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Background: 
The Alberta Centre for Child, Family and Community Research (the Centre) was established to 
support and disseminate research knowledge and evidence on policy issues related to improving 
the well-being and health of children and youth. The Centre is seen as an innovative leader in 
the development and dissemination of policy relevant evidence. 
 
The Alberta Mentoring Partnership and Boys and Girls Clubs Big Brothers Big Sisters of 
Edmonton and Area (BGCBigs) engaged the Centre to examine the current state of BGCBigs’ 
teen mentoring program, Teen Bigs. The first piece of this work included conducting a search of 
academic and grey literature on teen mentoring. The resulting literature is summarized in this 
annotated bibliography. 
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SUMMARY OF FINDINGS 
 
INTRODUCTION 
This bibliography focuses on literature from the past 15 years on school or community based 
teen mentoring programs, with mentors and mentees aged 18 years and under. Specific focus 
was given to identifying practices for teen mentoring programs, outcomes for the mentor and 
mentee as a result of the program, as well as the measures used to demonstrate those 
outcomes. 
 
METHODS 
Academic databases, online (Google and Google Scholar) and mentoring webpages were 
searched for relevant literature on teen mentoring. 
 
RESULTS 
A total of 28 pieces of literature (16 articles, 8 dissertations, 4 evaluations) on teen mentoring 
were identified. Most of the literature was from the United States and focused on teen 
mentoring in a school setting. 
 
PRACTICES 
Practices identified in the literature were summarized as emerging, promising or leading. 
 

Emerging Practices: Are those that have been implemented in one setting and personal 
accounts, observations or evaluation work suggests a positive impact. 
 
Promising Practices: Are those that have been implemented in at least one setting outside 
of the original and there is preliminary evidence of the positive impact of the practice. 
 
Leading Practices: Are those that have been implemented in a variety of settings outside of 
the original setting. Additionally there is high quality evidence that consistently shows that 
the practice demonstrates a positive impact.  

 
A number of leading practices from general mentoring have been used in teen mentoring 
programs and there are also some emerging and promising practices that are specific to teen 
mentoring. 
 

Emerging Practices 

 
Different Schools: Larger effects are found when the teen mentor and their mentee are from 
different schools, especially if a goal of the program is to facilitate transitions across schools. In 
rural settings mentors and mentees will likely be from the same school. In these cases extra 
support should be given to students about the boundaries of their roles in the program. 
 
Two Year Age Difference: Research is beginning to show better results when mentors are at 
least two years older, or approximately one Grade above, their mentees. This can give mentors 
extra time to gain more maturity and experiences that they can then share with their mentee. 
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Emerging Practices (Continued) 

 
High School Mentors: Some studies show that high school mentors (Grades 10 to 12) benefit 
more, and are better at, mentoring others because they are more mature have more 
experiences to share with their mentees. 
 
Individual Mentee Referral: Some early studies show that it is more helpful if mentees are 
chosen to take part in the mentoring program individually based on their needs as opposed to 
entire classes participating. 
 
Meet in Separate Space: It can be hard for mentoring pairs to focus in a room full of others. 
When matches meet in the same room pairs should be spaced out as much as possible so that 
they can focus on each other and not be distracted. 
 
Match Carry Over: Research shows that the longer mentoring pairs can stay together the more 
benefits for both of them. Mentoring pairs should stay together from one school year to the 
next whenever it is possible. 
 

 

Promising Practices 

 
Voluntary Mentors: Growing research shows it is more helpful to mentees if mentors are 
volunteering for the program and do not receive anything in exchange for their time. 
 
Mentor Mentee Ratio (One to One): Until we have a better understanding of the effects of 
teen mentors and mentees meeting together in a group, one mentor should be matched with 
just one mentee. 

 
Activities (Relationship Focus): Studies are starting to show that it is more helpful for mentors 
and their mentees to build a relationship with each other and to receive the benefits of 
mentoring if they take part in activities that are focused on the relationship instead of focused 
on school. Pairs can still learn in fun ways like math or literacy games, reading and cooking 
together. 
 

 

Leading Practices 

Meeting Frequency (Weekly): The results of mentoring studies show that it is important for 
matches to meet at least every week, to be able to bond with each other. 
 
Session Length (One Hour): It takes time to build a relationship with another person. Mentors 
and mentees will have the best opportunity to grow their relationship by making sure they get 
together each week for at least an hour. 
 
Match Length (One Year): Studies show that it takes time for mentors and their mentees to get 
to know one another. Having pairs meet for a whole school year is the best way to make sure 
that they form a good relationship with each other and that they get the most out of 
mentoring. 
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Leading Practices (Continued) 

 
Monitoring: Mentors and mentees can benefit when program staff makes sure that they are 
attending the program regularly and that they are focusing on their mentor or mentee when 
they are meeting. 

 
Support: Studies have shown that mentors and mentees get more out the mentoring program 
when they receive support. This can be done by checking in with them about how they are 
doing with their partner and giving them ideas about how to solve problems or what activities 
they can do with each other. 
 

 
OUTCOMES 

Mentor Outcomes: In the literature identified for this review, there was support for the 
following outcomes for teen mentors. 

 increased self-confidence/efficacy/esteem/worth (8 articles supporting); 

 increased connectedness to academics/community/parents/peers/school (5 articles 
supporting); 

 improved social skills (5 articles supporting). 
 

Mentee Outcomes: There was support for the following outcomes for mentees in teen 
mentoring programs in the literature identified for this review. 

 increased connectedness to future/learning/interpersonal 
relationships/parents/peers/school/socially/teachers (11 articles supporting); 

 increased self-confidence/esteem/worth (6 articles supporting); 

 improved academic performance, with many qualifiers provided to these findings (6 
articles supporting); 

 increased assertiveness/social acceptance/social competence/social skills (5 articles 
supporting). 

 
MEASURES 
We did not see consistency in the measures used by researchers to demonstrate the above 
outcomes. Most researchers developed their own survey questions or adapted questions from 
existing instruments. The two exceptions to this were: 

 the Hemingway Measure of Connectedness (Preadolescent, Adolescent versions); and 

 the Harter Self-Perception Scale. 
 
DISCUSSION 
Most of the literature identified in the review consisted of studies and evaluations of small 
mentoring programs. This is consistent with Karcher’s (2007) finding that despite the growth of 
teen mentoring programs there are no large randomized trials of teen mentoring in the research 
literature. While there are some single site randomized studies, they have often used small 
samples limiting the validity of the results (Karcher, 2007). He notes that the practice of teen 
mentoring has “outpaced the research” (Karcher, 2007, p. 4). In summary the body of research 
literature surrounding teen mentoring programs appears to be an emerging field. 
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1.0 INTRODUCTION 
Teen mentoring describes a relationship between a caring more experienced peer and a less 
experienced child or youth resulting in the provision of support, friendship and constructive role 
modeling consistently over a period of time. A number of terms have been used to refer to the 
use of older students to mentor younger students including cross age, developmental, peer and 
teen mentoring. For the purposes of this bibliography the term teen mentoring will be used. 
 
Karcher (2007) notes that half of the volunteers in Big Brothers Big Sisters (BBBS) of America’s 
school mentoring programs are teen mentors and a fourth of all matches made in BBBS each 
year are from teen mentoring. In an inventory of teen mentoring programs within BBBS of 
Canada Wheeler, Cavell, Gregus and Craig (2011) found that 60% of agencies were currently 
offering a teen mentoring program. Almost half of these programs were new having been 
implemented in the last five years, and 73% were planning on increasing the size of their 
program in the next three to five years (Wheeler et al., 2011). 
 
This bibliography is the first piece of work between the Centre and Boys and Girls Clubs Big 
Brothers Big Sisters of Edmonton and Area who are examining the current state of their teen 
mentoring program, Teen Bigs. The bibliography consists of a search of academic and grey 
literature on the subject of teen mentoring. 
 
2.0 METHODS 
This bibliography focuses on literature from the past 15 years on school or community based 
teen mentoring programs, with mentors and mentees aged 18 years and under. Literature 
focusing on programs falling outside this definition, for example, peer counseling, peer 
mediation, peer tutoring or peer buddy programs, were excluded from the review. Specific focus 
was given to leading practices for teen mentoring programs, outcomes for the mentor and 
mentee as a result of the program, as well as the measures used to demonstrate those 
outcomes.  
 

Database Searches 
Database searches were conducted in the following databases: 

 Cumulative Index to Nursing and Allied Health Literature (CINAHL) 

 Education Resources Information Center (ERIC) 

 ProQuest Dissertations and Theses Global 

 PsycINFO 

 Web of Science 

Databases were searched using the following keywords and limits were used to only identify 
teen mentoring programs for children and youth from the past 15 years. 
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Teen Mentoring 
Practices / Outcome 

/ Measures 
Limits 

cross age 
developmental 

peer 
peer to peer 

teen 
youth 

mentor* 

evaluat* 
measure* 
outcome* 
practice* 

child* 
teen* 

youth* 

2000-2015 

* denotes exploded terms 

Online Searches 
The following search terms were used in the Google and Google Scholar search engines. The first 
five pages of hits for each search were reviewed for relevant articles from 2000 to 2015. 
 

Teen Mentoring 
Practices / Outcome / 

Measures 

child 
cross age 

developmental 
peer 

peer to peer 
teen 

youth 

mentoring programs 

best practices 
effective practices 

evaluation 
leading practices 

measures 
outcomes 

 
Webpage Searches 

The following organizations websites were also searched for articles on teen mentoring:  

 Alberta Education 

 Alberta Mentoring Partnership Research Portal 

 Big Brothers Big Sisters of America 

 Big Brothers Big Sisters of Canada 

 Mentoring Canada Resource Centre 

 National Mentoring Partnership 

 National Mentoring Resource Center 

 Peer Resources Network 

 Public/Private Ventures 

 The Chronicle of Evidence Based Mentoring 

3.0 RESULTS 
 
State of the Literature 

A total of 28 pieces of literature on teen mentoring were identified from the academic 
databases, online and webpage searches. This included 16 academic research articles, 8 doctoral 
dissertations and 4 evaluations of teen mentoring programs. A majority of the articles were 
from the United States (19), followed by England (4), Canada (3), Ireland (1) and Australia (1). 
Consistent with Karcher’s (2007) findings most of the literature focused on teen mentoring 
programs operating in school settings where one mentor is matched with one mentee. 
Most of the identified literature here consists of studies and evaluations of small mentoring 
programs; the one exception is Herrera, Kauh, Cooney, Grossman and McMaken’s (2008) 

https://www.google.ca/
https://scholar.google.ca/
http://www.education.alberta.ca/
http://albertamentors.ca/research-portal/
http://www.bbbs.org/site/c.9iILI3NGKhK6F/b.5962335/k.BE16/Home.htm
http://www.bigbrothersbigsisters.ca/en/home/default.aspx
http://www.mentoringcanada.ca/
http://www.mentoring.org/
http://www.nationalmentoringresourcecenter.org/
http://www.peer.ca/netwrk.html
http://ppv.issuelab.org/home
http://chronicle.umbmentoring.org/
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examination of BBBS of America’s High School Bigs program. This is consistent with Karcher’s 
(2007) finding that despite the growth of teen mentoring programs there are no large 
randomized trials of teen mentoring in the research literature. While there are some single site 
randomized studies, they have often used small samples limiting the validity of the results 
(Karcher, 2007). He notes that the practice of teen mentoring has “outpaced the research” 
(Karcher, 2007, p. 4). 
 
Annotations for each study or report appear in Appendix 6. The annotations are organized 
alphabetically by author and year if necessary. Each of the annotations include: 

 Reference information, including author(s), year, title, and journal. 

 Abstract from the article, which has been edited in some cases for brevity. 

 Information on the program’s mentor and mentee recruitment, meeting structure, 
monitoring and support provided to matches. 

 Mentor and/or mentee outcome information. 

 Measurement information for mentees and mentors. 

 
Leading Practices 

Program practices include all of the processes used systematically by a mentoring organization 
to establish and support matches (DuBois, 2007). In summarizing each of the pieces of literature 
in this bibliography special attention was paid to each of the program’s described practices as 
this is an identified gap in the literature. Both Wood and Mayo-Wilson (2012) and Tolan, Henry, 
Schoeny and Bass (2008) note in their reviews that many mentoring studies lack details about 
the activities mentoring pairs participate in, as well as information on how the programs are 
implemented. Including this additional information would be helpful to researchers to identify 
effective practices of programs. Consistent with Wood and Mayo-Wilson (2012) and Tolan et 
al.’s (2008) findings, few of the studies in this review provided thorough information on their 
program practices. 
 
The research literature has identified some key program practices related to teen mentoring. 
Program practices can be characterized as leading, promising or emerging (Health Council of 
Canada, 2013). Leading practices are those that have been implemented in a variety of settings 
outside of the original setting. Additionally there is high quality evidence that consistently shows 
that the practice demonstrates a positive impact. Promising practices are those that have been 
implemented in at least one setting outside of the original and there is preliminary evidence of 
the positive impact of the practice. Finally, emerging practices are those that have been 
implemented in one setting and personal accounts, observations or evaluation work suggests a 
positive impact. Practices that are promising and emerging may become leading as information 
about their effectiveness grows over time. Given the state of the teen mentoring literature most 
practices can be identified as promising or emerging. 
 
Teen mentoring practices tend to centre on the recruitment of mentors and mentees, their 
meeting structure and the monitoring and support provided to pairs. The practice information 
for the reports and studies identified for this bibliography are summarized in Appendix 1. 
Following is a summary of the literature on each of these practices. Practices were summarized 
as leading, promising and emerging using the above definitions. Please note that the literature 
totals in each description will add to 29, not 28, as Karcher and Lindwall (2003) present two 
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studies with different program practices within the same journal article. Also, percentages may 
not add up to 100% due to rounding. 

 
Recruitment 
 
Different Schools (Emerging Practice) 

Karcher (2007) notes in his review that larger effects are found when the teen mentor and their 
mentee are from different schools. This may be especially beneficial if the aim of the program is 
to facilitate transitions across schools, as the mentoring relationship provides an opportunity for 
the mentee to meet someone in another school. Additionally if match meetings are held in the 
transition school it allows the mentee to experience the setting first hand. It is important to note 
though that in many rural settings schools follow either a structure where junior high grades are 
included in elementary or high schools and as such they would not be able to meet this practice. 
 
Mentors and mentees coming from separate schools can be summarized as an emerging 
practice for teen mentoring. Many (16; 55%) of the studies selected for this bibliography did not 
provide information on whether mentors and mentees came from separate schools. Of the 
studies, 7 (24%) had mentors and mentees from separate schools and 6 (21%) were from the 
same school. 
 

Two Year Age Difference (Emerging Practice) 
Karcher (2007) has found larger positive effects when there was at least a two year age 
difference between the mentor and mentee. This practice ensures that mentors are “older and 
presumably wiser and more mature” than their mentee (Karcher, 2013, p. 234). This can be 
summarized as an emerging practice for teen mentoring. For the studies included in this 
bibliography 16 (55%) had a two year age difference between the mentor and mentee, 4 (14%) 
did not and 9 (31%) did not provide enough information on the age of their participants. 
 

High School Mentor (Emerging Practice) 
Bowman and Myrick (1987) found smaller effects for elementary and middle school aged 
mentors when compared to high school aged mentors. Herrera et al. (2008) found that most 
(76%) BBBS of America teen mentoring programs used high school mentors matched with 
elementary mentees to avoid “concerns that matching young volunteers with students in middle 
school who are very close in age would yield less productive matches” (p. 7). Some researchers 
suggest that younger mentors may be more impulsive, less able to see from others perspectives 
and less able to focus on a mentee (Selman, 1980). This suggests that “older mentors may 
benefit more as well as be more effective” (Karcher, 2007, p. 8). 
 
As such, this can be summarized as an emerging practice for teen mentoring. Programs can be 
flexible to using junior high mentors, recognizing that they will need additional monitoring and 
support as they may not have as much maturity and experience as older mentors. In this 
bibliography there were 4 (14%) studies that used mentors from elementary school (Grade 
Kindergarten to 6), 5 (17%) used mentors that spanned junior and high school (Grades 6 to 12), 
and 14 (48%) that used high school (Grades 10 to 12) mentos. A total of 6 (21%) studies did not 
provide Grade level information on their mentors. 
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Individual Mentee Referral (Emerging Practice) 
For programs operating in schools it is often easier logistically to send whole classes for teen 
mentoring as opposed to selecting individual students based on a specified need. However, 
Craig, Gregus, Rivera and Cavell (2013) found different outcomes for mentees referred to teen 
mentoring as part of their class or on an individual basis. Those that were referred by class 
showed declines in pro-social interactions and academic functioning and significant increases in 
emotional behavioural problems as rated by their teachers. Those that were referred 
individually saw increases in their social competence. Individual mentee referral can be 
summarized as an emerging practice for teen mentoring. Most of the studies (21; 71%) in this 
review recruited mentees on an individual basis, 7 (24%) studies did not provide information on 
the recruitment process for mentees, and one study (3%) that used class referral. 
 

Voluntary Mentors (Promising Practice) 
Teen mentors often receive school credit or community service hours for their time in teen 
mentoring programs. Mentors who receive these benefits are called mandatory as opposed to 
voluntary mentors. For example, 64% of BBBS of Canada teen mentoring program mentors were 
mandatory (Wheeler et al., 2011). However, mandatory mentors were found by Herrera et al. 
(2008) to be less likely to carry over their matches to the next school year compared to 
voluntary mentors. They also found that mandatory mentors often volunteer only until the end 
of the commitment required to receive credit. Finally, Craig et al. (2013) found increases in child 
rated social competence for mentees of voluntary as opposed to mandatory mentors. The use of 
voluntary mentors can be summarized as a promising practice for teen mentoring. Herrera et al. 
(2008) suggests that if programs would like to use mandatory mentors that they should make 
credits or hours contingent on commitment to the full length of the program and consistent 
attendance to match meetings. 
 
For the studies included in the current bibliography there was an even split between the use of 
voluntary (12; 41%) and mandatory (11; 38%) mentors. There were 6 (21%) studies that did not 
provided enough information about the recruitment of their mentors.  
 

Meeting Structure 
 
Mentor Mentee Ratio: One to One (Promising Practice) 

Similar to the general mentoring body of literature (DuBois, Holloway, Valentine & Cooper, 
2002), most of the teen mentoring research literature focuses on the effectiveness of one 
mentor matched with one mentee (Karcher, 2007). Wheeler et al. (2011) found that only 25% of 
Canadian BBBS teen mentoring programs supported both one on one and group matches 
compared to 75% of programs that only provided one on one matches. Therefore individual as 
opposed to group mentoring can be summarized as a promising practice for teen mentoring. 
This may change as evidence on the use of group mentoring in general and in the teen 
mentoring context grows. Consistent with the above findings most (20; 69%) of the articles 
described here had a one mentor to one mentee ratio (3; 10% group; 6; 21% no information). 
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Meet in Separate Space (Emerging Practice) 
School based teen mentoring programs often have mentor pairs meet in a common room given 
that physical space in schools is in short supply. Matches that meet together in a common room 
with other matches may last longer than those that met separately (Herrera et al., 2008). 
Meeting in an area with other matches also encouraged the retention of mentors (Herrera et al., 
2008). However, mentees reported that they felt that their mentors were less focused on them 
during these meetings (Herrera et al., 2008). As mentees reported that they felt that their 
mentors were less focused on them in a common room setting, meeting in a separate space can 
be summarized as an emerging practice for teen mentoring. The recommendation is if using a 
common room for matches to meet at one time; extra program monitoring and support should 
be provided to ensure mentors are focusing on their mentees and not peers (Herrera et al., 
2008). An interesting study is Smith and Holloman’s (2013) where they note: 

The teen mentors and their assigned mentees met in the gymnasium where other 
mentor–mentee dyads were present. To minimize distractions, mentoring maintained 
1:1 ratios. The mentoring dyads also were distanced from other dyads as much as 
feasible. Outside distractions were monitored and controlled via limiting access to the 
room during the sessions (p. 389). 

 
Many (20; 69%) of the articles identified here did not provide information about the mentoring 
meeting space, followed by meeting in a shared meeting space such as a library or classroom (7; 
24%) and meeting independently (1; 3%). 
 

Activities: Relationship Focus (Promising Practice) 
Teen mentoring pairs often participate in games, social and sports activities (Wheeler et al., 
2011). Herrera et al. (2008) found that teen mentors participate in academic activities less with 
their mentees than adult mentors. However, when teen mentoring programs are hosted in 
schools, there can be a drift towards pairs participating in more academic activities. Relationship 
based activities put needed emphasis on developing the relationship between the mentor and 
mentee and avoids mentors becoming tutors (Karcher, 2013; Karcher, 2007). A relationship 
focus to mentoring activities is a promising practice for teen mentoring. 
 
Many (13; 45%) of the studies in the current review did not provide information on the activities 
mentors and mentee participated in, followed by relationship focused (11; 38%) and academic 
focused activities (5; 17%). 
 

Meeting Frequency: Weekly (Leading Practice) 
Session Length: One Hour (Leading Practice) 

Karcher (2007) encourages mentoring pairs to meet regularly, noting that this is usually weekly 
for an hour. Similarly, MENTOR (2009, p. 8) states that “frequent, regular contact provides more 
opportunities to develop a close relationship by engaging in shared activities and providing 
ongoing social and emotional support”. Their standards call for meetings once a week for an 
hour. Teen mentoring pairs meeting weekly for an hour are leading practices. 
 
Many (22; 76%) of the articles summarized here had their teen mentoring pairs meet at least 
weekly. One (3%) study had their matches meet monthly, while another did not have 
expectations for the matches to meet regularly (1; 3%). Also, 5 (17%) of the studies did not 
provide information on the frequency of match meetings. 
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Many of the articles in the bibliography did not provide information on the length of their 
mentoring sessions (14; 48%); although 10 studies (34%) met this criterion and 5 (17%) did not. 
Programs ranged from a minimum length of 20 minutes (Eddy, 2011) to a maximum length of 2 
hours (Karcher, 2005; Karcher, 2006). 
 

Match Length: One Year (Leading Practice) 
General mentoring research shows that the longer the length of a mentoring relationship the 
more positive benefits for the mentee (Shaw & Bisanz, 2008; Ferronato, 2001). Researchers 
believe this is due to either the benefits of mentoring taking longer to become evident or that 
the length of a match serves as a measure of the development of the relationship over time. 
MENTOR’s (2009) standards for general mentoring call for mentors to commit to the 
relationship for a minimum of one calendar or school year. In BBBS of Canada teen mentoring 
programs, 42% last a semester and 56% for the school year (Wheeler et al., 2011). Teen 
mentoring pairs meeting for a full academic year is an leading practice for teen mentoring.  
 
There was a great variety in the articles identified for the bibliography in terms of the length of 
teen mentoring matches. Thirteen (45%) articles did not provide information on match length. 
Articles that stated their matches met for between 8 months, or approximately an academic 
year, to one year were deemed to have met this criterion. Six (21%) articles met the criteria and 
10 (34%) did not. For those that reported match length, it ranged for matches from a low of 3 
weeks (Staude-Sites, 2012) to a high of 1 year (Brady, Dolan & Canavan, 2014; Herrera et al., 
2008; Karcher, 2009; Karcher, Davis & Powell, 2002; Karcher, Nakkula & Harris, 2005; Willis, 
Bland, Manka & Craft, 2012). 
 

Match Carry Over (Emerging Practice) 
As noted above, mentoring matches should be encouraged to continue for as long as possible. 
As such, the ability of matches to carry over to the next academic year is an emerging practice. 
Most (25; 86%) of the identified articles here did not provide information as to whether their 
program supported matches carrying over to the next year, although 4 (14%) articles noted that 
this does happen in their program. It is important to note that if a program wants matches to 
carry over to the next year, high school students should be engaged in the program before 
Grade 12 (Herrera et al., 2008). 

 
Monitoring and Support 

Karcher (2007) notes that the positive effects of teen mentoring are diminished when less 
program monitoring and support is provided to mentoring pairs. 
 

Monitoring (Leading Practice) 
Monitoring of teen mentoring pairs can occur through direct supervision, the use of log sheets, 
taking attendance and having participants maintain reflective journals. Monitoring staff should 
watch for instances of deviancy training, for mentor/mentee absences and if mentors are 
becoming overwhelmed (Karcher, 2007; Patterson, Dishion & Yoerger, 2000). Herrera et al. 
(2008) found that 62% of mentors in BBBS of America’s teen mentoring program had staff 
always/often present during their match meetings. However in Wheeler et al’s (2011) 
examination of BBBS of Canada’s teen mentoring programs only 22% required their staff to be 
present during mentoring activities. 
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Most (14; 48%) articles listed here did not provide information on the monitoring support that 
they provide to their program. Eight (28%) articles noted supervision and types of monitoring 
documentation and 7 (24%) articles mentioned minimal supervision (e.g. 2 hours a month) or 
documentation. 
 

Supports (Leading Practice) 
Adolescent mentors will likely need different resources and supports than adult mentors to help 
them in their role (Karcher, 2013). One form of support is training for mentors. Mentors who 
received at least two hours of training and who had high quality support from program staff had 
stronger and closer relationships with their mentees and were more likely to carry over their 
matches to the next year (Herrera et al., 2008). Two hours of training is considered a minimum 
(Herrera et al., 2008) with Wheeler et al. (2011) finding most BBBS of Canada teen mentoring 
programs provided an average of 5 hours of training. Training topics can include background on 
the mentoring relationship life cycle, active listening, negotiation strategies, conflict resolution 
and the role of mentors. Also the training should be interactive rather than lecture style as this 
is more developmentally appropriate for this age group of mentors. 
 
Another support tool is the use of a teen mentoring program curriculum. Most of the teen 
mentoring programs in Canada and the United States do not use a curriculum, only 21% in 
Wheeler et al.’s 2011 examination of teen mentoring programs. Even when programs do report 
that they use a curriculum it tends to be a loose definition, for example it could consist of a 
collection of ideas for match activities. One of the recommendations from Buote’s (2009) 
evaluation of British Columbia’s BBBS teen mentoring program was to help mentors with ideas, 
materials and equipment for activities that they can participate in with their mentee. While 
researchers recommend the need for some structure, which could be provided partly through 
the use of a curriculum, they note that the curriculum should not take priority over the 
relationship between the mentor and mentee. It is important to also note that while many teen 
mentoring support materials have been developed few have been evaluated (Karcher, 2013). 
 
Finally, ongoing support meetings with mentors and mentees should also be provided by 
program staff. Herrera et al. (2008) found that the frequency with which mentors talked to 
program staff was associated with positive outcomes for mentees (Herrera et al., 2008). 
 
Many (15; 52%) of the articles here provided information on the number of hours and type of 
training provided to mentors, and if applicable the curricula used for the program. One (3%) 
article identified a minimal amount of support in one hour of training. The remaining articles 
(13; 45%) provided no to little information on their supports. 
 

Outcomes: Mentor 
Information on the outcomes of teen mentoring programs for the mentors themselves was 
collected as this is an identified gap in the literature. Consistent with this many (10; 34%) of the 
articles identified here did not examine mentor outcomes. In Wheeler et al. (2011) survey of 
Canadian Big Brother Big Sister agencies offering teen mentoring programs 81% felt that 
mentees and mentors benefit equally from the match. 
 
The mentor outcomes demonstrated in the reports and studies identified for this bibliography 
are summarized in Appendix 2. As can be seen in the appendix the most supported outcomes 
for mentors from teen mentoring are: 
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 increased self-confidence/efficacy/esteem/worth (8 articles); 

 increased connectedness to academics/community/parents/peers/school (5 articles); 

 improved social skills encompassing communication, empathy, leadership, moral reasoning, 
patience, problem solving, responsibility, social interest and decreased social anxiety (5 
articles). 
 

Outcomes: Mentee 
The mentee outcomes for teen mentoring demonstrated in the reports and studies identified 
for this bibliography are summarized in Appendix 3. Articles identified in this review provided 
the most support for the following outcomes for mentees: 

 increased connectedness to future/learning/interpersonal 
relationships/parents/peers/school/socially/teachers (11 articles); 

 increased self-confidence/esteem/worth (6 articles); 

 improved academic performance, with many qualifiers provided to these findings (6 
articles); 

 increased assertiveness/social acceptance/social competence/social skills (5 articles). 
 

Measures: Mentor 
The measures used to demonstrate mentor outcomes for articles in this review are summarized 
in Appendix 4. It was hoped that there would be common measures that could be employed in 
future evaluations of teen mentoring programs. However, there were not many commonalities 
in measures used. Most researchers developed their own survey questions or adapted existing 
scales for their own use. The one exception was the use of the Hemingway Measure of 
Adolescent Connectedness that was used by 4 articles. 
 

Measures: Mentee 
The measures used to demonstrate mentee outcomes are summarized in Appendix 5. Similar to 
measures used with mentors there was little overlap in measures used to demonstrated mentee 
outcomes. Two exceptions included the Hemingway Measure of Preadolescent Connectedness 
(2 articles used) and the Harter Self-Perception Scale for Children (2 articles used). 
 
4.0 DISCUSSION 
In summary we see the body of research literature surrounding teen mentoring programs is an 
emerging field. A number of leading practices from general mentoring have been employed in 
teen mentoring programs and there are also some emerging and promising practices that are 
specific to teen mentoring as summarized below. 
 

Emerging Practices Promising Practices Leading Practices 

 Different Schools 

 2 Year Age Difference 

 High School Mentors 

 Individual Mentee 
Referral 

 Meet in Separate Space 

 Match Carry Over 

 Voluntary Mentors 

 Mentor Mentee Ratio: 
One to One 

 Activities: Relationship 
Focus 

 Meeting Frequency: 
Weekly 

 Session Length: One Hour 

 Match Length: One Year 

 Monitoring 

 Support 
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There are also groupings of evidence for outcomes of teen mentoring for both mentors and 
mentees. For teen mentors we see support for increased self-confidence, connectedness to a 
variety of people in teen’s lives and social skills as result of their involvement in teen mentoring 
programs. For mentees there is support for a number of outcomes of teen mentoring. These 
include increased connectedness to those in their lives, self-confidence and social skills. There is 
also some evidence of improved academic performance, although the connection does not 
seem to be direct but mediated or moderated by a number of factors. 
 
Finally, we did not see consistency in the measures used by researchers to demonstrate the 
above outcomes. Most researchers developed their own survey questions or adapted questions 
from existing instruments. The two exceptions to this were the Hemingway Measure of 
Connectedness (Preadolescent, Adolescent versions) and the Harter Self-Perception Scale. We 
also encountered in our searches a useful resource, the Oregon Mentors Evaluation Instrument 
Toolkit (Oregon Mentors, 2013). The toolkit includes tips for selecting instruments as well as 
descriptions of specific measures that could be useful for programs evaluating themselves. 
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6.0 APPENDIX 1 LEADING PRACTICE INFORMATION 
 Recruitment Meeting Structure 

Monitoring Support Additional Details Different 
School 

2 Year Age 
Difference 

High School 
Mentor 

Individual 
Mentee 
Referral 

Voluntary 
Mentor 

Ratio 1:1 
Meeting 

Space 
Activities Frequency Length 

Match 
Length 

Carry Over 

Brady, Dolan, & Canavan 
(2014) 

Unknown Unknown Unknown 

All or first 
year 

students 
invited to 

apply 

Voluntary 1:1 Classroom 
Indiv & 
group 

activities 
Weekly 40 minutes School year Unknown 

Link teacher 
supervises; 

matches 
complete 

report cards 
after each 
meeting 

Unknown Match on gender 

Brewer & Carroll (2010) No Unknown Gr 10-12 Unknown Voluntary Unknown Unknown Unknown Unknown Unknown Unknown Unknown Unknown Unknown - 

Buote (2009) Unknown Unknown Unknown 
Chosen by 

school 
personnel 

Some 
mandatory 

Most 1:1; 
some group 

Unknown Unknown 
Most said 

over 25 hrs 
with mentee 

Unknown Unknown 

13% 
mentors 
matched 

with same 
mentee 

Most said 
over 12 hrs 
supervision 

provided 

Teen Mentor 
Coordinator; 
2 x a month 

- 

Cavell, Gregus & Craig 
(2012) 

Unknown 
Mentor: 

Unknown 
Mentee: Gr 2-5 

Unknown 
Teacher 
referred 

Mandatory 
1:1; 2 

children/day 
Unknown Unknown 

4 ½ days per 
week 

1 hour 
One 

semester 
Unknown Unknown Unknown - 

Craig, Gregus, Rivera & 
Cavell (2013) 

Unknown 
Mentor: Gr 10-

12 
Mentee: Gr 2-4 

Gr 10-12 
Indiv & class 

referral 
Voluntary & 
mandatory 

Unknown Unknown Unknown Unknown Unknown 6 months Unknown Unknown Unknown - 

Eddy (2011) Unknown 
Mentor: Gr 5 

Mentee: Gr 1-2 
Gr 5 Unknown Mandatory 1:1 Hallway Reading Daily 20 minutes 50 days Unknown Unknown Gr 5 teachers 

Mentoring occurred during 
non-instruction times. 

Fair, Decker & Hopkins 
(2011) 

Unknown 
Mentor: Gr 6 

Mentee: K 
Gr 6 

All invited to 
participate 

Mandatory 1:1 
Chapel & 

other 
locations 

Chapel 
services & 

other 
activities 

3x /week Unknown Unknown Yes Unknown Unknown 
Mentors receive minimal 

training. 

Fair, Decker & Hopkins 
(2012) 

Yes 
Mentor: Gr 6 

Mentee: K 
Gr 6 

All invited to 
participate 

Mandatory 1:1 
Chapel & 

other 
locations 

Chapel 
services & 

other 
activities 

3x /week Unknown Unknown Yes Unknown Unknown 
Mentors receive minimal 

training. 

Legend: 
Meets 
Criteria 

Does Not Meet 
Criteria 

Unknown             
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 Recruitment Meeting Structure 

Monitoring Support Additional Details Different 
School 

2 Year Age 
Difference 

High School 
Mentor 

Individual 
Mentee 
Referral 

Voluntary 
Mentor 

Ratio 1:1 
Meeting 

Space 
Activities Frequency Length 

Match 
Length 

Carry Over 

Finckler (2000) Yes 
Mentor: Gr 10-

12 
Mentee: Gr 3-6 

Gr 10-12 
Identified by 
school risk 

Voluntary 1:1 Unknown Unknown Weekly 1 hour Unknown Unknown Unknown Unknown 
Matched on gender & 
school knowledge of 

mentees 

Herrera et al. (2008) Varied 

Mentor: 
Junior/Senior 

Mentee: 
Elementary 

50% Juniors 
26% Seniors  

Varied 
Voluntary & 
Mandatory 

Varied 
78% meet in 
large group 

room 

Conversation
/recreation 

83% 4x/mo 
42% 45-60 

min 
39% 1 hr+ 

1 year 
40% carried 

over 

62% BBBS 
staff present 
(often/alway

s) 

Unknown - 

Ikard (2001) Yes 
Mentor: Gr 10-

12 
Mentee: Gr 6 

Gr 10-12 Individual Mandatory 1:1 Unknown Unknown Weekly Unknown 10 weeks Unknown Unknown Unknown 
Matched on gender, 
ethnicity & interests 

Jones (2015) Unknown 
Mentor: 10-11 
Mentee: Gr 7-

11 
Gr 10-11 Individual Voluntary 1:1 Unknown Unknown Weekly 90 minutes Unknown Unknown Unknown 

School 
counselor & 
grad student 

supported 

- 

Karcher (2005) Yes 
Mentor: Gr 8-

12 
Mentee: Gr 4-5 

Gr 8-12 Individual Voluntary 
most 

1:1/group 
format 

Unknown 
Connectedne

ss & rec 
activity 

2x/week 2 hours 6 months Unknown 
2 hrs 

supervision/
month 

1 support 
meeting/mo 
with mentor 

High & low risk mentees 
were referred 

Karcher (2006) Yes 
Mentor: Gr 8-

12 
Mentee: Gr 4-5 

Gr 8-12 Individual Voluntary 
most 

1:1/group 
format 

Unknown 

structured 
activities 

from 
curricula 

2x/week 2 hours 6 months Unknown 
2 hrs 

supervision/
month 

1 support 
meeting/mo 
with mentor 

High & low risk mentees 
were referred 

Karcher (2009) Unknown 
Mentor: Gr 10-

11 
Mentee: Gr 4-5 

Gr 10-11 Individual Unknown 
most 

1:1/group 
format 

Library, gym 
or cafeteria 

½ structured 
activities & ½ 

free play 
Weekly Unknown 9 months Unknown 

2 hrs 
supervision/

month 

8 hrs 
training; 
CAMP 

curriculum 

Half of mentees with 
social, behavioural or 

family risk factors; half 
volunteered. 

Karcher et al. (2010) Varied 
Mentor: 

Unknown 
Mentee: Gr 4-9 

Unknown Individual Unknown Unknown Varied Varied Most weekly Most 1 hour Unknown Unknown 
Supervision 
once a mo 

for first year 
Unknown - 

Karcher, Davis & Powell 
(2002) 

No 
Mentor: High 

school 
Mentee: Gr 5 

High school Unknown Unknown 1:1 Unknown 
Recreation & 

academic 
activities 

Monthly Unknown 1 year Unknown 
1 hr monthly 
supervision 

2 days 
training 

- 

Legend: 
Meets 
Criteria 

Does Not Meet 
Criteria 

Unknown             
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 Recruitment Meeting Structure 

Monitoring Support Additional Details Different 
School 

2 Year Age 
Difference 

High School 
Mentor 

Individual 
Mentee 
Referral 

Voluntary 
Mentor 

Ratio 1:1 
Meeting 

Space 
Activities Frequency Length 

Match 
Length 

Carry Over 

Karcher & Lindwall (2003): 
Study 1 

Unknown 

Mentor: Gr 8-
12 

Mentee: 
Unknown 

Gr 8-12 Unknown Voluntary Unknown Unknown Unknown Unknown Unknown Unknown Unknown Unknown 8 hrs training - 

Karcher & Lindwall (2003): 
Study 2 

No 
Mentor: High 

school 
Mentee: Gr 4-5 

High school Individual Unknown Unknown Unknown 

Social skills, 
academic 

skills, 
reading 

2x/week Unknown 6 months Unknown 
2 hrs 

supervision 
monthly 

Unknown - 

Karcher, Nakkula & Harris 
(2005) 

Unknown 
Mentor: High 

school 
Mentee: Gr 4-5 

High school Unknown Unknown 
Pairs in a 

group format 
Library, gym 
& cafeteria 

½ structured 
activities & ½ 

free play 
Weekly 2 hours 1 year Unknown Unknown Unknown 

High and low risk mentees 
recruited 

Knowles & Parsons (2009) Unknown Unknown Unknown Unknown Unknown 1:1 Unknown Unknown Unknown Unknown Unknown Unknown Unknown 

School staff 
provided 
ongoing 
support 

- 

Roach (2014) Unknown 
Mentor: Older 

peer 
Mentee: Gr 4-7 

Older peer Individual Voluntary 
1:1/small 

group/drop 
in 

Unknown Unknown 

Not 
obligated to 

meet 
regularly 

Unknown Unknown Unknown Unknown 

Staff 
members 
provided 
support 

Matched on gender, 
personality & teacher 

input 

Smith (2012) No 

Mentor: Gr 11-
12 

Mentee: Gr 9-
10 

Gr 11-12 Individual Voluntary 1:1 Unknown 

1st: 
academics, 

2nd 
structured 
activities 

2x/week 45 minutes Unknown Unknown 

Ongoing 
check in 
offering 

monitoring 

Initial 
training, 

curriculum 
- 

Smith & Holloman (2013) Yes 
Mentor: Gr 10-

11 
Mentee: Gr 3-4 

Gr 10-11 Individual Mandatory 1:1 

Avoided 
pairs 

coalescing 
into groups 

Structured & 
physical 
activities 

Weekly 1 hour Unknown Unknown 

Project 
director 

supervised 
interactions 

Trained on 
curriculum; 
debriefing 

session 

Outside distractions in 
room were monitored & 

controlled 

Staude-Sites (2012) Unknown 
Mentor: Gr 4-5 
Mentee: Gr 1-2 

Gr 4-5 Individual Voluntary 1:1 Library 
Tutoring & 
structured 
activities 

4x/week 30 minutes 3 weeks Unknown 
School staff 
supervised 

2 hr training 
Matched on personality, 

strengths and needs 

Turney (2013) No 

Mentor: Gr 9-
12 

Mentee: Gr 9-
12 

Gr 9-12 Individual Voluntary 1:2 Unknown Unknown Daily Unknown 6 weeks Unknown 
Mentor log 

sheet 

1 hr 
leadership 

training 

Matched on academic, 
social needs, home 

language & class schedules 

Legend: 
Meets 
Criteria 

Does Not Meet 
Criteria 

Unknown             
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 Recruitment Meeting Structure 

Monitoring Support Additional Details Different 
School 

2 Year Age 
Difference 

High School 
Mentor 

Individual 
Mentee 
Referral 

Voluntary 
Mentor 

Ratio 1:1 
Meeting 

Space 
Activities Frequency Length 

Match 
Length 

Carry Over 

Walker (2005) Yes 
Mentor: Senior 

high 
Mentee: K- 6 

Senior high Individual Mandatory 1:1 Unknown 
Mentoring, 
tutoring & 

social  
Weekly 30 minutes Unknown Unknown Unknown 

6 weeks 
training & 

BBBS  

Matched on gender and 
ethnicity 

Willis et al. (2012) Unknown 
2 yr age 

difference 
High school Individual Voluntary 1:1 

Individually 
in classroom 

or library 

Relationship 
building 

Weekly 1 hour 8 months Unknown 

Classroom 
teacher 

supervised; 
library no 

supervision 

7 hrs training - 

Yeh (2007) No 

Mentor: High 
school 

Mentee: High 
school 

High school Individually Mandatory 1:1 & 1:5-6 Study hall 
Discussion; 
relationship 

activities 
Weekly Unknown 1 semester Unknown 

Graduate 
student 

supervision 
Training 

Matched on language, 
culture and gender 

# Met Criteria 7 (24%) 16 (55%) 14 (48%) 21 (71%) 12 (41%) 20 (69%) 1 (3%) 11 (38%) 22 (76%) 10 (34%) 6 (21%) 4 (14%) 8 (28%) 15 (52%) - 

# Did Not Meet Criteria 6 (21%) 4 (14%) 9 (31%) 1 (3%) 11 (38%) 3 (10%) 7 (24%) 5 (17%) 2 (6%) 5 (17%) 10 (34%) - 7 (24%) 1 (3%) - 

# Unknown 16 (55%) 9 (31%) 6 (21%) 7 (24%) 6 (21%) 6 (21%) 20 (69%) 13 (45%) 5 (17%) 14 (48%) 13 (45%) 25 (86%) 14 (48%) 13 (45%) - 

Legend: 
Meets 
Criteria 

Does Not Meet 
Criteria 

Unknown             
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7.0 APPENDIX 2 OUTCOMES: MENTOR 
Outcome Category Outcome Supporting Reference(s) Not Supported Reference(s) 

Academic 

Academic 
engagement 

Fair, Hopkins & Decker (2012; if 
good relationship quality) 

Craig, Gregus, Rivera & Cavell 
(2013; slight decrease) 

Academic 
performance 

Staude-Sites (2012)  

Attendance   Staude-Sites (2012) 

Connectedness to 
school / peers / 
parents / 
community / 
academics 

 

Buote (2009; school); Fair, 
Hopkins & Decker (2012; school 
connectedness and adjustment, if 
good relationship quality); Jones 
(2015; school and social); Karcher 
(2009; school, culturally different 
peers, self in the future, friends); 
Karcher & Lindwall (2003; school, 
reading, family, future) 

Cavell, Gregus & Craig (2012; self-
report of school connectedness 
and community engagement); 
Karcher & Lindwall (2003; school 
if high social interest) 

Organization  
Herrera, Kauh, Cooney, Crossman 
& McMaken (2008) 

 

Self-confidence / 
efficacy / esteem / 
worth 

Self confidence 
Jones (2015); Turney (2013); 
Willis, Bland, Manka & Craft 
(2012) 

 

Self efficacy 
Brewer & Carroll (2010; social); 
Buote (2009) 

Brewer & Carroll (2010; general) 

Self esteem 
Cavell, Gregus & Craig (2012; self-
report); Karcher (2009; 
extracurricular, sport, school) 

 

Self worth 
Craig, Gregus, Rivera & Cavell 
(2013) 

 

Social skills 
(leadership, 
communication, 
patience) 

Communication 
Herrera, Kauh, Cooney, Crossman 
& McMaken (2008) 

 

Empathy Jones (2015);  

Leadership 

Herrera, Kauh, Cooney, Crossman 
& McMaken (2008); Turney 
(2013); Willis, Bland, Manka & 
Craft (2012) 

 

Moral reasoning 
Ikard (2001; may or may not be 
due to mentoring program); Jones 
(2015); 

 

Patience 
Herrera, Kauh, Cooney, Crossman 
& McMaken (2008) 

 

Problem solving 
Willis, Bland, Manka & Craft 
(2012) 

 

Responsibility 
Herrera, Kauh, Cooney, Crossman 
& McMaken (2008) 

 

Social Anxiety 
Jones (2015; decreases in 
anxiety); 

 

Social Interest  Brewer & Carroll (2010) 

Time management  
Cavell, Gregus & Craig (2012; self-
report) 

 

Understanding of 
working with 
children 

  
Cavell, Gregus & Craig (2012; self-
report) 

Child development 
knowledge 

Herrera, Kauh, Cooney, Crossman 
& McMaken (2008) 
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8.0 APPENDIX 3 OUTCOMES: MENTEE 
Outcome Category Outcome Supporting Reference(s) Not Supported Reference(s) 

Academic 
performance 

 

Cavell, Gregus & Craig (2012; 
small improvement); Eddy (2011; 
reading fluency increase, unsure 
if due to mentor); Finckler (2000); 
Herrera, Kauh, Cooney, Crossman 
& McMaken (2008; if good match 
support provided); Karcher, Davis 
& Powell (2002; spelling as 
mediated by parental 
connectedness); Turney (2013); 
Willis, Bland, Manka & Craft 
(2012; attitudes toward reading, 
literacy) 

Staude-Sites (2012) 

Attendance  

Herrera, Kauh, Cooney, Crossman 
& McMaken (2008; if good match 
support provided); Staude-Sites 
(2012) 

 

Behaviour 

Behavioural 
competence / 
behavioural 
problem reduction 

Cavell, Gregus & Craig (2012; 
increase of positive behaviors; 
decrease of emotional and 
behavioural problems);  

Craig, Gregus, Rivera & Cavell 
(2013; increase in emotional and 
behavioural problems); Karcher 
(2005; decreased self behaviour 
ratings if poor mentor attendance) 

Connectedness to 
school / peers / 
parents 

 

Cavell, Gregus & Craig (2012; 
school); Fair, Hopkins & Decker 
(2012; school if good relationship 
quality); Herrera, Kauh, Cooney, 
Crossman & McMaken (2008; 
teacher; if good match support 
provided); Jones (2015; social as 
rated by mentors); Karcher 
(2005; parents and school); 
Karcher, Davidson, Rhodes & 
Herrera (2010; teacher); Karcher, 
Davis & Powell (2002; parents, 
school, future); Roach (2014; 
school satisfaction); Smith (2012; 
school attitudes for high quality 
relationships); Staude-Sites 
(2012; teaching, learning, 
interpersonal relationships); Yeh, 
Ching, Okubo & Luthar (2007; 
peer attachment) 

 

Classroom affect 
Herrera, Kauh, Cooney, Crossman 
& McMaken (2008; if good match 
support provided) 

 

Health 

Body Mass Index Smith & Holloman (2013)  

Blood pressure  Smith & Holloman (2013) 

Physical activity Smith & Holloman (2013)  
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Self-concept / 
confidence / 
esteem / worth / 
efficacy 

Attractiveness  
Karcher (2005; decreased self-
attractiveness ratings if poor 
mentor attendance) 

Self confidence 
Jones (2015; as reported by 
mentors); Turney (2013) 

 

Self esteem 

Cavell, Gregus & Craig (2012; self-
report); Finckler (2000); Karcher 
(2005; if good mentor 
attendance) 

 

Self worth 
Craig, Gregus, Rivera & Cavell 
(2013) 

 

Social skills 
(leadership, 
communication, 
patience) 

Assertiveness 
Herrera, Kauh, Cooney, Crossman 
& McMaken (2008; compared to 
adult mentoring) 

 

Prosocial 
interaction 

 
Craig, Gregus, Rivera & Cavell 
(2013; decrease in prosocial 
interaction) 

Social acceptance 
Herrera, Kauh, Cooney, Crossman 
& McMaken (2008) 

 

Social competence 
Craig, Gregus, Rivera & Cavell 
(2013) 

 

Social skills 

Cavell, Gregus & Craig (2012; 
small improvement); Karcher 
(2005; if good mentor 
attendance); Turney (2013) 

Karcher (2005; decreased self-
social skill ratings if poor mentor 
attendance) 

Transitions across 
schools 

 
Brady, Dolan & Canavan (2014); 
Fair, Hopkins & Decker (2012; 
kindergarten) 
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9.0 APPENDIX 4 MEASURES: MENTOR* 
Outcome Measure Reference(s) 

Attachment 
Inventory of Parent and Peer 
Attachment 

Karcher (2009) 

Communication My Role as a Mentor Buote (2009) 

Community 
involvement 

Me and My Community Buote (2009) 

Concern for Others About Others Buote (2009) 

Connectedness to 
community / school / 
peers / parents 

Attitudes Toward Youth in Mentor’s 
Community 

Karcher, Davison, Rhodes & Herrera (2010) 

The Hemingway: Measure of 
Adolescent Connectedness 

Buote (2009), Karcher (2009); Karcher, Davison, 
Rhodes & Herrera (2010); Karcher & Lindwall 
(2003) 

Social Interest Scale 
Brewer & Carroll (2010); Karcher & Lindwall 
(2003) 

Empathy 
Empathy Assessment Index Jones (2015) 

Thoughts and Feelings Questionnaire Buote (2009) 

Emotional Engagement How I Feel About My Mentee Buote (2009) 

Moral Reasoning Defining Issues Test Ikard (2001); Jones (2015) 

Relationship Quality 
Match Characteristics Questionnaire 

Fair, Hopkins & Decker (2012); Karcher, Nakkula 
& Harris (2005) 

Relationship Assessment Scale Fair, Hopkins & Decker (2012) 

Responsible Choices Youth Asset Survey Buote (2009) 

School Adjustment 

Psychological Sense of School 
Membership Scale 

Fair, Hopkins & Decker (2012) 

Teacher Rating Scale of School 
Adjustment 

Fair, Hopkins & Decker (2012) 

Self-concept / 
confidence / esteem / 
worth / efficacy 

My Mentee and I Buote (2009) 

Resiliency Inventory Buote (2009) 

Self Efficacy Scale Brewer & Carroll (2010) 

Self Esteem Craig, Gregus, Rivera & Cavell (2013) 

Self Esteem Questionnaire Karcher (2009) 

Time management Managing My Time Buote (2009) 

Volunteering Volunteer Function Inventory Karcher, Nakkula & Harris (2005) 

* Only scales appearing in their entirety are listed here, adapted items from standardized measures and questions 
that were developed specifically for studies are not included. 
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10.0 APPENDIX 5 MEASURES: MENTEE* 
Outcome Measure Reference(s) 

Academic 

Academic, College and Career Help 
Seeking Scale 

Yeh, Ching, Okubo & Luthar (2007) 

Dynamic Indicators of Basic Early 
Literacy Skills 

Eddy (2011) 

StoryTown Benchmarks Eddy (2011) 

Wide Range Achievement Test Karcher, Davis & Powell (2002) 

Behaviour 
Child Behaviour Scale Karcher, Davison, Rhodes & Herrera (2010) 

Negative Contribution to the 
Classroom 

Karcher, Davison, Rhodes & Herrera (2010) 

Connectedness to 
school / peers / parents 

Comprehensive Scales of Student 
Abilities 

Finckler (2000) 

Comprehensive School Climate 
Inventory 

Staude-Sites (2012) 

Hemingway Measure of Preadolescent 
Connectedness 

Karcher (2005); Karcher, Davis & Powell (2002) 

Inventory of Parent and Peer 
Attachment 

Yeh, Ching, Okubo & Luthar (2007) 

Multidimensional Students Life 
Satisfaction Scale 

Roach (2014) 

Perception of Ability Scale for Students Finckler (2000) 

School Belonging Craig, Gregus, Rivera & Cavell (2013) 

Social Connectedness Scale Yeh, Ching, Okubo & Luthar (2007) 

Student Teacher Relationship Scale Karcher, Davison, Rhodes & Herrera (2010) 

Emotion 

Emotional Quotient Inventory Youth 
Version: 

Smith (2012) 

Youth Emotional Engagement Karcher, Davison, Rhodes & Herrera (2010) 

Relationship Quality 
Mentee Mattering Survey Karcher, Nakkula & Harris (2005) 

Mentee Mentoring Evaluation Karcher, Nakkula & Harris (2005) 

School adjustment 

Psychological Sense of School 
Membership Scale 

Fair, Hopkins & Decker (2012) 

Teacher Rating Scale of School 
Adjustment 

Fair, Hopkins & Decker (2012) 

Self-concept / 
confidence / esteem / 
worth / efficacy 

Comprehensive Scales of Student 
Abilities 

Finckler (2000) 

Harter Self-Perception Scale for 
Children 

Karcher (2005); Karcher, Davison, Rhodes & 
Herrera (2010) 

Perception of Ability Scale for Students Finckler (2000) 

Social competence 
Primary Mental Health Project Child 
Rating Scale 

Karcher (2005) 

Wellbeing Students Life Satisfaction Scale Roach (2014) 

* Only scales appearing in their entirety are listed here, adapted items from standardized measures and questions 
that were developed specifically for studies are not included. 
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11.0 APPENDIX 6 ANNOTATIONS 
 

Author(s), year, title, journal 

Brady, B., Dolan, P., & Canavan, J. (2014). What added value does peer 
support bring? Insights from principals and teachers on the utility and 
challenges of a school-based mentoring programme. Pastoral Care in 
Education, 32(4), 241-250. 

Abstract 

This is a case study of an Irish school-based peer mentoring program to 
identify the added value that peer led models of social support for 
children and young people offer in a school setting. The Irish national 
youth organization, Foróige, runs the Big Brothers Big Sisters school-
based mentoring program in over 60 Irish secondary schools, with the 
aim of improving student’s transition to secondary school. Qualitative 
research was undertaken with 36 principals and teachers in secondary 
schools operating the program. Five specific ways in which the peer 
mentoring model adds value to existing support in schools are identified 
and discussed, while challenges associated with the model are also 
highlighted. 

Leading Practice Information 

The school-based peer-mentoring program is adapted from BBBS’s 
community-based program and follows its basic principles related to 
screening, matching, supervision and evaluation. Schools that wish to run 
a peer-mentoring program must agree to do so in accordance with the 
BBBS model and school program manual. The program is aimed at 
supporting the transition from primary to secondary school. Its focus is 
on developmental relationship building, with same gender, 1:1 matches 
meeting for at least 40 minutes per week over the course of the whole 
school year. Mentors and mentees must apply, complete an interview 
and take part in training in order to participate. A “link teacher” 
supervises the program and its overall activities, with training, resources 
and support provided by BBBS.  

Mentor and/or Mentee 
Outcome Information 

Principals and link teachers felt that the program serves to mobilize 
support between younger and older students to promote a culture of 
support within the school. Peer mentors’ own experiences as students 
strengthen their credibility with mentees and give them an 
understanding of what kinds of support their mentee may need. They 
can also support their mentees informally in situations where the school 
administration’s reach is limited. Peer mentoring provides opportunities 
to address smaller issues at the peer level before they escalate and 
require more formal intervention from the school administration. 

Measure Information 
Principals’ and link teachers’ insights on peer mentoring programs in 
their schools were obtained through interviews. 

 

  

http://www.tandfonline.com/doi/abs/10.1080/02643944.2014.960532#.VdtYOPlViOw
http://www.tandfonline.com/doi/abs/10.1080/02643944.2014.960532#.VdtYOPlViOw
http://www.tandfonline.com/doi/abs/10.1080/02643944.2014.960532#.VdtYOPlViOw
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Author(s), year, title, journal Brewer, C. & Carroll, J. (2010). Half of the equation: Social interest and 
self-efficacy levels among high school volunteer peer mentors vs. their 
non-mentor peers. Journal of School Counseling, 8, 23-50. 

Abstract School-based mentoring programs which use peer mentors have become 
a popular and cost-effective way of providing support services to 
students. While several studies examining mentee outcomes appeared in 
the past decade, less research has examined characteristics of the high 
school mentors involved. This study examined social interest, social self-
efficacy, and general self-efficacy levels of high school volunteer mentors 
and their non-mentor peers, along with the effects of gender, prior 
mentoring experience, and experience as a mentee. Findings suggest 
higher levels of social self-efficacy, higher numbers of female volunteers, 
and higher rates of former mentees among mentor populations. 

Leading Practice Information  Students who had previous experience as a mentee in elementary 
school were more likely to volunteer to be mentors in high school. 
Program coordinators could look to former mentees as a potential 
pool of candidates to be mentors. 

Mentor and/or Mentee 
Outcome Information 

Mentor: No significant difference was found between mentors and 
nonmentors on the Social Interest Scale (SIS). However, results indicated 
a difference in Social Self Efficacy (SSE) subscale scores between mentors 
and nonmentors, with mentors obtaining higher scores. In examining the 
General Self Efficacy (GSE) subscale scores, no significant difference was 
found between mentor and nonmentor. This finding indicated that 
students who volunteer for mentoring programs may have higher levels 
of social self efficacy, but do not necessarily differ from their nonmentor 
peers with respect to general self-efficacy. 

Measure Information Mentor: 

 Social Interest Scale (SIS) (Crandall, 1975): Consists of 24 items, with 
15 items specific to social interest and 9 additional buffer items. The 
SIS uses a forced-choice format. It asks participants to choose 
between two different values (i.e., imaginative – rational). 
Participants receive a point for each choice that corresponds to the 
“social” choice. The higher the score on the scale, the higher the 
level of social interest.  

 Self-efficacy Scale (SES) (Sherer, Maddux, Mercandante, Prentice-
Dunn, Jacobs, & Rogers, 1982): The SES is a 23-item scale, with 17 of 
the items composing the GSE subscale and six items representing the 
SSE subscale. Participants are asked to select their responses using a 
five point scale ranging from strongly disagree (worth one point) to 
strongly agree (worth five points). The higher the overall score on 
each subscale, the higher the levels of social and general self 
efficacy. 

 
  

http://www.academia.edu/11742768/Learning_To_Care_The_Influence_of_a_Peer_Mentoring_Program_on_Empathy_and_Moral_Reasoning_in_High_School_Student_Mentors
http://www.academia.edu/11742768/Learning_To_Care_The_Influence_of_a_Peer_Mentoring_Program_on_Empathy_and_Moral_Reasoning_in_High_School_Student_Mentors
http://www.academia.edu/11742768/Learning_To_Care_The_Influence_of_a_Peer_Mentoring_Program_on_Empathy_and_Moral_Reasoning_in_High_School_Student_Mentors
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Author(s), year, title, journal 

Buote, D. (2009). Big Brothers Big Sisters of British Columbia: Results from 
a 3 Year Evaluation of the In-School Teen Mentoring (ISM) Program. 
Vancouver, British Columbia: Arbor Educational and Clinical Consulting 
Inc. 

Abstract 

This report presents the results from an evaluation of school-based teen 
mentoring programs across British Columbia, which matched high school 
mentors with elementary school mentees. It focuses on a range of social 
outcomes for mentors, as well as their perceptions of the benefits and 
challenges of mentoring. 

Leading Practice Information 

Initial mentor screening involved an application package, contacting 
references, and a criminal record check, with some schools also 
considering academic performance. Prospective mentors were 
subsequently interviewed to assess their commitment, emotional 
maturity, and overall suitability for the program. Mentor training 
averaged 2.5 hours in length, and covered child development, 
communication skills, safety and boundaries, self-esteem, school 
protocols and expectations, and activity ideas. Mentees were referred by 
school staff. Most matches were 1:1, although in some programs, 
matched pairs came together in small groups. Mentors accessed support 
from BBBS staff during regular check-ins (in-person, by email or phone) 
or during program time. Some programs also held group check-ins with 
mentors. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentors reported that their training provided them with 
transferrable skills related to communication, leadership and working 
with children. Overall, mentors experienced limited changes in most 
outcome areas, with the exception of greater self-efficacy and decreased 
concern for others. When results were examined by gender, female 
mentors demonstrated significant increases in self-efficacy, and smaller 
gains in empathy and optimism. Male mentors, however, showed a 
decline in self-esteem. New and returning mentors both experienced 
increased self-efficacy, but returning mentors reported higher levels of 
community connectedness. Mentors generally felt positive about their 
mentee and match relationship. 
 
Mentee: Mentee outcomes were not examined directly, but mentees’ 
teachers felt that their students benefitted from being mentored. 

Measure Information 

Mentor: 

 This evaluation utilized a range of self-report surveys to assess 
mentor outcomes in 12 different areas. The names and sources of 
these surveys are listed in the report (p. 16). 

 
Mentee: 

 Mentees’ teachers completed a survey on the successes and impacts 
of the mentoring program. 

 
  



Teen Mentoring: Annotated Bibliography 31 

Author(s), year, title, journal 
Cavell, T. A., Gregus, S. J., & Craig, J. T. (2012). Big Brothers Big Sisters of 
Canada Co-Op Mentoring. Fayetteville, Arkansas: University of Arkansas. 

Abstract 

This report summarizes findings from a two-year open trial evaluating 
Co-Op Mentoring. In co-op mentoring mentors are high school students 
enrolled in a co-operative work/service class at their high school. Their 
commitment is for one academic semester (fall or spring) and their task 
is to mentor young (usually grades 2-5) elementary school students. Bigs 
typically spend 4 half-days each week in an elementary school and they 
use that time to mentor up to 8 different children (two children/day) for 
one hour each. The goal of this preliminary evaluation was to examine 
more systematically the likely benefits of Co-Op mentoring for both 
mentees and mentors. 

Leading Practice Information 

Mentees were elementary students recruited on the basis of teacher-
identified challenges at school or home. Mentors were high school 
students enrolled in a cooperative work-service course, and took part in 
15 hours of training provided by BBBS before the program began. 
Matches met 1:1 for weekly one-hour sessions over a period of four 
months. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentors perceived positive changes in their own self-esteem 
and time management capabilities, and no change in their sense of 
school connectedness or community engagement. Their self-reported 
clarity on career plans decreased; this may be due to having a more 
realistic understanding of working with children after participating in the 
mentoring program. 
 
Mentee: Overall, mentees demonstrated an increase in positive 
behaviors and a decrease in emotional and behavioral problems. They 
experienced strong gains in school connectedness and self-esteem, with 
smaller improvements in academic performance and positive peer 
interactions. 

Measure Information 

Mentor: 

 School liaisons, BBBS staff and mentors completed surveys assessing 
the latter’s participation in key mentoring tasks and their overall 
success as mentors. Mentors completed self-report surveys on other 
outcomes, which are available in an appendix (p. 17-20). 
 

Mentee: 

 Teachers, school liaisons and mentors completed surveys assessing 
mentees’ engagement in mentoring and the level of conflict in the 
mentoring relationship. Teachers and school liaisons used surveys to 
assess mentees’ other outcomes. All mentee measures are provided 
in an appendix (p. 13-16).  
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Author(s), year, title, journal 

Craig, J. T., Gregus, S. J., Rivera, F. P., & Cavell, T. A. (2013). Teen 
Mentoring in Edmonton: Exploring Challenges for Littles and Bigs. 
Fayetteville, Arkansas: University of Arkansas and Center for the Study of 
Aggression & Victimization. 

Abstract 

Data were analyzed from an open trial of teen mentoring offered by the 
Boys and Girls Club Big Brothers Big Sisters of Edmonton and Area. Data 
were collected from 362 Littles and 387 Bigs participating in 9 different 
teen mentoring programs in the Edmonton area over the course of an 
academic year. When data were collapsed across all programs, significant 
changes for Littles and Bigs were few and changes were mixed. Program 
goals (academic vs. non-academic) and relationship quality (alliance, 
conflict) were predictive of Littles’ outcomes. Subgroup analyses 
compared outcomes for mandatory versus voluntary mentors and for 
children referred individually or children referred as a whole class. 
Individual child referrals fared better than whole class referrals, 
especially when paired with a voluntary mentor. Program-specific 
analyses revealed a range of outcomes for Littles and few differences for 
Bigs. Results were used to offer specific recommendations for enhancing 
and evaluating the teen mentoring in the future. 

Leading Practice Information 

This study examined mentoring programs with a variety of different 
structures. However, the results point to the importance of designing 
programs that balance academics with relationship development, and 
the value of referring mentees and recruiting mentors on an 
individual/voluntary basis to maximize benefits for both groups of 
participants. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentors experienced significant increases only in self-esteem, 
and a small decline in academic engagement. Outcomes were found to 
vary with program goals: academically focused programs reported gains 
in school belonging for mentees, while mentees in relationship-focused 
programs reported higher levels of relationship quality and pro-social 
interaction. 
 
Mentee: Overall, mentees reported significant improvements in self-
esteem and social competence, while their teachers reported increases 
in emotional and behavioral problems and decreases in pro-social 
interactions. There were no other significant outcomes for mentees. 
Mentees experienced the most positive outcomes when referred 
individually, especially when matched with voluntary mentors. 

Measure Information 

Mentor: 

 Mentor measures were only self-reported (p. 30-38). 

 Mentoring process outcomes related to program goals and 
relationship quality were also assessed through mentee and mentor 
surveys (p. 39-43 and p. 44-49, respectively). 

 
Mentee: 

 Mentee measures were both self-reported (p. 18-22), and teacher-
reported (p. 24-28). 

 Mentoring process outcomes related to program goals and 
relationship quality were also assessed through mentee and mentor 
surveys (p. 39-43 and p. 44-49, respectively). 
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Author(s), year, title, journal 
Eddy, C. L. (2011). The Influence of Cross-Age Mentoring on Primary-Aged 
Children’s Reading Scores (Unpublished doctoral dissertation). Walden 
University, Minneapolis, Minnesota. 

Abstract 

The purpose of this study was to determine the effect of cross-age 
mentoring on reading proficiency scores. The major research question 
involved understanding how a cross-age mentoring program affected 
fluency and comprehension proficiency scores of first- and second-grade 
students. An experimental group of the students who participated in 
cross-age mentoring and a control group who did not participate were 
compared and analyzed on the basis of reading assessments. 
Multivariate analyses of covariance were conducted on pretests and 
posttests to determine the effect of mentoring on academic reading 
scores. Cross age mentoring significantly improved fluency scores for 
first-grade girls, but no other significant effects were found. 

Leading Practice Information 

Mentors were grade 5 students at the same school who were recruited 
and screened by their teachers. The mentors received training from their 
teachers on effective mentoring; training topics included building a 
rapport with their mentee, providing feedback, and strategies for 
instructing reading skills. Mentors were matched with mentees on a one-
to-one basis. Matched pairs met for 20 minutes daily for a period of 50 
days. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentor outcomes were not examined. 
 
Mentee: There were no significant changes in reading fluency or 
comprehension outcomes for mentees. Although the reading fluency 
outcomes of female grade 1 students were found to increase, it is 
unclear if this is due to the support they received from their mentors.  

Measure Information 

Mentee: 

 This study utilized the DIBELS and StoryTown Benchmarks to assess 
changes in reading skills over the course of the study. 

 

Author(s), year, title, journal 

Fair, C. D., Decker, A. K., & Hopkins, K. E. (2011). To Me It’s Like Having a 
Kid, Kind Of: Analysis of Student Reflections in a Developmental 
Mentoring Program. Mentoring & Tutoring: Partnership in Learning, 
19(3), 301–317. 

Abstract 

This qualitative longitudinal study focuses on analyses of journals written 
by 31 sixth grade students who participated in the Chapel Buddy 
program. The Chapel Buddy program is a developmental mentoring 
program that pairs sixth graders with kindergarten students. Mentors 
responded to guided writing prompts three times during the course of 
the year. Prompts were designed to encourage mentors to explore their 
role as mentors and their understanding of the mentor–mentee 
relationship. Results indicated that the program presented a rich, 
experiential learning opportunity for the sixth graders to develop a 
relationship with a younger child, to reflect on what it means to be in a 
helping relationship, and to examine their experiences as “big kids.” Sixth 
graders varied in their ability to successfully engage and manage their 
kindergarten mentees, which in turn meaningfully affected the mentors’ 
satisfaction. Strategies to maximize the educational value of 
developmental mentoring programs with younger mentors are 
discussed. 

 

http://www.tandfonline.com/doi/abs/10.1080/13611267.2011.597120?journalCode=cmet20#.VdtZS_lViOw
http://www.tandfonline.com/doi/abs/10.1080/13611267.2011.597120?journalCode=cmet20#.VdtZS_lViOw
http://www.tandfonline.com/doi/abs/10.1080/13611267.2011.597120?journalCode=cmet20#.VdtZS_lViOw
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Leading Practice Information 

All grade 6 and kindergarten students participated in the program as 
mentors and mentees, respectively, and the program was integrated into 
the school’s culture and curriculum. Matched pairs met three times a 
week in the context of in-school religious services, and for other activities 
throughout the year, with a focus on relationship building. Mentors did 
not receive training beyond an explanation of the program and their 
duties within it. This study points to the benefits of building in 
opportunities for mentors to reflect on their role, individually and as a 
group, when designing mentoring programs. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentors generally reported enjoying spending time with their 
mentee, and seeing positive changes in their relationship over the year. 
Mentors moved from activity-based descriptions of the role to 
understandings centering on friendship, responsibility, patience, open-
mindedness and role modeling. However, some mentors identified 
challenges due to significant personality differences with their mentee, 
and in mixed-gender matches. 
 
Mentee: Mentee outcomes were not examined.  

Measure Information 

Mentor: This study employed a series of prompts (p. 306) to spark 
written reflection and group discussion among the mentors on their 
understanding of the mentor role and their relationship with their 
mentee.  

 

Author(s), year, title, journal 
Fair, C. D., Hopkins, K., & Decker, A. (2012). Developmental mentoring, 
relationship quality and school adjustment: the Chapel Buddy 
programme. Early Child Development and Care, 182(1), 107-121.  

Abstract 

This prospective mixed methods longitudinal study examined the 
connection between mentor–mentee relationship quality and school 
adjustment amongst students participating in the Chapel Buddy program, 
a developmental mentoring program. Thirty-one sixth graders were 
paired with 29 kindergarteners for the duration of the school year. Sixth-
grade reports of relationship quality had a significant main effect on 
predicting the self-reported school adjustment of the kindergarten 
students at the end of the year. Additionally, regression analyses 
indicated that relationship satisfaction of the sixth-grader students 
predicted teacher reported academic adjustment of the sixth graders. 
Qualitative analyses of parents’ perspectives of the Chapel Buddy 
program indicated parents believed the program eased the transition to 
school. This study concludes that developmental mentoring has a 
positive influence on school adjustment, specifically school 
connectedness, for mentors as well as the mentees, and such a program 
can be successful for fostering adjustment to elementary and middle 
school. 

Leading Practice Information 

All grade 6 and kindergarten students participated in the program as 
mentors and mentees, respectively, and the program was integrated into 
the school’s culture and curriculum. Matched pairs met three times a 
week in the context of in-school religious services, and for other activities 
throughout the year, with a focus on relationship building. Mentors did 
not receive training beyond an explanation of the program and their 
duties within it. This study points to the benefits of building in 
opportunities for mentors to reflect on their role, individually and as a 
group, when designing mentoring programs. 

https://www.researchgate.net/publication/232858163_Developmental_mentoring_relationship_quality_and_school_adjustment_the_Chapel_Buddy_programme
https://www.researchgate.net/publication/232858163_Developmental_mentoring_relationship_quality_and_school_adjustment_the_Chapel_Buddy_programme
https://www.researchgate.net/publication/232858163_Developmental_mentoring_relationship_quality_and_school_adjustment_the_Chapel_Buddy_programme
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Mentor and/or Mentee 
Outcome Information 

Mentor: Mentors who reported a better relationship with their mentee 
were more likely to report stronger school connectedness and academic 
performance. Parents of both mentors and mentees reported that their 
child valued participating in the program, and felt that it supported their 
child’s school adjustment. 
 
Mentee: Higher relationship quality among mentors was also associated 
with higher measures of school connectedness for their mentees, as 
assessed by both teachers and the mentees themselves. Parents of both 
mentors and mentees reported that their child valued participating in the 
program, and felt that it supported their child’s school adjustment. 

Measure Information 

Mentor: 

 Psychological Sense of School Membership Scale (PSSM) assessed 
school adjustment. 

 Relationship Assessment Scale (RAS) for relationship quality. 

 Match Characteristics Questionnaire (MCQ) assessed relationship 
quality. 

 Teacher Rating Scale of School Adjustment (TRSSA), modified to 
include measures of academic performance. 

 Parents completed a survey to assess the quality of the relationship. 
 
Mentee: 

 Psychological Sense of School Membership Scale (PSSM) assessed 
school adjustment and was modified to be conducted orally. 

 Short interviews assessed relationship quality with short interviews. 

 Teacher Rating Scale of School Adjustment (TRSSA), which modified 
to include measures of academic performance. 

 Parents completed a survey to assess the quality of the relationship. 
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Author(s), year, title, journal 
Finckler, J. (2000). Evaluation of a Teen-Mentor Program (Unpublished 
doctoral dissertation). Seattle University, Seattle, Washington. 

Abstract 

The purposes of this study were to: (1) conduct an evaluation of the 
Teen-Mentor Program (TMP); (2) determine its effect on elementary 
students in the areas of academic success, positive view of self, and 
prosocial behavior; and (3) determine if the TMP training process gives 
high-school students the skills necessary to be successful teen mentors. 
The TMP uses high-school students to serve as role models and friends to 
younger children who have been identified as at risk or needing 
additional emotional support and adult attention at school. This program 
evaluation provided information regarding the effectiveness of the TMP 
in meeting the five goals determined by the program stakeholders. A 
total population, quasi experimental, nonequivalent control group design 
was conducted using both qualitative and quantitative research 
methods. Data were collected through multiple means (norm-referenced 
scales, surveys, interviews, document analysis, and observations) and 
from multiple sources (mentees, mentees’ parents, mentees’ classroom 
teachers, program coordinators, and mentors). Results of pre- and 
posttest statistical analyses of speech, reading, math, and social-behavior 
subtests suggest that the TMP positively impacted elementary students’ 
academic growth and social behavior at a statistically significant level. 
Parents and mentors reported that the TMP had a positively impacted 
their mentees’ self-esteem, attitude toward school, and behavior at 
school. Analysis of the pre- and posttest data showed no statistically 
significant differences between the mentees’ and comparison groups 
students’ perception of their school skills or average monthly 
attendance. However, the TMP did have an impact on mentee students’ 
tardiness at a statistically significant level. 

Leading Practice Information 

Mentees were selected on the basis of school-identified risk status, in 
areas including academic performance, self-esteem, social skills, and 
family circumstances. Prospective mentors submitted application 
packages and references, and were interviewed by program staff. 
Selection criteria included positive attitude, commitment to at least one 
year of participation, interest in working with children, and academic 
performance. Selected mentors participated in a training retreat. Pairs 
were matched 1:1 on the basis of gender, program staff’s knowledge of 
mentees, and information and observations from mentors’ interviews 
and training. Matches met for at least one hour per week at the 
mentee’s school, and took part both in activities they or the mentee’s 
teacher chose. 

Mentor and/or Mentee 
Outcome Information 

Mentor: While mentor outcomes were not directly assessed, mentors 
reported that their training improved their understanding of the mentor 
role, and helped them develop skills in relationship development and 
active listening. 
 
Mentee: Mentees experienced gains in academic performance and self-
esteem. Mentee surveys demonstrated minimal impacts on attitudes 
towards school, but many parents of mentees felt that mentoring made 
their child more interested in going to school. Parents also believed that 
mentoring was helpful and enjoyable for their child, though some 
reported concerns related to mentors’ consistency. 
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Measure Information 

Mentor: 

 Surveys completed by mentors and parents of mentees are provided 
in appendices (p. 194-200 and p. 191-193, respectively). 
 

Mentee: 

 Perception of Ability Scale for Students (PASS) self-report survey 
measured mentees self esteem and attitudes towards school. 

 Comprehensive Scales of Student Abilities (CSSA) was completed by 
mentees’ teacher on their self esteem and academic performance. 

 

 Interview guides are also provided for elementary school 
coordinators (p. 202), mentors (p. 203-204), mentees’ teachers (p. 
205-206), and mentees (207-208). 

 

Author(s), year, title, journal 

Herrera, C., Kauh, T. J., Cooney, S. M., Grossman, J. B., & McMaken, J. 
(2008). High School Students as Mentors: Findings from the Big Brothers 
Big Sisters School-Based Mentoring Impact Study. Philadelphia, 
Pennsylvania: Public/Private Ventures. 

Abstract 

This study draws on data collected for an earlier impact study on Big 
Brothers Big Sisters of America’s school-based mentoring programs, to 
investigate the differences between teen and adult mentoring, the 
benefits of teen mentoring for both mentees and mentors, and the links 
between program practices and positive outcomes for matches. 

Leading Practice Information 

The results of this study point to several leading practices to maximize 
the benefit of teen mentoring for both mentees and mentors: a 
minimum of two hours high quality training for mentors; frequent 
communication between agency staff and mentors coupled with ongoing 
match support; emphasis on the importance of mentor consistency; tying 
course credit for mentors to consistent attendance and long-term 
commitment; strong supervision of matched pairs meeting in a group 
setting; and opportunities for mentee or pair choice of match activities 
within a structured program.  

Mentor and/or Mentee 
Outcome Information 

Mentor: Good quality mentor training was also associated with higher 
mentee and mentor ratings of relationship quality. Mentors reported 
improvements in their leadership, communication, and organizational 
skills, as well as in patience, responsibility and knowledge of child 
development. 
 
Mentee: Overall, mentees participating in teen mentoring programs 
experienced significant improvement in comparison to their non-
mentored peers only in teacher-reported social acceptance. However, 
they did make additional gains in social acceptance and assertiveness in 
comparison to peers mentored by adults. When teen mentoring 
programs that incorporated ongoing match support from agency staff 
were considered alone, mentees demonstrated gains in academic 
performance, classroom affect, teacher relationships, and school 
absences, in addition to the three outcomes noted above. 

Measure Information 
Outcomes were assessed using surveys of mentees, their teachers, and 
mentors, but specific measures are not indicated. 

 

  

http://www.mentoring.org/downloads/mentoring_1149.pdf
http://www.mentoring.org/downloads/mentoring_1149.pdf
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Author(s), year, title, journal 
Ikard, S.S. (2001). Peer mentoring as a method to enhance moral 
reasoning among high school adolescents (Unpublished doctoral 
dissertation). The University of Alabama, Tuscaloosa, Alabama. 

Abstract 

This study examined the relationship between participation in a 
mentoring program on the moral reasoning scores of high school 
students who served as mentors and those who did not as well as gender 
comparisons in these groups. Participants in the study consisted of male 
and female high school adolescents who were assigned to either the 
experimental or control group. Findings indicated that high school 
adolescent participants who served as mentors and who did not serve as 
mentors demonstrated a significant increase from pretest to posttest in 
moral reasoning scores as measured by the Defining Issues Test (DIT). 
Overall, the experimental group had significantly higher moral reasoning 
scores at posttest when compared to the control group. In summary, 
despite the significant differences noted between experimental and 
control group scores as well as significant gender differences on DIT 
scores, care should be taken not to conclude that mentoring was the sole 
reason for changes in moral reasoning scores. It is difficult to determine 
if the differences in moral reasoning scores are the result of participation 
in a mentoring program, the result of gender, the result of significant 
pretest differences, or the result of some other factor not assessed by 
the DIT. 

Leading Practice Information 

The PAL Training Program was developed as a peer to peer alcohol and 
drug prevention program. Peer leaders teach social, communication and 
decision making skills while modeling social and behavioural skills. 
Mentors, from Grades 10 to 12, are trained in 15 sessions. Training 
includes information on basic mentoring skills such as how to provide 
support, encouragement and modelling to peers. Mentors were matched 
with middle school mentees through responses to an interest 
questionnaire. Pairs participated in a mentoring relationship by meeting 
weekly for 10 weeks. Matches were provided with a list of activity 
suggestions that they could participate in during their match meetings. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Increases in moral reasoning which may or not be due to the 
mentoring program itself. 
 
Mentee: Mentee outcomes were not measured. 

Measure Information 

Mentor: 

 Defining Issues Test (DIT; Rest, 1979): The DIT is a test of moral 
reasoning. It involves the participant being presented with a 
dilemma and then evaluating a list of statements and rating the level 
of importance, on a scale from 1 great importance to 5 no 
importance, of the statements to the dilemma. 
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Author(s), year, title, journal 

Jones, J. L. (2015). Learning to Care: The Influence of a Peer Mentoring 
Program on Empathy and Moral Reasoning in High School Student 
Mentors (Unpublished doctoral dissertation). University of Maine, Orono, 
Maine. 

Abstract 

This investigation examines the effect of a peer mentoring service-
learning program established by the University of Maine on empathy and 
moral reasoning. The methodology is qualitative in nature, using a semi-
structured interview protocol and a conceptual framework based on the 
review of the literature. Two rural high schools were recruited to 
participate in an innovative collaborative effort with the University of 
Maine. Volunteer mentors, screened by local guidance staff, were 
trained in peer mentoring theory, skills, and techniques in three all day 
workshops. Ongoing onsite guidance was provided by a University of 
Maine graduate school intern and on site counseling staff. Each mentor 
was assigned a mentee, whom they met with regularly throughout the 
school year. In the spring, twelve mentors, representing approximately 
half of the mentor population, were interviewed about their experiences 
and perceptions. The findings support a strong conceptual connection 
between moral reasoning and empathy, mediated through the empathic 
connections of the mentors including family, friends, and mentees, as 
well as the various moral dilemmas that they encountered in their high 
school experience. 

Leading Practice Information 

Mentees were students in grades 7 to 11 who met teacher-identified risk 
criteria, such as bullying, substance use, or limited family support. 
Mentors were grade 10 or 11 students recruited by teachers and school 
counselors, on the basis of above average academic performance, 
experience in helping relationships, and the absence of risk factors 
described above. Over the course of the school year, mentors were 
trained during three full-day workshops, which were based on a 
curriculum approved by the National Association of Peer Program 
Professionals and covered topics including helping skills, confidentiality, 
and diversity awareness. Mentors and mentees were matched 1:1 on the 
basis of gender, but each mentor was matched with three to four 
mentees and expected to spend up to one and a half hours per week 
with each. Matches were supported by school counselors and graduate 
students, who provided feedback, suggestions and encouragement to 
mentors. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentors reported increases in both school connectedness and 
social connectedness with their mentees and friends. Mentors’ gains in 
empathy were linked to improvements in self-confidence and social 
anxiety. Mentors also experienced growth in moral reasoning, and their 
responses suggested that moral reasoning was developed more 
effectively through direct mentoring experience than during training. 
 
Mentee: Although mentee outcomes were not assessed directly, 
mentors’ descriptions of changes in their mentees indicated gains in self-
confidence and social connectedness. 

 

  

http://www.academia.edu/11742768/Learning_To_Care_The_Influence_of_a_Peer_Mentoring_Program_on_Empathy_and_Moral_Reasoning_in_High_School_Student_Mentors
http://www.academia.edu/11742768/Learning_To_Care_The_Influence_of_a_Peer_Mentoring_Program_on_Empathy_and_Moral_Reasoning_in_High_School_Student_Mentors
http://www.academia.edu/11742768/Learning_To_Care_The_Influence_of_a_Peer_Mentoring_Program_on_Empathy_and_Moral_Reasoning_in_High_School_Student_Mentors
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Measure Information 

Mentor: 

 This study used interviews to assess mentor outcomes related to 
empathy, moral reasoning, and understanding of the mentoring 
experience. An interview guide is available in an appendix (180-182). 

 Defining Issues Test (DIT-2): Was used to assess moral reasoning. 

 Empathy Assessment Index (EAI): Was used to assess empathy. The 
index includes 50 items that fall on five subscales: affective 
response, emotion regulation, perspective taking, self-other 
awareness and empathic attitudes. 

 

Author(s), year, title, journal 
Karcher, M.J. (2005). The effects of developmental mentoring and high 
school mentors’ attendance on their younger mentees’ self-esteem, 
social skills, and connectedness. Psychology in the Schools, 42, 65-77. 

Abstract 

Far more has been written about the possible outcomes of cross-age 
mentoring than about actual outcomes and the processes that lead to 
change. This study examined the effect of mentors’ attendance on their 
mentees’ outcomes after six months of developmental mentoring. 
Developmental mentoring is a structured, cross-age peer mentoring 
program designed to promote children’s development by facilitating 
connectedness. In this randomized study of 73 Caucasian, rural youth, 
multiple analyses of covariance revealed that connectedness to school 
and parents at posttest were significantly greater for mentees than for 
the comparison group. Regression analyses revealed that changes in self-
esteem, social skills, and behavioral competence were highly related to 
mentors’ attendance, suggesting relational processes accounted for 
more change than did exposure to program curricula. However, the 
relationship between mentors’ inconsistent attendance and mentees’ 
decline in self-esteem and behavioral competence suggests that absent 
mentors may do more harm than good. 

Leading Practice Information 

Mentees were Grade 4 and 5 high and low risk children as rated by 
teachers. Mentors were from Grades 8 to 12 and were recruited through 
announcements at the high school. They attended 8 hours of training and 
received 2 hours of supervision monthly 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentor outcomes were not measured. 
 
Mentee: This study suggests that positive gains in connectedness to 
parents and to school were made by mentees after six months of 
developmental mentoring. Mentors’ attendance predicted changes in 
mentees’ social skills and self-esteem, but not in school or parent 
connectedness. Mentees whose mentors were less consistent felt less 
attractive and saw themselves as less socially skilled and well behaved 
after the program than before. 

Measure Information 

Mentee: 

 Teacher-rated risk status: Karcher developed his own checklist of risk 
indicators which included the domains of family, academic, and 
school/peer behavioral risks. One teacher rated each child for the 
presence of each of the 15 indicators. 

 

  

http://onlinelibrary.wiley.com/doi/10.1002/pits.20025/abstract
http://onlinelibrary.wiley.com/doi/10.1002/pits.20025/abstract
http://onlinelibrary.wiley.com/doi/10.1002/pits.20025/abstract
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Measure Information 
Continued 

 Hemingway: Measure of Preadolescent Connectedness (Version 3, 
Karcher, 2001): The Hemingway includes 40 statements about 
preadolescents’ degree of involvement/activity with and 
attitude/affection for their parents, friends, school, and reading. The 
measure uses an interval scale ranging from 1 (not true) to 4 (very 
true). Total Connectedness reflected the average of all three 
subscales. 

 Harter Self-Perception Scale for Children (Harter, 1985): This 36-item 
self-report scale measures self-esteem in the domains of behavioral 
conduct, friendships, global self-worth, physical appearance 
(attractiveness), and scholastic competence. 

 Primary Mental Health Project (PMHP) Child Rating Scale (Cowen et 
al., 1996): The PMHP Child Rating Scale (CRS) is a 24-item self-report 
measure of four domains of social and school competence: Rule 
Compliance/Acting Out, Anxiety/Withdrawal, Peer Social Skills, and 
School Interest. The anxiety scale was not included in this study. The 
CRS uses a scale ranging from 1 (usually yes) to 3 (usually no). 

 

Author(s), year, title, journal 
Karcher, M. J. (2006). What happens when mentors don’t show up? In L. 
Golden & P. Henderson (Eds.), Case studies in school counseling (pp. 44-
53). Saddle River, New Jersey: Pearson. 

Abstract 

This book chapter presents a case study of an inconsistent teen mentor 
with a troubled mentee. Strategies to address teen mentor absenteeism 
along with mentor and mentee outcomes of the evaluation of the 
mentoring program are also discussed. 

Leading Practice Information 

Teachers referred half high risk (social, emotional, academic) and half 
low risk students to the program. Mentors received two 3 hour training 
sessions on communication, boundaries and the history of mentoring. 
Program staff met with mentors once a month to discuss matches, 
upcoming curricula and brainstorm solutions to problems. Mentees and 
mentors chose each other following a group meet and greet. Matches 
participated in pairs in structured activities from curricula. This was 
followed by a 20 minute snack break, and the choice of interactive games 
with the whole group or completing homework with mentors helping 
mentees. Once a month there were weekend events where parents were 
invited. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentor outcomes were not discussed. 
 
Mentee: The mentee findings reported here are the same as Karcher 
(2005). 

Measure Information 
Mentee: 

 The mentee measures are the same as reported in Karcher (2005). 

 

Author(s), year, title, journal 
Karcher, M.J. (2009). Increases in academic connectedness and self-
esteem among high school students who serve as cross-age peer 
mentors. Professional School Counseling, 12, 292-299. 

Abstract 

Cross-age mentoring programs are peer helping programs in which high 
school students serve as mentors to younger children. This study 
compared fall to spring changes on connectedness, attachment and self 
esteem between 46 teen mentors and 45 comparison classmates. Results 
revealed an association between serving as a cross age peer mentor and 
improvements on academic self esteem and connectedness. 

http://eric.ed.gov/?id=EJ880385
http://eric.ed.gov/?id=EJ880385
http://eric.ed.gov/?id=EJ880385
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Leading Practice Information 

Mentors were from Grades 10 and 11. They received 8 hours of training 
and 2 hours a month of supervision from program staff. Mentees were 
from Grades 4 and 5. Half were referred by teachers if they had 3 or 
more social, behavioural, or family risk factors. The other half 
volunteered to be mentored. Pairs met weekly from September to May. 
They spent half of their time in structured activities and the other half 
participating in free play. 

Mentor and/or Mentee 
Outcome Information 

Mentor: There were differences on mentors’ connectedness to school, 
culturally different peers, self in the future, and friends; extracurricular, 
sports, and school self esteem. 
 
Mentee: Mentee outcomes were not examined. 

Measure Information 

Mentor: 

 The Hemingway Measure of Adolescent Connectedness: See Karcher 
(2005) for a description of this measure. 

 Inventory of Parent and Peer Attachment (IPPA; Armsden & 
Greenbert, 1987; Corcoran & Fischer, 2000): Is a 75 item scale that 
measures trust, communication and alienation in parent and peer 
relationships. 

 Self-Esteem Questionnaire (DuBois, Felner, Brand, Phillips & Lease, 
1996): Is a self-report survey assesses self-esteem using 42 self 
evaluation statements regarding five domains – peer relations (8 
items), school (8 items), family (8 items), physical appearance (4 
items), and sports/athletics (6 items) and global self esteem (8 
items). Each statement is rated on a 4 point scale ranging from 
strongly disagree to strongly agree. 

 

Author(s), year, title, journal 
Karcher, M.J., Davidson, A., Rhodes, J.E. & Herrera, C. (2010). Pygmalion 
in the program: The role of teen-age mentors’ attitudes in shaping their 
mentees’ outcomes. Applied Developmental Science, 14, 212-227. 

Abstract 

Cross-age peer mentoring programs, in which teenagers mentor younger 
children, have proliferated in recent years, yet there is disagreement 
about the effectiveness of such programs. This study tested whether 
teen mentors’ attitudes about children interact with their mentees’ 
characteristics to moderate outcomes of cross-age peer mentoring. The 
sample included 221 high school volunteers, 205 mentees, and 182 
control group youth. Latent profile analyses yielded two profiles of 
students who were labeled ‘‘academically connected’’ or 
‘‘disconnected.’’ Analyses revealed that the academically disconnected 
mentees who were paired with mentors holding relatively positive 
attitudes toward youth were more emotionally engaged in the mentoring 
relationship (than disconnected mentees with more negative mentors) 
and, subsequently, reported stronger relationships with their teachers at 
year’s end (than did the similarly disconnected children in the control 
group). Conversely, there was evidence of iatrogenic effects of matching 
negative mentors with academically connected mentees. Implications for 
mentor selection and training are discussed. 

Leading Practice Information 

Mentees, Grades 4 to 9, were referred to the program by teacher and 
school staff referrals. Mentors were high school aged. Pair meetings 
varied in terms of time, location, and focus but received similar 
monitoring and support (once a month). Most of the programs required 
matches to meet on a weekly basis for an hour. 
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Mentor and/or Mentee 
Outcome Information 

Mentor: Mentor outcomes are not discussed. 
 
Mentee: Academically disconnected mentees who were paired with 
mentors holding relatively positive attitudes toward youth were more 
emotionally engaged in the mentoring relationship and, subsequently, 
reported stronger relationships with their teachers at year’s end. 

Measure Information 

Mentor: 

 Attitudes Toward Youth in Mentor’s Community (Herrera et al., 
2007): This scale asks mentors to rate how many ‘‘kids in your 
community’’ could be characterized by five positive and two 
negative indicators of youth development. The scale responses 
range from 1 (none) to 5 (all or almost all). When all 7 items are 
averaged, scores above 3 suggest a positive or optimistic view of the 
youth mentors expect to encounter, while scores 3 or below suggest 
a more negative or pessimistic view of the youth the mentors expect 
to encounter through their involvement in the program. 

 The Hemingway: Measure of Adolescent Connectedness: 
Connectedness to School subscale: See Karcher (2005) for a 
description. 

 
Mentee: 

 Child Behavior Scale (Ladd & Profilit, 1996): Teachers’ reports of 
youth’s prosocial behavior were assessed using the 8 items from the 
‘‘Prosocial with peers’’ subscale of the, except that the word peer 
was substituted with ‘‘classmates’’. It used a 4-point response scale 
ranging from never to very often (e.g., ‘‘How often is this child 
cooperative with classmates?’’). 

 Harter Self-Perception Scale for Children: This was assessed by taking 
the average of teachers’ responses to three items drawn from 
Harter’s (1985) scale (e.g., ‘‘This child is popular with others his/her 
age’’). The scale was adapted to use a 4-point Likert response set 
ranging from strongly disagree to strongly agree. 

 Negative Contribution to the Classroom (Herrera et al., 2007): This 
scale consisted of the average of 5 items rated by teachers on a 4-
point scale, ranging from strongly disagree to strongly agree, that 
reflect the child’s negative contribution to the quality of the 
classroom (e.g., ‘‘This child makes it hard for other students to 
learn’’). 

 Student Teacher Relationship Scale (STRS) (Pianta, 1991): This was 
assessed by asking teachers to respond to 15 items on a 5-point 
scale, ranging from definitely does not apply to definitely applies 
(e.g., ‘‘I share a warm relationship with this child’’). 

 Youth Emotional Engagement: Emotional engagement in the 
mentoring relationship was measured using an 8 item youth-
reported scale including items such as, ‘‘When I’m with my mentor, I 
feel excited’’ (Jucovy, 2002). The items were scored on a four-point 
scale, ranging from 1 (not at all true) to 4 (very true) and a mean 
score was calculated, with higher scores indicating higher levels of 
emotional engagement. 
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Author(s), year, title, journal 

Karcher, M.J., Davis, C. & Powell, B. (2002). Developmental mentoring in 
the schools: Testing connectedness as a mediating variable in the 
promotion of academic achievement. The School Community Journal, 12, 
36-52. 

Abstract 

Concerns about adolescent risk taking and school underachievement 
remain high. Such problems are increasingly viewed as products of 
students’ disconnectedness from school, teachers, peers, and parents. 
One response to this crisis of disconnection is to develop programs that 
promote youths’ sense of belonging and keep them connected during 
periods of transition. This article reports a one year longitudinal study of 
developmental mentoring, a school-based intervention that enlists high 
school students as mentors to elementary school students. The findings 
from this study suggest that the developmental mentoring program 
promoted conventional connectedness to parents, school, and the 
future, and that program effects on spelling achievement scores were 
mediated by maintenance of parental connectedness into middle school. 
Implications for school programs to involve families as a way to promote 
connectedness and achievement in schools are discussed. 

Leading Practice Information 

Mentees were Grade 5 students, who were at environmental (e.g. school 
with a high dropout rate) as opposed to individual risk (e.g. academic or 
behavioural risk). Mentors were from a high school and made a 2 year 
commitment to the program. They were provided with two days of 
training prior to meeting their mentee, and monthly one hour group 
supervision. Matches met over the period of a year, once a month on 
Saturdays and during a two week summer program (8 hours a day for 6 
days). Activities included individual and group writing projects and social 
activities. Parents were also encouraged to participate in the Saturday 
events. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentor outcomes are not discussed. 
 
Mentee: Results show improved connectedness to parents, school, and 
the future. Program effects on spelling achievement scores were 
mediated by maintenance of parental connectedness into middle school. 

Measure Information 

Mentee: 

 The Hemingway: Measure of Pre-Adolescent Connectedness: A 
description of this measure can be found in the Karcher (2005) 
annotation. 

 The Wide Range Achievement Test: Was used to measure mentee 
academic achievement. Of the three subscales on math and spelling 
were used in the current study. 
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Author(s), year, title, journal 
Karcher, M.J. & Lindwall, J. (2003). Social interest, connectedness, and 
challenging experiences. What makes high school mentors persist? 
Journal of Individual Psychology, 59, 293-315. 

Abstract 

Cross age mentoring provides young people opportunities to act on their 
social interest. Yet little is known about youth who volunteer to mentor 
or about the effects of participating as a cross age mentor. Study 1 
included 120 adolescents, 57 of whom served as adolescent mentors and 
63 as a control group. Both completed the Hemingway Measure of 
Adolescent Connectedness and the Social Interest Scale. Adolescent 
mentors report more conventional connectedness than did the 
comparison group. Study 2 included 33 adolescent mentors and 27 child 
mentees. Mentors with high social interest were more likely to continue 
as mentors for a second year, to choose to mentor more socially and 
academically challenging mentees, and to report declines in 
connectedness to school after mentoring. 

Leading Practice Information 

Study 1: Mentors were from Grades 8 to 12 and were recruited through 
school announcements. 
 
Study 2: Mentees were Grade 4 and 5 students. Mentors were high 
school students and were asked to commit to the program for one year. 
Pairs met as a group twice a week for two hours after school. Activities 
included social skills coaching, substance abuse prevention activities, 
academic skills coaching, and teacher and reading connectedness 
activities. 

Mentor and/or Mentee 
Outcome Information 

Mentor Study 1: Mentors were found to be more connected to school, 
reading, family and future, whereas those that did not volunteer were 
more connected to self. 
 
Mentor Study 2: Mentors with high social interest were more likely to 
continue as mentors for a second year, to choose to mentor more 
socially and academically challenging mentees, and to report declines in 
connectedness to school after mentoring. 
 
Mentee Study 1 & 2: Mentee outcomes are not reported. Mentors and 
mentees selected each other after an initial orientation to the program.  

Measure Information 

Mentor Study 1: 

 Hemingway Measure of Adolescent Connectedness: This measure is 
described in the annotation for Karcher (2005). 

 
Mentor Study 2: 

 Hemingway Measure of Adolescent Connectedness: This measure is 
described in the annotation for Karcher (2005). 

 Social Interest Scale: This measure is described in the annotation for 
Brewer and Carroll (2010). 

 
Mentee Study 2: 

 Teachers rating mentees in terms of their academic and social risks 
on a five point scale. 

 
  

http://adolescentconnectedness.com/media/KarcherLindwall_teenmentors.pdf
http://adolescentconnectedness.com/media/KarcherLindwall_teenmentors.pdf
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Author(s), year, title, journal 

Karcher, M.J., Nakkula, M.J. & Harris, J. (2005). Developmental mentoring 
match characteristics: The effects of mentors’’ efficacy and mentees’ 
emotional support seeking on the perceived quality of mentoring 
relationships. Journal of Primary Prevention, 26, 93-110. 

Abstract 

Understanding the factors that contribute to high-quality mentoring 
relationships is critical to developing and sustaining effective mentoring 
programs. In study 1, sixty-three adolescent mentors, from two high 
schools, were surveyed four to six weeks after being matched with 
elementary-age mentees. Hierarchical regression models revealed that 
mentees’ academic and behavioral risk status, parental involvement, and 
program quality all explained variance in mentor-perceived relationship 
quality, but none remained significant predictors after mentors’ self 
efficacy, motivations for self-enhancement, and assessments of their 
mentees’ support seeking behaviors were accounted for. Study 2 cross-
validates the regression model in study 1 and examines the concurrent 
validity and predictive validity of a measure of mentoring match 
characteristics using mid-year and end-of-year assessments from 
mentees and mentors. 

Leading Practice Information 

Study 1: High and low risk mentees from Grades 4 and 5 were recruited 
to the program. The high school mentors committed to one year of 
mentoring after school or on weekends. Mentoring occurred in pairs in a 
group format, once a week after school for two hours and once a month 
for seven hours. Mentors and mentees selected each other after an 
initial orientation to the program. Half of the mentoring time was spent 
in structured activities and half was used for free play. 
 
Study 2: Same as Study 1. 

Mentor and/or Mentee 
Outcome Information 

Mentor Study 1: Mentees’ academic and behavioral risk status, parental 
involvement, and program quality all explained variance in mentor-
perceived relationship quality, but none remained significant predictors 
after mentors’ self efficacy, motivations for self-enhancement, and 
assessments of their mentees’ support seeking behaviors were 
accounted for. 
 
Mentor Study 2: Mentors belief that they were going to be successful in 
the mentoring relationship was a good predictor of subsequent 
relationship quality. Also, mentors who scored higher in terms of self 
interest reported a lower level of relationship quality. 
 
Mentee Study 1 and 2: Mentee outcomes were not reported. 

Measure Information 

Mentor Study 1: 

 Match Characteristics Questionnaire: Is a 29 item questionnaire 
completed by mentors on the characteristics of the match. It consists 
of the self efficacy, mentee disposition, mentee support seeking, 
program quality, mentee parental involvement and mentoring 
relationship quality subscales. 

 Volunteer Function Inventory - Enhancement Scale: The scale was 
used to measure if mentors were participating in the program to 
grow and have a positive, developmental experience themselves. 

 

http://www.ncbi.nlm.nih.gov/pubmed/15977044
http://www.ncbi.nlm.nih.gov/pubmed/15977044
http://www.ncbi.nlm.nih.gov/pubmed/15977044
http://www.ncbi.nlm.nih.gov/pubmed/15977044
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Measure Information 
Continued 

Mentor Study 2: 

 Match Characteristics Questionnaire: As described above. 

 Volunteer Function Inventory - Enhancement Scale: As described 
above. 

 
Mentee Study 1: 

 Teachers rated mentees family, academic and social behavioural risk 
on a 9 item checklist and 5 point scale. 

 
Mentee Study 2: 

 Mentee Mentoring Evaluation: Is a twelve item self report scale that 
asks the degree to which mentees experienced empathy, praise, and 
attention from their mentors. 

 Mentee Mattering Survey – Perceived Mattering Scale: Is an 8 item 
scale that asks youth how they feel they matter to their mothers, 
fathers, friends and other important individuals. 

 

Author(s), year, title, journal 
Knowles, C. & Parsons, C. (2009). Evaluating a formalized peer mentoring 
programme: student voice and impact audit. Pastoral Care in Education, 
27(3), 205-218. 

Abstract 

Over the past 10 years, mentoring of children and young people has 
become an increasingly important feature of social policy in the United 
Kingdom. This is evidenced in the rapid growth in the number of 
mentoring schemes operating in a range of educational settings. In 2006 
the Mentoring and Befriending Foundation was contracted by the 
Department for Education and Skills to pilot nationally a formal and 
sustainable peer mentoring scheme in 180 secondary schools in England, 
generating 3600 matched pairs. The evaluators, appointed by the 
Department for Education and 
Skills, had the overarching aim of supporting the development of 
evidence-based peer mentoring and enhancing the capacity of those 
involved to engage in evaluation practice. This article reports the 
methodology and main findings of the evaluation of the program. It was 
evident that schools engaged positively and productively with the project 
and with this structured form of mentoring. Qualitative interview 
evidence, self-report data from the ‘About Me’ scale, and the teacher 
and mentee and mentor ‘voice’ attested to benefits, but impact data 
(attendance, attainment, behaviour) did not provide corroborative 
evidence of a positive effect. 

Leading Practice Information 

Schools participating in this study followed the Mentoring and 
Befriending Foundation’s approach to peer mentoring, which focuses on 
developing a non-judgmental, supportive, and encouraging one-on-one 
relationship that is sustained over a significant time period. School staff 
who took on coordinating roles were trained and provided ongoing 
support to mentors.  

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentors reported that they had developed strong, trusting 
relationships with their mentees. Mentors also reported that they 
enjoyed spending time with their mentees and having opportunities to 
help others, build self-confidence, and gain experience related to careers 
or post-secondary education. However, the impact data collected on 
mentor academic performance, attendance and behavior show mentors 
made limited gains in some areas and limited declines in others. 
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Mentor and/or Mentee 
Outcome Information 
Continued 

Mentee: Mentees reported enjoying the program, especially its one-on-
one orientation, and felt that they benefitted from it. However, the 
impact data collected on mentee academic performance, attendance and 
behavior did not strongly support these positive outcomes, as mentees 
made limited gains in some areas and limited declines in others. 

Measure Information 

Mentor: 

 Mentors, mentees and school coordinators were interviewed twice 
in relation to experiences of participation, and to the program model 
and implementation. 

 About Me Questionnaire (Maras, 2002): The questionnaire was 
modified to measure program impact. 

 Data on mentor and mentee academic performance, attendance and 
behavior collected by school coordinators. 
 

Mentee: 

 Mentors, mentees and school coordinators were interviewed twice 
in relation to experiences of participation, and to the program model 
and implementation. 

 About Me Questionnaire (Maras, 2002): The questionnaire was 
modified to measure program impact. 

 Data on mentor and mentee academic performance, attendance and 
behavior collected by school coordinators.  

 

Author(s), year, title, journal 
Roach, G. (2014). A Helping Hand? A Study in to an England-wide Peer 
Mentoring Program to Address Bullying Behavior. Mentoring & Tutoring: 
Partnership in Learning, 22(3), 210-223. 

Abstract 

The purpose of this paper is to provide findings from a study into a 
school peer mentoring program which matched children aged between 9 
and 12 years of age who were bullied or at-risk of being bullied with 
older student mentors. In total, 372 mentees as well as a comparison 
group of 1,249 young people from 22 English schools completed a 
questionnaire at the start and end of the school year (approximately nine 
months). An examination of the results showed that mentored students 
reported higher levels of bullying and life satisfaction, and statistically 
significant higher levels of school satisfaction than the comparison group 
at the end of the school year. These outcomes did not significantly vary 
by the mentee’s age, gender, or the number of mentoring meetings. 
Potential reasons for these findings are explored with a particular 
emphasis on the school environment and its influence on mentee–
mentor and mentee–teacher relationships. The findings will have 
potential implications for future research and program developers. 

 

  

http://www.tandfonline.com/doi/abs/10.1080/13611267.2014.926663#.VdvaGflViOw
http://www.tandfonline.com/doi/abs/10.1080/13611267.2014.926663#.VdvaGflViOw
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Leading Practice Information 

Schools that took part in the study implemented the program through 
designated staff members who received support from a national non-
profit agency. Schools were provided with general practice guidelines for 
developmental mentoring but were free to adapt them to their specific 
needs. The guidelines stressed the importance of referral criteria for 
mentees, mentor training and support, matching criteria, and regular 
meetings between matches. Across the schools, mentees and mentors 
were generally selected on the basis of interest and teacher 
recommendation, although some schools specifically targeted mentees 
at risk of bullying. Mentors and mentees were matched based on gender, 
personality, and teacher input. Matches were not obligated to meet 
regularly. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentor outcomes were not examined. 
 
Mentee: Relative to the comparison group, mentees reported higher 
levels of school satisfaction, which may have resulted from the school 
context in which mentoring took place. Mentees did not differ 
significantly from the comparison group on other measures. 

Measure Information 

Mentee: 

 Students Life Satisfaction Scale (Huebner, 1991): To assess overall 
student well being. Respondents are asked to respond to five 
statements on a five point scale. The overall score is the sum of the 
five items, with higher scores indicating higher life satisfaction. 

 Multidimensional Students Life Satisfaction Scale (Huebner, 1994): To 
assess school satisfaction. Respondents rated nine items on a five 
point scale. Higher scores indicate higher satisfaction with school. 

 

Author(s), year, title, journal 
Smith, J. E. (2012). A Look into the Cross-Age Peer Mentoring Process and 
its Effects on the Individual (Unpublished doctoral dissertation). 
University of Colorado, Boulder, Colorado. 

Abstract 

This study examined a cross-age peer mentoring program and the ways 
in which it may serve as a counter-social group to adolescent gang 
involvement. Two theoretical orientations, a risk factor approach and 
primary socialization theory, framed this study. The sample targeted 
three mentoring pairs for three different mentoring relationship quality 
categories: high, medium, and low. The quality level of the mentoring 
relationships were determined by the presence and/or absence of 
positive and negative internal and external indicators. Five methods of 
data collection were used in this study: (1) observation and audio 
recording of the enacted mentoring relationships; (2) interviewing 
participants; (3) surveying participants; (4) collection of school 
performance data; and (5) collection of program artifacts. Findings 
indicated that the different quality levels of the mentoring relationships 
resulted in different communication patterns, engagement strategies, 
and participation levels. 

 

  

http://gradworks.umi.com/35/08/3508038.html
http://gradworks.umi.com/35/08/3508038.html
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Leading Practice Information 

Mentees were grade 9 and 10 students identified by school or program 
staff as at risk of leaving school or becoming involved in gangs. Risk 
criteria included school attendance, record of behavior and academic 
performance. Mentors were grade 11 and 12 students at the same high 
school, and were recruited on the basis of good academic performance, 
attendance and record of behavior. The program coordinator 
interviewed prospective mentors, selecting those who could commit to 
the program and had the potential to act as role models. Mentors 
received initial training before the program began, with ongoing check-
ins offering opportunities for monitoring and support. Mentors and 
mentees were matched 1:1 and met during two 45-minute sessions per 
week. The first weekly session focused on academics, while the second 
comprised structured activities intended to develop mentees’ social and 
emotional intelligence. Sessions were guided by a program curriculum 
that was developed over the course of the year, emphasizing relationship 
development, goal setting, and self-esteem. A description of program 
activities is provided in an appendix (p. 182-185). 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentor outcomes were not reported. 
 
Mentee: This study found that the quality of the mentoring relationship 
was linked inconsistently to changes in mentees’ academic performance, 
attendance, emotional intelligence and attitudes towards gang 
involvement. However, the highest quality mentoring relationship 
yielded the greatest gains in mentees’ school-related attitudes. 

Measure Information 

Mentee: 

 Emotional Quotient Inventory Youth Version: To assess mentees’ 
emotional intelligence. 

 The researcher developed a survey to assess mentees’ attitudes 
towards gang involvement. 

 Relationship quality indicators are provided in appendices (p. 175-
176). 

 

Author(s), year, title, journal 
Smith, L. H., & Holloman, C. (2013). Comparing the Effects of Teen 
Mentors to Adult Teachers on Child Lifestyle Behaviours and Health 
Outcomes in Appalachia. Journal of School Nursing, 29(5), 386 – 396. 

Abstract 

Childhood obesity prevalence rates in the United States are the highest in 
the rural Appalachian areas. Teens mentoring younger children to 
reverse obesity health risks are an understudied approach. This 
randomized-controlled trial compared the effects of two curriculum 
delivery methods and assessed the mediating effects of the number of 
sessions attended on the outcomes. The control group received the 8-
week Just for Kids! curriculum via an adult teacher in a classroom and the 
experimental group received the same curriculum via individual teen 
mentoring. Data collected at baseline and post-intervention were 
analyzed using multilevel linear models. Each of the outcomes (e.g., body 
mass index, blood pressure, current lifestyle behaviors) were modeled 
separately. Only the mentored children demonstrated improved current 
lifestyle behaviors (e.g., physical activity and dietary patterns) and health 
outcomes. Teen mentoring was an effective and efficacious approach to 
impact the lifestyle patterns and health outcomes of children in a school 
setting. 
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Leading Practice Information 

Mentees were drawn from the whole population of grade 3 and 4 
students at the participating schools. Mentors were grade 10 and 11 
students selected according to their academic achievement, commitment 
to consistent participating, and interest in working with children and 
developing health-supporting behaviors. Mentors were trained to deliver 
the Just for Kids! curriculum through 1:1 mentoring and provided with 
lesson plans, activities and materials. Weekly program session lasted one 
hour and included 45 minutes of structured activities and 15 minutes of 
physical activities. The program space was set up to avoid matched pairs 
coalescing into small groups, ensuring that mentees received their 
mentor’s individual attention. Both mentees and mentors received small 
financial incentives for participating. Mentors received a leadership 
certificate and letter of reference as well. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentor outcomes were not examined. 
 
Mentee: Children who took part in the teen mentoring program showed 
an increase in physical activity levels and a slight decrease in Body Mass 
Index; their blood pressure remained unchanged. Mentees who attended 
the most program sessions made the greatest gain in physical activity 
levels.  

Measure Information 

Mentee: 

 Body Mass Index 

 Blood pressure 

 Surveys on diet and physical activity based on the Just for Kids! 
curriculum 

 

Author(s), year, title, journal 

Staude-Sites, K. A. (2012). Perceptions of School Climate and 
Connectedness: The Impact of a Cross Age Peer Mentoring Program 
(Unpublished doctoral dissertation). Duquesne University, Pittsburgh, 
Pennsylvania. 

Abstract 

The intent of this research was to determine the impact of a peer 
mentoring/tutoring program on parent perceptions of school climate and 
connectedness and standardized test scores, report card grades and 
attendance of at risk elementary students. Peer mentoring has been 
found to be effective in addressing some of the concerns regarding at risk 
student performance in the school environment and eventual school 
outcomes. This study uses quantitative methods to determine the effect 
of this intervention on this population. A school climate/connectedness 
survey completed by parents of the students participants in a Cross Age 
Peer Mentoring Program (CAPM Program) and standardized test scores, 
report card grades and attendance patterns were examined prior to and 
following student participation in the program. Subjects included 32 
elementary students with n=10 for first grade, n=6 for second, n=8 for 
fourth and n=8 for fifth. The students were cross age paired, primary 
with intermediate to participate in a mentoring program. Parents of 
participating students were asked to complete the Comprehensive 
School Climate Inventory prior to and following their child’s participation 
in the program to determine if perceptions of school climate and 
connectedness changed as a result of their child’s participation in the 
program.  

 

http://gradworks.umi.com/35/19/3519473.html
http://gradworks.umi.com/35/19/3519473.html


Teen Mentoring: Annotated Bibliography 52 

Abstract (Continued) 

Analysis of the survey results, pre and post participation was 
accomplished using dependent sample t-tests to discern differences in 
the mean scores for the survey factors, including Safety, Teaching and 
Learning, Relationships and Institutional Environment and the Unified 
Scale. Teaching and Learning items were combined to obtain a Climate 
score and Interpersonal Relationships and Institutional Environment 
provided a Connectedness measure. The null hypothesis was rejected, 
with results of the dependent t-tests showing significant differences in all 
but the Safety and Institutional Environment factors. Attendance 
variables were found to be significant for all participants, mentees and a 
group identified as at risk for attendance. Academic variables for 
mentors included standardized test results and grade percentages, pre 
and post for both. Analysis of these scores and grade outcomes provided 
mixed results, with significant differences noted in standardized test 
scores, but no difference in the means of grade percentages. 

Leading Practice Information 

Mentees were students in grades 1 and 2 who were considered “at risk” 
in terms of academic performance and/or attendance. Mentors were 
grade 4 and 5 students at the same school who were found to be at risk 
by the same criteria. School staff matched pairs on the basis of 
personality and complementary strengths and needs for support. 
Mentors took part in two two-hour training sessions, which covered 
healthy friendships, tutoring skills, active listening, problem solving, 
confidentiality, and role modeling. 
 
Matches met 1:1 for 12 half-hour sessions over a period of three weeks, 
and took part in tutoring and other structured activities. All matches met 
in the school library under the supervision of school staff. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentors’ attendance remained unchanged. Mentors’ academic 
performance was found to improve on standardized assessments. 
 
Mentee: Parent surveys revealed overall improvements in perception of 
school climate and connectedness, specifically in the areas of Teaching 
and Learning and Interpersonal Relationships. Mentees’ attendance 
improved during the study period. There was no change in mentees’ 
academic performance overall, but some individuals saw improvements. 
 
An outcome not captured by the measures was the highly positive 
response to the mentoring program by participating mentees, mentors 
and school staff, who sustained the program beyond the study period 
and intended to implement it again the following school year. 

Measure Information 

Mentor: 

 School records of attendance, standardized assessment scores, and 
academic averages were analyzed to measure mentee outcomes. 
 

Mentee: 

 Comprehensive School Climate Inventory: To assess parent 
perceptions of school climate and connectedness. Sample questions 
from this measure can be found in Appendix B (p. 151). 

 School records of attendance, standardized assessment scores, and 
academic averages were analyzed to measure mentee outcomes. 

 
  



Teen Mentoring: Annotated Bibliography 53 

Author(s), year, title, journal 
Turney, K. M. (2013). ELL Excel: Using Peer Mentoring to Help English 
Language Learners Excel in American Classrooms (Unpublished doctoral 
dissertation). Capella University, Minneapolis, Minnesota. 

Abstract 

This action research study describes implementation of a peer 
mentorship program to improve the performance of English language 
learners at the research site, a suburban high school in Ohio. With the 
rapidly increasing number of English language learners at the research 
site as well as schools across the country and the expectations of No 
Child Left Behind and AYP subgrouping, this was a problem that needed a 
solution. Among the 38 English Language Learners at the site, eight were 
chosen based on various data points. These students were assigned to 
work with four bilingual mentors, who were also chosen based on 
various criteria in regular classroom settings. Throughout the six week 
study, mentor and mentee pairs were studied using an interview 
protocol, mentor/mentee surveys and questionnaires, mentor log sheets, 
and observation protocol. The study found that mentees’ confidence 
increased in speaking and communicating in English and that mentors 
and mentees enjoyed the mentor/mentee experience. 
 
The instrumentation for data collection produced the previously 
mentioned findings to answer the overarching research question, “How 
can a peer mentoring program improve the academic performance of 
English language learners?” The findings of the research showed that the 
participants greatly valued the socialization portion of the program and 
the interventions may have contributed to improving academic 
performance. The implication of the study for the field of education is 
that a peer mentoring model is a promising strategy to improve the 
academic performance of English language learners and improve their 
socialization. 

Leading Practice Information 

Mentors and mentees were all students at the same high school, ranging 
from grade 9 to 12. The school counselor and ELL teacher recruited 
bilingual students with demonstrated leadership skills as mentors. 
Mentors and mentees were matched in a 1:2 ratio on the basis of home 
language, class schedules, and academic and social needs. To begin the 
match, mentors and mentees took part in a four-hour “leadership camp” 
together; mentors underwent an additional hour of leadership training in 
which they reviewed strategies for supporting their mentees. Mentoring 
took place during one class period daily for six weeks; each mentee 
received at least eight hours of in-class mentoring time, with additional 
contact occurring at other times during the school day. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentors reported a self-assessed improvement in leadership 
skills and confidence in their mentoring abilities.  
 
Mentee: Mentees perceived an improvement in their academic 
performance, which was confirmed by an overall increase in grade point 
average among the mentees over the six weeks. Mentees also 
experienced an increase in confidence communicating in English and in 
social situations, and perceived the program as helpful. 
 
Both mentors and mentees enjoyed the opportunities for socialization 
and meeting new people that mentoring provided. 
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Measure Information 

Non-standardized measures were used to assess mentor and mentee 
outcomes. They are available as appendices and include mentor and 
mentee questionnaires, as well as an additional survey and log sheet for 
mentors. 

 

Author(s), year, title, journal 
Walker, C. D. (2005). The PAL/BBBS Partnership: Evaluation of a Cross-
Age Mentoring Program (Unpublished doctoral dissertation). University 
of Texas, Arlington, Texas. 

Abstract 

Over the past two decades, planned mentoring programs have grown in 
popularity and have been touted as the solution to the various problems 
affecting today’s youth. Given their increased utilization as an 
intervention strategy, program designs for mentoring schemes have 
become as diverse as the populations they serve. This paper examines 
one such emerging mentoring methodology -- a school-based cross-age 
design in which adolescents help younger elementary school students 
achieve gains in the areas of self-confidence and self esteem via the 
process of relationship building. Through the analysis of a similarly 
situated local cross-age mentoring program, the following study seeks to 
answer the question as to whether this specific type of intervention has a 
positive impact on the academic outcomes of the mentees who 
participate. 

Leading Practice Information 

Mentees were recruited by teachers or school counselors on the basis of 
risk factors including lower academic achievement, behavioral challenges 
and socio-economic status. Mentors were upper-level senior high 
students taking part in the Peer Assistance and Leadership program at 
their school. Through the program, they underwent six weeks of training 
on topics including self-awareness, decision-making and problem solving, 
communication skills, and understanding behavior. Mentors also 
received ongoing support from BBBS agency staff during the match 
period. Matches were based on information gathered from individual 
interviews with mentees and mentors, as well as gender and ethnicity. 
Mentors were matched with two mentees, but spent time with each 
mentee individually for 30 minutes per week. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentor outcomes were not examined. 
 
Mentee: Overall, mentees had higher academic averages and 
demonstrated improvements in reading, social studies and math. There 
was no change in writing performance, and science performance 
declined. These changes differed slightly in size across examined schools, 
but were consistent in direction.  

Measure Information 

Mentee: 

 This study utilized report cards to assess the academic outcomes of 
mentees in grades 2 to 6. 
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Author(s), year, title, journal 

Willis, P., Bland, R., Manka, L., & Craft, C. (2012). The ABC of peer 
mentoring – what secondary students have to say about cross-age peer 
mentoring in a regional Australian school. Educational Research and 
Evaluation, 18(2), 173-185. 

Abstract 

Cross-age peer mentoring is an educational model that builds on peer 
support and mentoring to assist young people to enhance social 
relationships, develop cognitive skills, and promote positive identity 
development. In this article, we outline the evaluation process of a cross-
age peer-mentoring program implemented in an Australian secondary 
school. This program had a distinctive focus on blending cross-age peer 
mentoring, academic tutoring, and social support roles. We focus on the 
program’s consumers – the voices of Year 7 students (mentees) and Year 
10 students (mentors). Student perspectives were gathered using 
qualitative methods through repeated focus groups. Data were 
thematically analysed, and the findings show observed changes in social 
relationships, problem-solving skills, and engagement with literacy. We 
discuss the importance of this relationship for effective learning and 
examine the reported changes to engagement with relationship building. 
Implications for developing whole-of-school support and increasing wider 
participation are discussed. 

Leading Practice Information 

This program was strongly informed by Karcher’s (2007) guidelines for 
cross-age peer mentoring, as it prioritized relationship-building within 
the match, stressed long-term commitment (eight months), operated 
within a defined structure, and specified a two-year or greater age 
difference between mentors and mentees. Mentees were selected based 
on teacher-reported low literacy levels. Mentors were recruited based on 
interest, and completed a written application and in-person interview 
before taking part in training. This consisted of seven one-hour modules, 
with topics including the mentor role, power and empowerment in 
relationships, communication, and behavior management. Mentors and 
mentees were matched 1:1 and met for at least one hour per week; 
mentors also had regular contact with their mentee’s English teacher, 
and were involved in the school community in other leadership 
capacities. 

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentors also perceived changes in themselves, including 
increased self-confidence, greater experience in helping, leadership and 
problem-solving roles, and an awareness of their status as role models in 
the school community. 
Mentee: Mentees reported improved attitudes towards reading and an 
understanding of the practical value of literacy skills. They also perceived 
an improvement in their own literacy skills over the course of the 
program. Mentors observed that their mentees felt more confident in 
their reading skills, being at school in general, and relating to their peers 
and teachers 
In terms of the mentoring relationship, mentees valued the bonds they 
developed with their mentors, while mentors observed that 
communication, trust and empathy made these bonds possible. 

Measure Information 

Mentors and mentees each took part in two open-ended focus groups, 
with mentors also completing a questionnaire after their training. 
Additional interviews were conducted with parents, teachers, and 
members of the school administration. 

 

http://www.tandfonline.com/doi/abs/10.1080/13803611.2011.650920#.Vdvw_flViOw
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Author(s), year, title, journal 
Yeh, C. J., Ching, A. M., Okubo, Y., & Luthar, S. S. (2007). Development of 
a Mentoring Program for Chinese Immigrant Adolescents’ Cultural 
Adjustment. Adolescence, 42(168), 733-747. 

Abstract 

The development and evaluation of a peer mentoring program for 
Chinese immigrant adolescents' cultural adjustment is described. 
Twenty-three high school students who recently immigrated from 
Mainland China participated in the year-long program and 4 high school 
students served as their peer mentors. Data analyses revealed that the 
students who participated in the mentoring program had significantly 
higher peer attachment-trust and need for closeness scores at post-test 
than at pre-test. Implications for working with adolescent immigrants are 
discussed. 

Leading Practice Information 

Mentors and mentees were students at the same high school. Potential 
mentees were invited to attend a welcome event at school, during which 
they were informed about the program. 23 attendees chose to 
participate and became mentees. Mentors were trained and supervised 
by counseling psychology graduate students, with training topics 
including active listening, relationship building strategies, and mentoring 
ethics. Mentors received both course credit and a stipend. Matches were 
based on linguistic and cultural factors, and mentee preferences for 
same-gender mentors. Mentors and mentees met one-on-one at least 
once a week, and came together weekly in small groups (1:5 or 1:6) for 
lunchtime discussions and structured afterschool activities. All mentors 
and mentees were also able to attend monthly social activities together.  

Mentor and/or Mentee 
Outcome Information 

Mentor: Mentor outcomes were not examined. 
 
Mentee: Mentees’ scores on peer attachment, specifically trust and need 
for closeness, increased over the course of the program. This increase 
may indicate a developing relationship between mentees and their 
mentor. Changes were not observed for other measures.  

Measure Information 

Mentee: 

 Academic, College and Career Help-Seeking Scale 

 Social Connectedness Scale 

 Inventory of Parent and Peer Attachment 
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