self-esteem. At first, peer mentors
might feel they have nothing to offer other young people. However, as they begin to
work with the young person, they are able to realise “how much they actually know”.
Mentors also feel that they build skillsin terms of learning how to work with people
younger than themselves and improve genera inter-persona skills. Lastly, according
to one coordinator, an additiona benefit for some peer mentorsis that the process

increases their awareness of students “who are not as gifted”.
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SECTION 8:

Conclusion and Suggestions for Further Research

Conclusion

Asthe aim of this study isthat of describing and understanding the nature of
mentoring programmes in use in the borough of Waltham Forest, the conclusions will
follow that same vein.

Section 5 describes eleven programmes across 7 sitesin the borough. They are al
referred to as mentoring (by providers) and they involve young people. Aside from
these factors, the programmes are rather diverse in their approaches, structures,
evaluation processes, etc. Thisdiversity is highly appropriateif it is reflects
contextual factors and serves to meet the needs of individua institutions and their
students. At the same time, finding a “blueprint” for programme design or evaluation
would be difficult. While programme outcomes might be measured in each case,

measuring results across programmes would be complex.

Although the programmes are diverse, the understanding of mentoring in the data
reflects certain patterns and areas of similitude. In Section 6, el ements of the
mentoring process and relationship are described as well as the skills and qualities
required to make it function. The most outstanding of these characteristics, and those
which may set mentoring apart from other types of activities, cluster around the ideas
that: mentoring is an activity in which the mentee freely participates and where the
mentor is not an authority figure; it has an open agenda led by the individual needs of
the mentee; it centres on the mentee, but it is something done for them, not to them.
Additionally, the voluntary nature of many programmes (or, at least, the appearance
of such) seemsto avoid stigma and increases the likelihood that all those who may

benefit from mentoring will feel able to take part.

Section 7 takes up the issue of whether or not mentoring is successful. Whilethereis
a (sometimes problematic) outcome-led answer to that question, programme inputs
can impact outcomes and are important to get right (Bennetts, 2003; Kochan, 2002;

Miller, 2002; National Mentoring Network). The aims of any mentoring imitative



must be clear, the organisational goals and context considered, the needs of mentee
and mentor taken into account, and careful planning (including attention to resources),
monitoring, and evaluation should be present. Attention must be paid to training,
support, and pairing of participants. It is not within the scope of this study to evaluate
programmes on their inputs; but the researcher would conclude that some important
elements might be lacking in some of the cases therefore a mentoring planning

framework might be useful.

In terms of measuring outcomes, resource and measurement issues have been
discussed as potential barriersto it. In terms of mentoring in Waltham Forest, the
individual nature of a mentoring agenda and goals may make it difficult to quantify
results. The possible presence of long-term as opposed to short-term impacts were
also flagged up by the interviewees. At the sametime, thereis no lack of enthusiasm
for the benefits of mentoring, expressed by mentors, mentees, and staff, and
individual “stories” of mentoring success are prevalent in the data and discussed in

Section 7.

Despite these issues, research on mentoring impacts may need expanding in the UK

context. Philip (2001) recommends that further work be done in updating models of
mentoring to suit the UK context and a society with ever-changing dynamics. That

way, according to the author, there can be “an agreed framework against which

mentoring can be assessed in relation to other forms of intervention™ (p. 6).

Suggestionsfor Further Resear ch
Given the nature of this study as a mapping exercise, it necessarily leads to further
questions about mentoring in Waltham Forest and mentoring in general. The
following questions are suggested as starting points for further inquiry:
e Mapping mentees post-mentoring: What are the long term impacts of
mentoring?
e Stigmaissues. Do young people respond differently to programmes where

mentoring is voluntary and open access?

e Power and authority issues: Are there different experiences and outcomes if
the mentor isor isnot in a position of authority over the mentee?
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e Ageand background issues. Are the outcomes different if the programme

involves adult mentors as opposed to peer mentors?

Additionally, indications of other issues were present in the data but did not represent
consistent patterns. Nonetheless, they are worthy of mentioning in terms of further

inquiry that could be undertaken.

e \What istherole of accreditation and standards? Some interviewees viewed
accrediting mentoring programmes as additional, unnecessary “box ticking”,
whereas others felt it valuable and a necessity to underpin mentoring’s
credibility.

e Do boyswork in more instrumental ways than girls with respect to mentoring?
One interviewee suggested that male mentees were involved in order to meet a
specific employment or educational goal, and once they had, felt the need for
mentoring had ceased. Female mentees, on the other hand, were often more
interested in being able to air emotional and personal issues.

e Arethere conflicting aims between management and practitioners with respect
to mentoring? A few interviewees indicated a mismatch between what
coordinators feel mentoring is “about” and management views.
Unsurprisingly, whereas those at the chalk face feel mentoring should be
person-focused, those in management need to be concerned with progression

and achievement figures.

e \What are the costs involved in mentoring? Again, this study was not designed
to go into depth in relation to the issue of mentoring costs. This could be an
area of further investigation in order to understand how the costs compare
other forms of intervention, as well as understanding costs in relation to the

effectiveness of mentoring.
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Appendix A

Mentoring M apping Project in Waltham For est
I nterview Outline

1. Identify with programme coordinator activity and/or projects in the college
described as mentoring. Establish:

a

b
C.
d

©os53 7

-~ wn - Qa

how is mentoring defined in terms of this programme (or programmes)

. a@mg/purpose/objectives of programme

staffing structure, management, and administration of the programme

. others involved with programme (e.g. teachers, outside agencies,

parents, universities, employers)
how programme is supported, length of time ongoing, origin of the
programme
nature of the interaction between mentor and mentee (e.g. time spent,
frequency, location, activities, one-on-one or group, supervision)
characteristics of mentees and mentors involved (overall numbers, and
—in general -- age, gender, ethnicity, ability/disability, etc)
selection process and criteriafor mentees and mentors
process of matching mentee and mentor
mentor training, orientation, and written material provided
i. nature of training

li. accreditation of training

iii. expectations of mentors

Iv. issuesdiscussed in training
mentee orientation and written material provided
other written material associated with the programme

. evaluation or monitoring procedures used

resulting information from evaluation or monitoring

other activity and organisational features of the work

links between the mentoring programme and other advice and guidance
systems e.g. the tutorial programme; personal adviser inpuit.

strengths and weaknesses of the programme

any constraints

genera perceived outcomes of the mentoring

perceived effect on student performance — retention and achievement
in education

2. Interview asmall group of students involved (focus group). Establish through
interview:

a
b.
C.

d.

why they are involved

what they have learned/are learning

if they feel the mentoring has impacted the targeted behaviour (based
on programme aims)

what they would change/what they like best
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3.

e.
f.

general likes and dislikes of programme
other information or opinions on the mentoring programme

Interview a small sample of mentors involved, either in one-to-one interviews
or a focus group setting, depending on scheduling issues. Establish through
interview:

a

b.

C.

d.
e.

why they are involved

what they have learned/are learning

if they feel the mentoring has impacted the targeted behaviour of the
participants (based on programme aims)

strengths and weaknesses of the programme

other information or opinions on the mentoring programme

For each site, interview a small sample of persons not directly involved with
mentoring programme (e.g. teachers, support staff), but have quality contact
with student(s) being mentored and are able to provide insight into the
following:

a. genera perceived outcomes of the mentoring

b.

perceived effect on student performance — retention and achievement
in education

71



Appendix B

Questionsfor Programme Planning in Mentoring
(asquoted from Bennetts, 2003, p. 72)

Is the working definition of mentoring clear and unambiguous?

What is the rational e behind the project? Why isit necessary now? Arethere
clear ams?

What is needed most, personal development or career help? Is
supervision/assessment a min requirement?

Who is the paymaster? What will they require for their money? Does this sit
easily with the project aim, objectives, and ethics?

Whose agendaisto be met? Isthisalearner-centred project? If so, how will this
manifest itself?

What importance is placed on forming a good interpersonal relationship?

To whom does the mentor owe confidentiality? What issues need to be shared
with athird party? How will this be made clear to mentors/learners?

What further steps might be taken to ensure that there is mutuality of trust, and
respect within the relationship?

How will the issue of power in an organised relationship be managed? Isthe
mentor expected to act as assessor in any way?

What arrangements can be made to allow mentors/learners to opt out of the
arrangement if it isn’t working?

Will the project be externally evaluated? Will young people’s views on the
relationship be sought?
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