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ABSTRACT

This longitudinal qualitative study explores experiences and understandings
of the mentoring role in the Big Brothers Big Sisters Czech Republic mentoring
programme, using a phenomenological approach. In particular, the study
explores mentors’ initial motivation for volunteering and its impact on
mentoring experiences, and the quality and dynamics of developed formal
youth mentoring relationships. As such, it explores in detail the characteristics
and dynamics of helping processes that do or do not mediate mentoring
benefits such as provided social supports to children. In addition, it explores
the risks and ethical dilemmas associated with formal youth mentoring
involvement. It highlights both the risks of the mentoring role and the
characteristics of quality that mediate mentoring benefits. Thus, it illuminates
the pathways through which formal mentors do or do not become significant
adults for children and young people in formal youth mentoring relationships
and interventions. It contributes to theory, research and practice with: 1) a
longitudinal qualitative methodology that has not been used before, 2) the use
of the theoretical framework of Self-Determination theory that has not been
applied in a similar context to date, 3) findings in relation to detailed
pathways of helping processes in formal youth mentoring relationships and
interventions. The characteristics and dynamics of 1) controlling, and 2)
autonomy supportive formal youth mentoring relationships are identified and
subsequent recommendations for future research and practice in formal

mentoring relationships and interventions are made.
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GLOSSARY OF TERMS AND ABBREVIATIONS

ABBREVIATIONS

YMR - Youth Mentoring Relationship

NYMR - Natural Youth Mentoring Relationship

FYMR - Formal Youth Mentoring Relationship

BBBS CZ - Big Brothers Big Sisters Czech Republic Mentoring Programme
SDT - Self-Determination Theory

CET - Cognitive-Evaluation Theory

BHN - Basic Human Needs

GLOSSARY OF TERMS

Mentor: A volunteer who agrees to engage in a one-to-one supportive
relationship with a socially-disadvantaged child and teenager for at least 10
months of regular meetings.

Mentee: A child or a teenager (from 6 to 15-years-old) who is referred to the
mentoring programme by professionals in social or health or educational
institutions for a one-to-one mentoring relationship that is seen as somehow
potentially beneficial for the child and his/her difficulties in coping.

Parent: A carer/parent of the child referred to the mentoring programme
who agrees the child will meet up with a voluntary mentor regularly once a
week for at least ten months.

Case-Worker: A coordinator of the mentoring matches who manages: 1)
recruitment, training matching, and regular supervision of voluntary mentors
for at least ten months; and 2) referral, matching, and communication on
feedback of mentees and parents.

Mentoring Relationship: A one-to-one supportive developmental
relationship between an older, wiser adult mentor and a younger mentee. The
match meets up regularly once a week for at least ten months to spend time in
enjoyable activities. The relationship developed is supposed to be supportive

for the mentee’s positive development.
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Big Brothers Big Sisters CZ: A mentoring programme funded in the Czech
Republic, based on BBBS International guidelines and aimed at promoting the

virtues of volunteering and civil society

Mediator: The term ‘mediator’ is used in two different ways in the thesis:
Firstly, it is used in the literature review relating to the results of quantitative
studies to refer to its usage in statistical terminology and methodology.
Secondly, it is explained in the theoretical framework of the study that the
term ‘mediator’ is also used in the theoretical approach of L. Vygotsky and his
followers. ‘Mediator’ in the theoretical meaning of developmental psychology
of L. Vygotsky is a caring, more experienced significant adult who ‘mediates’
the experiences of culture and society to the less experienced child. Thus,
according to the theory, the meanings of cultural and social symbols are
‘mediated‘ to the child in the quality social interactions developed between
children and their carers during childhood and adolescence. This process is
called mediation. As a result, mediation facilitates development of higher
psychological functions. The term ‘mediator’ in this theoretical qualitative
understanding is used in the theoretical framework, methodological chapter
and in the results and discussion chapters in order to explore and explain the
pathways though which formal mentors become mediators and informal

significant adults for children.



CHAPTER I: INTRODUCTION

1.0. INTRODUCTION TO CHAPTER I.

A mentoring relationship is a connection between an older, wiser, caring
mentor and a younger less experienced mentee. The principles of mentoring
are beneficial for children’s learning, positive development, and well-being.
Natural mentoring relationships (NMR) are observable in intergenerational
human relationships that have been developed over generations throughout
history. Nevertheless, it can be argued that natural mentoring relationships
are disappearing in the social networks of children and young people of post-
modern risk societies (Beck, 1992; Feuerstain, 1998). Thus, formal youth
mentoring interventions have gained increased popularity in the literature
and praxis of social services in the last decade and have been implemented as
prevention and early intervention services for disadvantaged children and
young people across Europe (Hall, 2003; Dolan, Brady, 2012; Brady, 2010;
Brumovska, Seidlova Malkova, 2010, 2008; Brumovska, 2007).

Formal youth mentoring interventions (FYMIs) aim to foster the benefits
of a natural mentoring relationship for children who lack the presence of
significant adults in their lives and thus facilitate the positive development
and well-being of children and young people (Brumovska, Seidlova Malkov3,
2010, 2008; Brady et al,, 2017). The relationship is fostered formally by a third
party, a youth mentoring organisation. Formal youth mentoring relationships
and natural youth mentoring relationships can differ both in how they develop
and in the benefits children receive from them. In particular, research on
formal youth mentoring relationships (FYMRs) argues that not all FYMRs are
beneficial, and some are even harmful (Grossman, Rhodes, 2002, Liang et al,,
2007, 2002; Spencer et al., 2006; Spencer, 2007; Allen et al., 2007; Morrow,
Styles, 1995). In addition, the characteristics features of FYMR that mediate

the benefits of mentoring to children have not been explored sufficiently to
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date (Zand et al., 2009). For instance, no study on youth mentoring to date has
questioned the effect of the initial motivation of mentors on the characteristics
and dynamics of developed formal youth mentoring relationships over time.
Nevertheless, the previous study on helping relationships outlined that the
quality of the initial motivation of helpers impacted on the perceived benefits
of these helping relationships reported by recipients (Weinstein, Ryan, 2010).
Thus, the initial motivation presumably impacts on the quality and dynamics
in formal youth mentoring relationships.

This study aims to address the gap in knowledge regarding the principles
of formal youth mentoring relationships. It aims to explore the characteristics
features of FYMR that facilitate the benefits of mentoring and thus contribute
to a child’s positive development and well-being. In addition, the thesis also
explores the characteristics features that impose potential risks from FYMR on
mentees. Finally, as it adresses the gap in the knowledge on mentors
motivation for volunteering as it closely explores the quality of initial
motivation of volunteers and its impact on quality of FYMRs that mentors
develop. As a result, the overall aim of the thesis is to explore how formal
mentors become/don’t become mediators and informal significant
adults for socially-disadvantaged children and young people in FYMRs.
Thus, the thesis contributes to current research and evidence-based practice

in the field of youth mentoring.

1.1. NATURAL MENTORING RELATIONSHIPS

Natural mentoring relationships have been part of organic social networks
throughout history. Bennetts (2003) defines a natural mentoring relationship
as one where someone gains new knowledge and personal development as a
result of the bond. Natural mentoring relationships facilitate social learning,
where the mentee learns a particular set of values and practices (Rogoff,

1990)1. Mentoring relationships function as a mutual connection between two

1 The first use of the word “Mentor” is evident in Homer's epos Oddysey. In particular, the
principle of the relationship is the close, caring, and supportive connection in which the Mentor
functions as a role model for Telemachus. The Mentor mediated the experiences, opinions, and
attitudes while caring for Telemachus’ positive cognitive and personal development during the
years of his adolescence (Freedman, 1992).



people that can be formed and developed spontaneously at any time during
the lifespan.

The mentoring relationship is beneficial for the mentee due to the
processes that occur in the relationship. In particular, the relationship is
characterized by mutual respect, loyalty, and interest in the facilitation of
learning and consequently by the socio-emotional and cognitive development
of a mentee (Brumovsk3, Seidlova Malkov3, 2008, 2010). The mentor offers
models of behaviour, values and attitudes, in addition to practical examples of
problem-solving skills. They offer the mentee different types of social support
that facilitate opportunities for the learning and development of talents and
skills, and thus mediate the mentee’s positive development (Cutrona, 2000;
Dolan, Brady, 2012; Brady et al,, 2017) and the development of the mentee’s
competence and autonomy (Brumovska, Seidlova Malkova, 2010). A mentor
can also advocate for the mentee when needed (DuBois and Silverthorn,
2005). As such, the natural mentoring relationship is an archetypal human
developmental relationship, the principles of which mediate the positive
cognitive, socio-emotional, and individual development of a mentee in
different social settings2.

However, as natural mentoring relationships are disappearing in the
natural social networks of children and young people in risk societies (Beck,
1992, Feuerstein, 1988), the benefits of mentoring relationships in children’s
development and well-being are increasingly sought through formal youth

mentoring interventions.

1.2. FORMAL YOUTH MENTORING INTERVENTIONS

The principles of mentoring relationships have been harnessed since the end
of the 20th century as the features that support the positive development of
children, young people, and adults. Mentoring principles in the post-modern

era are formally used in a range of human relationships and social networks.

2 Forty per cent of natural mentors are members of extended family such as grandparents, older
siblings, uncles, aunts, or cousins; 26% of natural mentors are teachers and counsellors,
coaches of extra-curricular activities, members of church, workmates, family, friends etc.
Natural mentoring relationships represent 69% of all noted mentorships within the social
network of children and young people during their development (DuBois, Silverthorn, 2005).
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Thus, the functions of youth mentoring relationships have been
implemented in social services interventions aimed at the prevention of social
risks, as well as a part of the personal and professional development training
of children and young people. In particular, formal youth mentoring
relationships have been seen as providing social support and contributing to
positive youth development. 1 argue that the aim of formal mentoring
interventions is to replicate the characteristics, quality, and benefits of
naturally occurring mentoring relationships (Brumovsk3, Seidlova Malkov3,
2010; Zimmerman et al., 2002; Hamilton, Hamilton, 2004; Werner, Smith,
1982; Philip, Hendry, 2000; Philip, 1997; Freedman, 1992; Rhodes, 2002;
Dolan, Brady, 2012; Brady et al., 2017).

FYMRs can be conceptualised in three ways (Keller, 2007):

1. A Prevention-Oriented Approach: Mentoring is seen as an add-on
feature that supports children in coping with stress and other risks
occuring in their social environments and prevents the escalation of
problems.

2. A Community-Oriented Approach: Mentoring relationships are a
source of social support, which in turn contributes to children‘s
positive development and well-being.

3. A Developmental Perspective: Mentors take on the role of significant

adults in children’s positive development and well-being.

This thesis uses the developmental perspective for exploration of its aims and
objectives. It explores in-depth the pathways of characteristic features of
FYMRs. In particular, it explores the quality of initial motivation of mentors
and its impact on quality and dynamics of FYMRs that mentors developed with
socially-disadvantaged children and young people. Overall, it enlights the
pathways in which formal mentors become/don’t become mediators, informal
mentors and significant adults for mentees. The developmental perspective is

now discussed in detail.



1.3. DEVELOPMENTAL PERSPECTIVE ON FORMAL

YOUTH MENTORING RELATIONSHIPS

The developmental perspective is concerned with the impact of the mentoring
experience on the positive development of children and young people. In
particular, it presumes that the benefits of the mentoring relationship are
mediated through the experience of a caring close connection between a
mentor and his or her protégé. The understanding of the mentoring role and
the helping relational processes mediated by a mentor in a mentoring bond
are viewed as crucial for mediating the positive benefits of mentoring to
children (Brumovska, Seidlovda Malkova, 2010). Thus, the developmental
perspective also questions the impact of the quality of the initial motivation on
the characteristics, quality and dynamics of mentoring relationships
developed by the mentors” approach over time.

According to the developmental perspective, the quality of the mentoring
experience will act to moderate the benefits and outcomes of mentoring
interventions for children (Philip, 1997; Colley, 2003; Grossman, Rhodes,
2002; Spencer, 2006; 2007, Brumovska, Seidlova Malkova, 2010; Spencer et
al, 2014; Brady et al, 2017). In other words, I argue that the mentors’
understanding of the mentoring role, which in turn influences their style of
interaction, impacts crucially on the characteristics, quality, and benefits of the
mentoring experience for mentees (Keller, 2007; Nakkula, Haris, 2005; Larose
et al., 2005; Brumovska, Seidlova Malkova, 2010; Rhodes, 2005; Spencer,
2006, 2007; Philip, 1997; Morrow, Styles, 1992, 1995). In addition, I presume
that the characteristics of the perceived mentors” role and their approach to
children will be influenced by the quality of the initial motivation of mentors
for volunteering (Weinstein, Ryan, 2010). However, the processes by which
formal mentors become or do not become informal supporters and significant
adults for children has not been explored sufficiently to date. Initial
motivations of mentors, particular characteristics of mentoring dynamics, and
features of risks and quality in FYMR that develop over time have not been
explored in depth to date (Zand et al., 2009; Rhodes et al., 2009; Spencer et al,,
2006).

The developmental perspective considers the differences in the processes

of formal mentoring relationships developed by mentors‘ relational styles. The
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developmental perspective explains the characteristic features of the
perceived benefits of the mentoring experience as well as the potential risks
that the characteristics of mentor‘s helping styles pose for mentees (Keller,
2007; Rhodes et al, 2009; Spencer, 2006; Spencer, Lian, 2009; Brumovska,
Seidlova Malkov3, 2010). I will use the developmental perspective on formal
youth mentoring relationships to explore the role of the mentor in the
mentee's positive development (Keller, 2007; Rhodes, 2002; Brumovsks,
Seidlova Malkova, 2010; Ryan, Deci, 2000, 1985) and consequently to explore
the characteristics of mentors* involvement styles that impact on the quality

and dynamics of formal youth mentoring relationships.

1.3.1. MENTOR AS A MEDIATOR AND SIGNIFICANT ADULT

Developmental psychologists debate as to whether developmental processes
are pre-programmed by inherent and rather automatic biological structures,
or whether the process of development needs the stimulation of and
interaction with the social environment to bring about the processes of
adaptation. Social and developmental psychologists argue that the process of
development is enabled only in interaction with the social environment
(Brumovska, Seidlova Malkova, 2010; Ryan, 1991, 1993; Stech,
1997;Vygotsky, 1978; Ryan, Deci, 1985).

In particular, they argue that the uniqueness of human development
consists in the nature of hominisation (the process of becoming a human
being), that differs radically from other mammals. The human baby appears to
have an innate predisposition to naturally form attachments with several
adults and children within their environment. Hence, the child’s personality,
activities, and interests are not isolated attributes of either their individual
nature or of the imposed influences of the environment, but rather are
attained through the interaction between the child and the system of social
relationships to which the child belongs. In particular, the experience of single
social interactions with the significant adults the child is exposed to are
significant for the child's development (Stech, 1997; Hill, Tisdal, 1997;
Brumovska, Seidlova, Malkova, 2010; Malkova, 2008, 2009).

Human interactions are unique with regard to the distance that is created
through social relationships. This distance provides a space where the outer

social rules, subjects, tools, relations, and meanings are internalized into the



child‘s self-structures. In particular, the inner psychological self of human
beings is constructed, produced, and established through the process of
internalisation. The internalisation of the social world is always a unique
process (Stech, 1997; Brumovska, Seidlova, Malkova, 2010; Vygotsky, 1978;
Ryan, Deci, 1985).

Vygotsky, in his theoretical work, focused on the conceptualization of self
and its development and structure in the context of social and interpersonal
relationships. There are three important points in Vygotsky’'s theory
regarding the impact of a mentor on the development of a mentee (Kozulin,
Presseisen, 1995). Firstly, he argued that the human mind is socially
constructed. Human cognition and culture are based on the internalized forms
of the content of social interactions. Each human individual lives in the world
that is created “on the top” of previous historical human experience of the
given culture and society. As a result, the “higher” psychological functions are
developed from the natural form through social and interpersonal
relationships in processes of internalization. Processes of internalization of
cultural tools have a social character. Thus the experience of social
interactions is a necessary condition for the development of higher
psychological functions3. The development of higher psychological functions is
socially inter-related and inter-dependent (Kozulin, Presseisen, 1995,
Malkova, 2008, 2009, Stech, 1997, Vygotsky, 1978).

Secondly, Vygotsky further specified that the development of higher
psychological functions occurs in the process of internalisation but is
mediated by the quality of the social interactions between children and
significant others. The process is thus called mediation. In particular,
mediation is the qualitative relational process whereby the meanings of
cultural tools are transmitted between generations, and the consequent
internalisation of these into the psychological structures of the self. Mediation
has a non-genetical, social character. It gives the cultural tools the social and

cultural meaning they represent* (gtech, 1997; Malkova, 2008; Kozulin,

3 The psychological functions firstly serve as an abilities for developing interactions between
the child and his or her significant adults. Social interactions mediate the symbolic meaning of
cultural tools. These interactions further proceed and transform into higher intra-psychical
structures of the individual.

4 Mediation occurs in two forms: Through internalization of experiences gained in social
interactions; and through the direct interactions with adults in the role of mediators of
meaning.
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Presseisen, 1995; Brumovska, Seidlova Malkova, 2010). Thus, a mentor is a
mediator who contributes to the development of higher psychological
functions in the socio-cultural context of children.

Thirdly, Vygotsky developed the concept of psychological tools that
represent the meanings of cultural and social phenomena, actions, and
behaviors. In social interactions, the meaning of cultural tools is mediated by
more experienced individuals, mainly with language. Thus, the most
important psychological tool is language and speech (Ibid). I argue that a
mentor is a significant adult who mediates the social and cultural meanings to
the mentee in quality mentoring interactions, both through language
(Brumovska, Seidlova Malkova, 2010) and non-verbally (Ryan, 1991, 1993;
Ryan, Solky, 1996).

As a result, development refers to the processes through which one's
authentic self, with its potential, becomes actualized and manifested through
the elaboration of internal structures (Ryan, Deci, 1985). Development
involves the processes of differentiation, assimilation, and adaptation during
childhood, adolescence, and the lifespan in generals. Following this,
integration of these processes into the larger structures of organization
through social interactions results in higher psychological functioning of the
self in the process of adaptation (Ryan, Deci, 1985: 116).

[ argue that Vygotsky’'s concept was further elaborated in theories of
development in the social context, such as Self-Determination Theory (SDT,
Ryan, Deci, 1985, 2000). In particular, SDT argues that the internal source of
development is an inner human ability for self-organization (Ryan, 1993:1). A
perspective of SDT (Ryan, Deci, 1985, 2000) sees development as driven
intrinsically though the intentions and motives that emerge from active
interactions between the individual organism and the social environment
(Ryan, Deci, 1985:114; Ryan, 1993:1). Thus, the term “development” in SDT is
defined as “an internal principle through which an entity expands and
elaborates itself while at the same time preserving its integrity and cohesion”

(Ryan, 1993:1).

5 Differentiation is the process through which the existing capacities of larger global aspects of
one’s self become broken into more specific elements. Assimilation is the process of
incorporation of the environmental aspects into one’s pre-existing self-structures. Thirdly, the
function of accommodation enlarges the organism’s capacity for changing or elaborating
existing capacities to include more aspects of the present social environment (Ryan, Deci,
1985:116-117).
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In addition, SDT argues that human development is a lifelong process of
differentiation and integration of higher psychological functions that occurs
through social interactions with significant others. In other words, the
processes of development are activated through the child’s experiences in
social interactions with adults. In particular, it argues that human
development is essentially influenced by the quality of social interactions
between the child and the significant adults in their environment. The quality
interactions are called mediation (Vygotsky, 1978). Thus, our understanding
of the process of development cannot omit the focus on existence-in-social-
context that enables development (Ryan, 1993).

SDT conceptualizes significant adults as those who facilitate the
attainment of the basic human needs of relatedness, autonomy, and
competence in children through quality social interactions. In addition, it
argues that social environments can clearly either facilitate or forestall the
organization and autonomous activity of the individual, and impact
significantly on the developmental level and degree of integration the
individual achieves (Ryan, 1993).

In conclusion, the process of socialization and development in general,
and the interpretation of the outer world by significant adults in a child's
development, can be understood as having specific characteristics called
mediation (Vygotsky, 1978) and internalization (Stech, 1997:25-26;
Feuerstein, 1998; Malkova, 2009; Ryan, Deci, 1985; Ryan, 1991, 1993). The
quality of mediation impacts on the degree to which the optimal development
of the child‘s structures and functions is enabled, processed, and internalized
(Ryan, Deci, 1985, 2000). In other words, the dialectical relationship between
the developing person and the social environment where the development is
embedded cannot be overlooked (Ryan, 1993:3; Stech, 1997; Malkov4, 2008;
Kozulin, Presseisen, 1995).

[ argue that Vygotsky’s (1978) and Ryan’s (1991, 1993 Ryan, Deci, 1985,
2000) concepts theorized the importance of the role of mediators and
significant adults in children’s development. In particular, it conceptualizes
qualitative exploration of features of mentors” interactions with children that
mediate/don’t mediate the benefits of FYMRs. Thus, the concept of mediation
allows qualitative exploration of processes and dynamics in FYMRs and

defines their quality that mediates the benefits of mentoring to children. In
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particular, mediators can be viewed as significant adults who engage in
quality social interactions with children in order to facilitate children‘s
positive development. Thus, | argue that the concepts of mediation and
internalization of higher psychological functions in the development of
children are useful for an exploration of the role of mentor as mediator and
significant adult in the mentee‘s positive development. In other words, i tis a
theoretical Framework that argues for qualitative exploration of how mentors
become/don’t become mediators and significant adults in FYMRS.

Furthermore, the idea that the human mind is socially constructed
emphasizes the link between the quality of experience with social interactions
and positive socio-emotional and cognitive development. In particular, it
draws attention to the processes through which formal mentors become/do
not become mediators and informal significant adults in mentees’ lives. Hence,
it is a useful perspective for exploring the moderators of quality in mentoring
relationships, and thus moderators of children‘s positive development in
FYMRs (Stech, 1997; Ryan, 1991, 1993; Malkova, 2008;Kozulin, Presseisen,
1995)e.

The application of the theoretical perspective of SDT to how a formal
mentor becomes a significant adult in a mentee's development implies the
need for exploration of the mentoring processes that a mentor facilitates in
mentoring interactions. In addition, it is a perspective that argues for
exploration of the link between the quality of initial motivation and the
consequent characteristic features of mentoring relationships that mentors
develop over one year of their mentoring involvement. Thus, the
developmental perspective on formal mentoring relationships with the
application of SDT offers a theoretical framework for exploration of the
mentor's experience as a mediator and significant adult in the mentee’s
development, and the consequent helping processes developed in
relationships based on the mentor‘s understanding of the mentoring role.
Thus, I argue that SDT is a useful theoretical perspective that can help to

highlight moderators of quality and the positive outcomes of FYMRs, as well as

6 Moderators are factors that impact on the relational styles of significant adults in children “s
development (such as voluntary mentors). “Mediator” is a theoretical term in developmental
social and cultural psychology (Malkova, 2008, Stech, 1997, Feuerstein, 1988, Kozulin,
Preseissen, 1995). Mediators are significant adults who impose themselves between the object
(cultural tools, symbols, language etc.) and the child and mediate (explain, transfer) them the
meanings of it.
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the risks of formal mentoring relationships and interventions (Brumovska,
Seidlova Malkova, 2010, Rhodes, 2002, Spencer, 2006, 2007, Keller, 2007).
Thus, this thesis will explore the applicability of SDT for research and practice

in relation to FYMRs and interventions.

1.4. RATIONALE, AIMS AND OBJECTIVES OF THE

RESEARCH STUDY

Following the theoretical developmental perspective, the rationale for the
study can be summarized with three main arguments regarding the focus of
the thesis on the exploration of he impact of initial motivation on the quality
and dynamics in formal youth mentoring relationships:

1) Rationale in the need for more detailed theoretical knowledge on principles
of risks and benefits in formal youth mentoring relationships;

2) Rationale in the need for informing the policy and evidence-based practice
of mentoring interventions on how benefits as well as risks of formal
mentoring are mediated in formal youth mentoring relationships;

3) Rationale in personal experience with mentoring as a mentor and interest

as aresearcher in the field of youth mentoring.

1) Rationale for informing theoretical knowledge: The literature on formal
youth mentoring interventions identifies a gap in the theoretical knowledge
on the deeper relational processes that are developed in FYMRs. For instance,
no study to date has questioned the initial motivation of mentors for
volunteering. In addition, no study to date has explored the impact of the
initial motivation of mentors on the quality and dynamics of FYMRs.
Nevertheless, the study on helping relationships concluded that the quality of
motivation of helpers impacted on the perceived quality and benefits of
helping relationships reported by receivers (Weinstein, Ryan, 2010). The
research study focuses on the gap in the theoretical knowledge and explores
the impact of initial motivation on characteristics, quality and dynamics

developed in FYMRs over one year of mentoring involvement.

2) Rationale for informing policy and evidence-based practice: The good

evidence-based practice in FYMRs needs to be informed about both the
11



principles that facilitate the benefits of FYMRs and the features that pose
potential risks for mentees. The risks of FYMRs have been questioned
theoretically (Rhodes et al.,, 2009; Spencer et al, 2006) and in previous
research studies (Grossman, Rhodes, 2002; Brumovska, Seidlova Malkova,
2010). Nevertheless, no study to date has explored the characteristics of
quality and risk in FYMRs in detail with a focus on initial motivation and its
impact on characteristics and dynamics of the FYMR. The presented study
explores the characteristics of quality and risk and their dynamics developed
in FYMRs over 1 year of mentoring involvement. As such, it infoms policy and

good evidence-based practice of FYMRs.

3) Rationale in personal experience with mentoring: The study builds on my
previous experience and research in youth mentoring. [ participated as a
volunteer mentor in BBBS CZ in Prague from 2000-2003 in two mentoring
matches. Through this experience, 1 recognized that the experience of
mentoring relationships is varied. In particular, I heard about the differing
dynamics of mentoring relationships during monthly group supervision
meetings. Furthermore, [ have previously explored the experiences of mentors
and mentees in two Swedish and one Czech mentoring programmes. |
compared and contrasted mentoring experiences and used the experience of
my MSc. research study in the design of this study.

As I see research in social science to be a tool for the promotion of
equality and justice in society, and especially a tool for the positive
development and well-being of children and young people, I started to
conduct undergraduate and postgraduate research studies on various aspects
of the mentoring experience. I was particularly interested in exploring the
factors that moderate the quality of the mentoring experience for children.

My research aims to contribute to the body of knowledge in relation to
youth mentoring. As such, this research study aims to further elaborate the
results of the study on experiences and dynamics of FYMRs published by
Tereza Brumovskd and Dr. Gabriela Seidlovd Malkova (2008, 2010; see
Appendix 1). Furthermore, this research study aims to build on the findings of
Bogat, Liang, and Rigol-Dahn (2008) who analyzed mentors‘ experiences of
their participation in a formal school-based mentoring programme with

pregnant adolescent girls and highlighted similar dynamics of FYMRs to
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Brumovska & Malkova (ibid) (see Appendix 1). Neither of these two landmark
studies explored the quality of the initial motivation for volunteering and
consequent impact on the characteristics and dynamics in FYMRs. Thus, the
presented study aims to continue in my previous work and it explores the
impact of initial motivation on dynamics and characteristics of FYMRs

developed over 1 year of mentoring involvement in detail.

1.4.1. AIMS AND OBJECTIVES OF THE STUDY
Following the rationale of the study, the aim of the study is to explore

how formal mentors become or don’t become mediators and informal
significant adults of mentees in FYMRs. Consequently, the main aim was
translated into the following three objectives of the thesis:
1. To explore the impact of initial motivation on the quality and dynamics
of the FYMR during 1 year of mentoring involvement;
2. To explore the characteristics and dynamics of risk factors in FYMRs;
3. To explore the factors in FYMRs that mediate the experiences of

quality, benefits, and dynamics of the informal mentoring bond.

In summary, the study explores the mentoring processes through which
formal mentors become or don‘t become significant adults who facilitate
children‘s optimal development. In particular, the study builds on and further
explores the results of previous studies on quality features (Spencer, 2006;
Rhodes, 2005; Brumovska, Seidlova Malkova, 2010) and risks of FYMRs
(Grossman, Rhodes, 2002; Spencer, 2007; Brumovska, Seidlova Malkova,
2010; Rhodes et al,, 2009). Following that, it explores mentors‘ motivation for
involvement, their approach to children in the mentoring role, and their
experience as mentors. Crucially, the study explores the impact of these
factors on the characteristics, quality, and dynamics developed over 1 year in
FYMRs. Thus, it helps to fill the gap in both theoretical knowledge on FYMRs in
literature and good evidence-based policy and practice of FYMIs.

The study is an exploratory longitudinal qualitative research study with a
phenomenological approach to data collection and analysis. The qualitative
approach was chosen as a suitable methodology for in-depth exploration of
relational processes in FYMRs. The phenomenological approach to research
design was deemed suitable for the exploration of mentoring experiences. In

addition, the longitudinal design of the study was suitable for the exploration
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of the characteristics and dynamics in FYMRs that mentors developed over
time. The longitudinal approach was especially useful for exploring the impact
of initial motivation on consequent characteristics and dynamics of FYMRs
developed by mentors over 1 year of mentoring involvement. Thus, the
longitudinal qualitative approach was deemed a suitable research approach
for in-depth exploration of relational processes and their characteristic
features in FYMRs.

The field work and data collection took place in the BBBS CZ programme in
Prague and Usti nad Labem in North Bohemia. It followed 11 matches for 12
months of their involvement in the programme. Qualitative in-depth
interviews were undertaken to explore the experiences of mentors during the
first months and after five and ten months of their mentoring involvement. An
in-depth Interpretive Phenomenological Analysis (IPA) was carried out in
several hermeneutic cycles (Smith et al., 2012). This research study was
undertaken at the UNESCO Child and Family Research Centre (UCFRC) at NUI

Galway in Ireland in cooperation with Charles University, Prague.

1.5 STRUCTURE OF THE THESIS

The thesis is presented in eight chapters. Chapter 1], the literature review, is in
two parts. The first part reviews the literature on characteristics and of quality
in, and benefits of, mentoring relationships. In particular, as I argue that the
aim of formal mentoring interventions is to replicate the quality and benefits
of natural mentoring bonds, | summarize and compare the quality features of
natural and formal mentoring bonds. In addition, I review the risk features of
formal mentoring relationships and the types of relationships that formal
mentoring interventions develop. The section concludes with a graphical
process model of moderators of helping processes in FYMRs. The second part
of the chapter reviews theory and research on self-determination theory
(Ryan, Deci, 1985, 2000) and youth mentoring relationships.

Chapter III describes the research design and methods of data collection
and analysis that were used to achieve the research aim and objectives. In
particular, this chapter describes the background to the research study and
discusses the ontological stance and epistemiological position, the research

design, methods of data collection and analysis, and the ethics of the research
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project. It concludes with arguments on generalizability, validity, and

reliability of the research findings.

Chapters IV, V, VI, and VII present the findings of the study as follows:

1) Chapter IV presents findings on the types and quality of initial motivation
of mentors for volunteering in mentoring relationships that were
expressed both before their involvement and during the first month of
their mentoring experience. Using the SDT framework, the ten matches
under study were divided into two groups according to the types of initial
motivation: a) Relationships with initial controlling motivations; and b)
Relationships with initial autonomous motivations (Ryan, Deci, 1985, 2000,
Weinstein Ryan, 2010).

2) Building on the analysis presented in Chapter IV, Chapters V, VI and VII,
present findings on how these initial motivations shaped the
characteristics and dynamics of the emerging mentoring relationships.
Two types of relationships are compared and contrasted both in terms of
their characteristics over 11 months of involvement and of the quality
and dynamics of the FYMRs. In particular, Chapter V outlines the findings
regarding mentors styles of coping with the challenges experienced in
the mentoring role. Chapter VI focuses on mentors‘ understanding of the
impact of the mentoring role on children‘s well-being, as well as the
quality of provided social supports. Chapter VII concludes with findings
on the quality and dynamics of satisfaction, and experiences of closeness

and benefits, in the mentoring relationships.

In summary, the thesis argues that the features of quality and developed
dynamics of relationships are in congruence with the characteristics of
Controlling and Autonomy Supportive developmental relationships defined by
SDT. In addition, it highlights the key features of quality and dynamics in
relationships and the pathways of the benefits of mentoring that are mediated

by mentors to children.

Chapter VIII summarizes, integrates, and discusses the findings in the context
of the current literature on mentoring, significant adults, and the potential of
phenomena of play in future mentoring research and practice. It also makes
recommendations for further research and evidence-based practice in FYMRs

and interventions.
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CHAPTER II: LITERATURE REVIEW

2.0. INTRODUCTION TO CHAPTER II

Following the introduction of the developmental perspective of the thesis in

Chapter I, I will now outline the theoretical and research context of the study

and review the literature on youth mentoring relationships and interventions.

Following the initial outline of the developmental perspective on FYMRs, a

review of self-determination theory and research is presented. The literature

review is in five parts:

iy

2)

3)

4)

Firstly, as I argue that the main aim of formal mentoring interventions is
to foster the functions of natural mentoring relationships, I will review
the literature on the outcomes, benefits, and features of quality of natural
mentoring relationships in order to compare them with the features of

quality in formal youth mentoring bonds.

Secondly, 1 will review research studies on outcomes and perceived
benefits in formal mentoring relationships. These are drawn from
independent evaluation studies and systematic reviews on outcomes of

formal mentoring interventions.

Thirdly, I will review the characteristic features that mediate the benefits
as well as risks of FYMRs. This section reviews the research findings
according to three themes: 1. Moderators in quantitative studies and
characteritics of quality in qualitative studies on FYMRs; 2. Mediators of
risks in quantitative studies and characteristics of risks in qualitative

studies in FYMRs; and 3. Typology of FYMRs.

Following this, I will summarize the first section of the review on the
research findings. In particular, I will discuss the process model of

mentoring helping processes (Rhodes, 2002, 2005), and develop a model
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that adapts Rhodes’ model with findings on quality features in mentoring
processes. The model emphasizes the characteristics and pathways of
quality in FYMRs, and the benefits of the mentoring experience according

to the research literature.

5) Finally, because SDT is used as a theoretical framework for the data
analysis and discussion, | review the literature on self-determination
theory and research in relation to FYMRs (Ryan, Deci, 1985, 2000) in the

second part of the chapter.

2.0.1. DEFINITION OF FORMAL YOUTH MENTORING RELATIONSHIPS
Since the principles of mentoring relationships can be used in a broad array of

human interactions and formal interventions, a unified definition of formal
mentoring is not established in current research literature. For instance,
Jacobi (1991) identified 15 different definitions of formal mentoring used in
youth services, academia, and business settings. The variety of definitions of
formal mentoring springs from the different uses of the principles of the
mentoring relationship in various program settings.

In general, however, mentoring relationships are characterized by a
caring connection between an older caring adult who provides consistent
support, companionship, and guidance to a younger, less experienced protégé,
and is aimed at the development of autonomy and competence of the child or
adolescent (Rhodes, 2002, Ryan, 1991, 1993). In other words, mentors in
FYMRs are significant adults who develop an intergenerational developmental
relationship in order to support children and adolescents through their
transition into adulthood (Brumovska, Seidlova Malkova, 2010). For this
reason scientists in the field have identified five core general elements of

mentoring relationships (Eby, Rhodes, Allen, 2007: 10):

1) [t is a unique one-to-one relationship between two individuals.
No two mentorships are the same, even if some common features can

be identified.

2) Mentoring is a learning partnership. Almost all mentoring
relationships mediate the acquisition of knowledge regardless of the

goals, form, and formal setting.

17



3) Mentoring is a process defined by the type of support provided
from mentor to mentee. The support provided has different

characteristics that depend on the needs of the mentee.

4) Mentoring is reciprocal, yet asymmetrical. While a mentor
receives personal benefits from the mentoring activity that are a
source of motivation and personal engagement, the primary focus is

on the growth and personal development of the mentee.

5) Mentorship is a dynamic relationship. In relational types of
youth mentoring, where the focus is on the development of a close
connection, the processes of mentorships are similar to the
developments of friendships and close intergenerational

relationships.

As a result, for the current research study, I employ the definition of formal

mentoring relationships that summarizes the above characteristic features:

Mentoring is a unique, one-to-one caring and supportive connection
between an older, more experienced mentor and younger mentee.
The mentor provides support, guidance, encouragement and care in
order to facilitate the protégé’s cognitive, personal and social growth
and development. The relationship is dynamic - it develops and
changes over time. It is an asymmetrical, yet reciprocal connection
that in ideal cases fosters natural intergenerational friendship.
(Rhodes, 2005:25)

2.1. NATURAL MENTORING RELATIONSHIPS

I argue that the aim of FYMRs is to achieve the characteristics, quality, and
benefits of naturally occurring mentoring bonds. Thus, in the next section I
will review the characteristics of natural mentoring relationships in detail to

compare these with the features of quality in FYMRs.

2.1.1. OUTCOMES AND PERCEIVED BENEFITS OF NATURAL

MENTORING RELATIONSHIPS

Naturally occurring mentoring relationships are in general presumed to have
a more positive impact on youths compared to FYMRs because 1) they are
naturally formed within the social networks of young people; 2) they tend to
last longer; 3) they are less artificial than FYMRs; 4) mentors are more likely
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to be similar to mentees in terms of their context and background; 5) mentors
may already be familiar with the mentee’s family background and therefore
less susceptible to unrealistic expectations; and 6) mentors are more likely to
participate in important events of the mentees’ lives and thus become a
natural member of the mentees’ social networks (Cavell, Meehan, Heffer &
Holiday, 2002).

The outcomes of the evaluative research studies on mentoring
relationships have shown the positive impact of natural and formal mentors.
In general, young people with the experience of natural mentoring
relationships were found to be more resilient in four main areas: 1) Social
Relationships; 2) Risk Behaviour; 3) Cognitive Skills and Learning; and 4)
Personal Well-Being: (Blinn-Pike, 2007, Brumovsk3, Seidlova Malkova, 2010).
Thus, several studies found that mentors function as protective factors that
neutralize the risk factors of the youth’s environment. In particular, the
experience of a natural mentoring relationship was associated with the

following:

1) Young people were found to be more socially mature and
flexible towards traditional gender roles (Werner, Smith, 1982). The
experience with a natural mentor was associated with improved
coping and problem-solving skills in relationships (Rhodes,
Contreras and Mangelsdorf, 1994), a perceived increased broadness
and variety of social networks (Sanchez, Esparza, Berardi and Pryce,
2010), and an increased level of perceived and received social
supports (Sanchez, Esparza, Berardi and Pryce, 2010, Rhodes,
Contreras and Mangelsdorf, 1994).

2) Adolescents were better able to structure their activities
(Werner, Smith, 1982). Hence, they were more likely to have positive
attitudes towards school (Zimmerman, Bingenheimer and Notaro,
2002), and therefore to graduate from high school and to attend
college (DuBois and Silverthorn, 2005).

3) Young people expressed a higher level of integration of
internal values and attitudes towards their life, and thus a higher
resilience to stress and environmental risks (Werner and Smith,

1982). In particular, they exhibited a decrease in risk behaviors such
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as substance abuse; and also (more/increased) regular use of
contraception DuBois, Silverthorn, 2005). In addition, they had a
decreased probability of 1) contracting sexually transmitted diseases
(Ahrens, DuBois, Richardson, Fan and Lozano, 2008), and 2)
involvement in violent and non-violent delinquent behaviour such as
smoking marijuana (Zimmerman, Bingenheimer and Notaro, 2002),
being a member of a gang, or hurting someone (DuBois, Silverthorn,

2005, Ahrens, DuBois, Richardson, Fan and Lozano, 2008).

4) Finally, the experience of a natural mentoring relationship
mediated higher perceived personal well-being and health (Ahrens,
DuBois, Richardson, Fan and Lozano, 2008, Werner, Smith, 1982). In
particular, young people with natural mentors reported decreased
depression and suicidal ideation (Ahrens, DuBois, Richardson, Fan
and Lozano, 2008, Rhodes, Contreras and Mangelsdorf, 1994), a
higher level of self-esteem, relatively high satisfaction and well-being
(DuBois, Silverthorn, 2005), and a high level of physical activity
(DuBois, Silverthorn, 2005).

Lastly, a Scottish study (Philip, Hendry, 2000) examined the perceived
benefits of mentoring for 30 natural mentors. They argued that mentoring
involvement provided the opportunity to enhance their cultural capital in four
distinctive respects (Philip, Hendry, 2000:218): 1) Mentors were enabled to
make sense of their own past experiences, including their natural mentoring
relationships and/or odds and challenging events; 2) Mentoring was an
opportunity to gain insight into the realities of other people’s lives and to learn
from these for themselves; 3) Experience of reciprocal and intergenerational
alternative kinds of relationship was enriching; and 4) Mentors built-up a set of
new psycho-social skills as “exceptional adults” who offered support, challenge,

and friendship.
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2.1.2.  QUALITATIVE MODERATORS OF MENTORING BENEFITS IN

QUANTITATIVE STUDIES

Studies have also focused on exploring the mediators of benefits in natural
youth mentoring relationships. [ later go on to argue that the characteristics of
natural mentoring relationships are in congruence with quality features of
FYMRs fostered in mentoring interventions.

Firstly, Sdnchez, Esparza, Berardi and Pryce (2011) explored the impact
of long-term natural mentors on a social network of Latino youth during high
school transition. They found that having a natural mentor at T1 measures
redicted natural mentoring relationship at T2 measures. Participants with
mentors at both times of measures reported a rich and varied social network
with perceived and received social supports, in comparison to respondents of
the other two control groups. Thus, duration length of mentoring
relationships was a predictor of positive benefits of the mentoring
experience. Similarly, Munson and McMillen (2009) found that young people
with long-term natural mentoring relationships were less likely to have been
arrested by the age of 19, and reported less stress and depression and a higher
level of general well-being and satisfaction with life. In addition, the
frequency and quality of contact between youth and non-parental
significant adults in mentoring relationships were found to be moderating
factors in the behavior problems of young people (Rishel, Sales, Koeske,

2005).
The following quality factors were further specified in these studies:

Closeness: Courtney and Lyons (2009) explored the association between
features of relationships and outcomes for former foster youths at the age of
21 (n=590). They shown that closeness with a natural mentor was associated
with a significantly large reduction of a recent experience of homelessness.
Similarly, Whitney, Hendricker and Offutt (2011) explored the moderators of
quality in mentoring bonds in relation to: 1) Initial age of a mentee; 2)
Durability; 3) Perceived closeness; and 4) Type of natural mentors (Peer or

Adult) in association with the outcomes for adolescents’. As a result, youths

7 The presence of natural mentors was indicated with a question: “Other than your parents or
step-parents, has someone else made an important difference in your life since you were 14
years old?”

21



with adult mentors had a significantly lower level of depressive affects han
youth with peer mentors. In addition, high-quality mentors were linked to
higher levels of mentees’ perceived self-esteem. Interestingly, the youths with
low-quality mentors had significantly more problems with alcohol than non-

mentored youth and youth with high-quality mentors.

Provided Guidance and Advice: Greeson, Usher and Grinstein-Weiss (2010)
examined the mediating effect between natural mentoring relationship
characteristics, material hardship and asset-related outcomes, and
expectations for the future among young people who were fostered
(n=15,197). They found that natural mentors who provided guidance/advice
and were considered as role models by youths were associated with mentees

having a bank account and positive expectations.

Engagement, Authenticity and Empowerment: Similarly, Liang, Tracy,
Taylor and Williams (2002) examined the direct mediating effects between
the quality factors of natural mentoring relationships and the well-being and
mental health of college students (n=450, M age 19.2). The quality of
mentoring relationships was measured by a survey with questions that
operationalized definitions of the following relational quality features:
engagements, authenticity®, and empowerment!? (Liang et al., 2002: 280). They
found that a higher perceived level of the measured relational qualities
significantly predicted a higher level of self-esteem and a decreased sense of
loneliness among young people (Liang et al., 2002: 281).

Moreover, two major qualitative studies were conducted with 56 middle
school, high school, and college students (Liang, Spencer, Brogan and Corral,
2007) and with seven foster women of colour (Greeson, Bowen, 2007) in
order to explore the mediators of benefits in their experience of natural
mentoring. The researchers identified the qualitative features of natural
mentoring relationships that are in congruence with findings on qualitative
features in FYMRs (which will be reviewed below). In particular, these quality

features of natural mentoring relationships mediated positive experiences in

8 Defined as “perceived mutual involvement, commitment and attunement to the relationship”
(ibid).
9 Defined as “the process of acquiring knowledge of self and the other and feeling free to be
genuine in the context of the relationship” (ibid).
10 Defined as “the experience of feeling personally strengthened, encouraged and inspired to
take action” (ibid).
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those mentoring relationships. As such, young foster women described a
change in attitude towards school, better school performance, and improved
relationships with family members. They were also better able to cope with
emotional issues and handle their feelings, and were less anxious and more
confident and outgoing in relationships (Greeson, Bowen, 2008). Similarly,
Liang et al. (2008) argued that young people did not fear sharing sensitive
personal topics with mentors, topics they would be uncomfortable discussing
with parents or other adults (Liang, Spencer, Brogan and Corral, 2007).

Firstly, respondents valued the support received within the context of or
enhanced by the experience of “fun” in shared activities or during the
shared trips to the place of the activity. Shared fun and enjoyment were
described as mediators of the mentoring process in the building and
deepening of the relational bond between the mentor and a young person
(Liang, Spencer, Brogan and Corral, 2007).

Secondly, mutual trust and fidelity were described as features that
distinguished the mentor from other adults. In particular, young people valued
the fact that their mentor “kept secrets”, was honest with the mentee, and did
not lie. Thus, students confided in the mentor in relation to personal matters
that they could not share with most family members and friends (Ibid).
Similarly, Greeson and Bowen (2008) reported that young foster women
perceived the development of trust over time as the foundation for positive
relationships with mentors. In addition, mutuality of trust in the mentoring
bonds was perceived as a factor that mediated further benefits of the natural
mentoring relationships (Ibid).

Furthermore, Greeson and Bowen (2008) emphasized the importance of
the experience of social supports provided in natural mentoring
relationships of young women. In particular, the researchers identified and
described the experiences of emotional, informational, instrumental and
appraisal supports received in natural mentoring relationships as mediators
of mentoring benefits.

Emotional Social Support was experienced as availability of natural
mentors to talk to when mentees experienced the need, problem, or
issuearisen (Greeson, Bowen, 2008). In particular, it was identified as
experiences of love and caring developed from the ability to trust the natural

mentors, experiences of happiness and excitement,and the experiences of
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being listened to and responded to when with the mentor (ibid). The
experiences of care were further described as the availability of the mentor to
support the mentee at any time, as the ability of the mentor to care very
naturally and helpfully, or as the feeling that the mentors cared simply by the
way they acted around the protégé (ibid).

Informational Support was experienced by mentees as information
received from mentors on matters of importance to mentees, and as the
sharing of experiences on life events (ibid).

Appraisal Support was identified as the ability of the mentor to offer
their opinion, share and discuss mentees’ points of view on particular
situations, offer optional solutions, and give a better understanding with
provision of choice in solving the situation (Greeson, Bowen, 2008). Similarly,
Liang et al. (2007) reported that the young people in their study valued the
nondirective and non-judgmental approach of good mentors, who supported
their mentee without imposing their values and attitudes, and so encouraged
their autonomy.

Finally, the experiences of Instrumental (Tangible) Support involved
either the provision of material items or practical assistance with daily tasks.
When providing tangible support, mentors combined practical advice, support
of skills development, and faith in skills and abilities of protégés. Thus, they
supported mentees’ confidence (Ibid). Mentees especially valued when the
mentor “sat down” with them to discuss the options of the topics and tasks.
Mentors were also found to be important when they supported mentees in
being part of a minority group at school or dealing with stress and depression
(Greeson, Bowen, 2008; Liang, Spencer, Brogan and Corral, 2007).

Moreover, Greeson and Bowen (2008) described the parent-child
dynamics of the natural mentoring relationships as a quality factor developed
out of the experience of trust, love, and care. They argued that role-modelling
and availability for identification were important quality features of the
mentors” role. In particular, young foster woman described the mentor as
being similar to their own biological mother in providing advice and
emotional support. All the women felt safe and secure with mentors who they
felt were fostering their missing parent. Similarly, young students expressed
admiration for their mentors and a desire to emulate them in their actions and

behavior (Liang, Spencer, Brogan and Corral, 2007).
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Finally, positive expectations for the future of mentees were linked

with the high quality and efficacy of natural mentoring relationships. In

particular, young women believed they would keep in touch with their

mentors in the future regardless of their life situation (Greeson, Bowen, 2008).

To summarize, the research on characteristic features of natural

mentoring relationships in quantitative studies shows the factors that impact

on natural helping processes in mentoring as follows:

1) Moderators of quality in natural mentoring relationships in quantitative

studies:

Durability of relationships
Frequency of contact
Type of mentor

Perceived closeness in relationships

2) Characteristics of quality features in helping processes and benefits in

natural mentoring relationships in qualitative studies:

Availability of a mentor for role modelling and identification
Experience of perceived and received social supports
(Provided guidance and advice, empowerment; emotional,
informational, appraisal, and instrumental enactment
supports)

“Fun Factor” of shared experiences

Experiences of happiness and excitement

Mutual trust and fidelity

Experiences of being listened to and responded to

Positive expectations for the future

3) Perceived benefits and outcomes of natural mentoring relationships

Better ability to cope with socio-emotional challenges
Decreased level of stress and perceived loneliness

Better communication skills

Better academic performance and positive change in attitudes

to education
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In conclusion, I argue that the characteristics of quality in FYMRs mentoring
relationships are aimed to foster the functions and benefits of natural
mentoring (Brumovsk3, Seidlova Malkovd, 2010). In addition, the exploration
of quality features in mentoring experiences in FYMRs is the subject of this
research study. Therefore, the outcomes, perceived benefits, and
characteristic features of quality in FYMRs will be reviewed according to
previous quantitative and qualitative studies in the following part of this
chapter in order to compare and contrast natural and formal mentoring bonds

for the purposes of this study.

2.2. FORMAL MENTORING RELATIONSHIPS

In order to explore how formal mentors develop quality interactions with
children in FYMRs and become significant adults for mentees, the next part of
this chapter focuses specifically on the review of moderators in quantitative
studies and characteristics of quality that mediate mentoring benefits
according to qualitative studies on formal mentoring bonds. In addition, it also
reviews the risks and dilemmas that formal mentoring relationships can
impose on mentees, and summarizes the outcomes and perceived benefits of

FYMRs.

2.2.1. RESULTS OF INDEPENDENT EVALUATION STUDIES ON OUTCOMES

OF FORMAL MENTORING SCHEMES
Research studies have shown that the mentoring experience has a positive

impact on mentees in terms of increased self-esteem, more positive social
values and attitudes, improved social and interpersonal skills, enhanced
creativity, increased passion and energy, and improved personal relationships
(Levinson, Darrow, Klein, Levinson & McKee, 1978, Hall, 2003, DuBois et al,,
2011). However, evaluation studies on formal mentoring relationships
showed neutral and negative impacts as well as positive depending on the
measures and examined variables as well as on the characteristics of the
mentoring schemes and relationships (Blinn-Pike, 2007, DuBois et al.,, 2002,
2011).

Following on from this, meta-analytical reviews that were conducted
(DuBois et al, 2002, 2011) brought the synthesis of independent particular

reports on outcomes of mentoring schemes to more generalized knowledge. In
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particular, they highlighted the benefits of formal mentoring schemes for
mentees, with emphasis on the particular moderators that impact on final
outcomes of FYMRs. Thus, the moderators identified in the meta-analytical
studies on mentoring outcomes are the features of quality that mediate the

mentoring benefits identified with quantitative methodologies.

2.2.1.1. QUANTITATIVE AND MIXED METHOD STUDIES ON OUTCOMES OF

FORMAL YOUTH MENTORING INTERVENTIONS.
One of the studies on the impact of the BBBS programme on 45 boys between

ages 7 to 15 from single-parent homes (Turner, Sean, Sherman, Avraham,
1996) shown that the boys with mentors reported significantly higher results
in self-concept measures than those in the control group. Furthermore, the
results of the landmark national evaluation study on the BBBS programme
(Tierney et al., 1995) proved that mentored youths were significantly less
likely to initiate alcohol and drug abuse, were less likely to hit someone, less
likely to skip school, more likely to have good relationship with their families,
and more likely to feel competent at school than those in the control group.
Following this, the data were further analyzed with a focus on the impact
of the BBBS programme on the peer relationships of foster youth in relative
and non-relative care after 18 months of participation in the programme
(Rhodes, Haight, Briggs, 1999). The results showed that foster parents were
more likely than non-foster parents to report improvements of children in
terms of social skills; higher comfort, and greater trust when interacting with
young people. In addition, foster youths with mentors showed improvements
in peer relationships, pro-social behavior, and self-esteem measures. Similarly,
Dolan et al. (2011) conducted an RCT evaluation study on the BBBS Ireland
programme. They concluded that the programme was efficient in its
implementation and beneficial for mentees. Contrary to that study, the results
of evaluation studies on outcomes of the Swedish community-based and
school-based youth mentoring programmes (Bodin and Leifman, 2011;
Jackson, 2002) showed no statistically significant impact of programmes on
young people. However, the researchers concluded that a relatively low
statistical power of the research samples in both studies prevented definite

conclusions on the programmes’ outcomes.
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2.2.1.2. SYSTEMATIC META-ANALYSIS REVIEWS ON QUTCOMES OF

MENTORING INTERVENTIONS

A significant review of 55 independent evaluations of outcomes of mentoring
interventions that were published between 1970 and 1998 (DuBois et al,,
2002) concluded that mentoring programmes have a significant, even if small
effect on the outcome measures of problem or high-risk behaviour,
academic/educational outcomes, and career/employment outcomes. In
addition, the study found that mentoring schemes had some effects on the
social competence and emotional/psychological adjustment of mentees.

Similarly, another meta-analysis of 43 research articles on outcomes of
formal mentoring schemes published between 1975 and 2001 concluded that
the mentoring schemes had the most significant effect on the measures on
school, academic, and career preparation, and a smaller effect on measures on
violence and anti-social behavior (Smith, 2002).

Furthermore, a narrative review of ten evaluations of formal mentoring
schemes with five experimental and five non-experimental/quasi-
experimental research designs concluded that mentored youths were slightly
less likely to hit other peers or use alcohol and drugs, were slightly more likely
to: 1) have better attitudes towards school and report fewer absences from
school; 2) had more positive attitudes towards helping others in general; 3)
had improved relationships with parents; and 4) had better attitudes towards
their elders (Jekielek et al., 2002).

Moreover, a multidisciplinary meta-analysis of 116 independent studies
and reports on outcomes of formal mentoring (Eby et al., 2007) comparing the
overall effect size associated with mentoring outcomes for protégés across the
different fields of mentoring (youth, academic, and workplace) showed that
mentoring was associated with a wide range of favourable behavioural,
attitudinal, and interpersonal outcomes. In general, mentoring programs were
shown to most readily influence behavioral and attitudinal outcomes and
interpersonal relationships. In particular, youth mentoring was found most
likely to influence school attitudes (school attitudes, withdrawal behavior, and
academic performance), intentions to help others (community service,
mentoring others, volunteering), and interpersonal relationships (Ibid).

Finally, the most recent meta-analysis of outcomes in youth mentoring
interventions (DuBois at al., 2011) drawing on the developmental model of
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formal mentoring (Rhodes, 2002, 2005) encompassed 73 independent
evaluation studies of youth mentoring interventions published between
1999-2010. The findings supported the process model (Rhodes, 2002, 2005)
and showed that formal mentoring had a positive impact on behavioural,
social, emotional, and academic measures, especially when mentored youth
are compared with their non-mentored peers. However, the findings
shownthat the gains on outcome measures are only modest n comparison to
control groups, and that certain conditions in programme settings are more
efficient than others (DuBois et al., 2011).

In summary, the evaluation studies and meta-analytical reviews have
shown that formal mentoring programmes have an impact, especially on
academic attitudes, socio-emotional well-being, and risk behavior of mentees.
The results support the theoretical process model that outlines the processes
and outcomes of formal mentoring (Rhodes, 2002, 2005, see below). Thus, the
next part of this chapter will review the research findings on moderators and

mediators of perceived benefits and quality outcomes in FYMRs.

2.2.2. MODERATORS AND CHARACTERISTICS OF QUALITY IN FYMRS
The benefits and outcomes of FYMRs have also been theoretically modelled as

having a positive impact on cognitive and socio-emotional development,
decreased risk behavior of youth, and leads to a generally higher level of well-
being (Rhodes, 2002, 2005). In particular, Rhodes (Ibid) argued that the
mentoring processes are defined in terms of the moderators and mediators of
mentoring benefits in relationships. In other words, experiences of these
factors predict positive outcomes of FYMRs. Thus, drawing on previous results
in quantitative studie on FYMRs she argued that moderators and mediators of
mentoring benefits are features of quality in mentoring processes. In
particular, she argued that the quality factors of FYMRs are experiences of
closeness, trust, and empathy. Nevertheless, Rhodes did not discuss the
processes in which the identified qualities in FYMRs are or are not developed.
Thus, the relational prcesses that mediate closeness, trust, and empathy in

FYMRs remaine unknown.
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Figure 1: Rhodes” Model on Mediators of Quality and Helping
Processes in FYMRs

How doesitwork: Rhodes Model 2005
Mediator

Moderators

The following review of the research literature on moderators and mediators
of quality in FYMRs follows the Rhodes model. I revised and updated the
Rhodes process model according to current literature findings. In particular, I
revised the moderators and characteristics of quality that mediate benefits in
FYMRs identified in the quantitative, mixed-method, and qualitative research
studies to date. As a result, I developed the model on mentoring processes
with updated moderators and features of quality that mediate benefits in a
mentoring bond. In addition, this model is further developed in the theoretical
framework, and is examined in the analysis and discussion of the presented

study.

2.2.2.1. Moderators of Quality: Objective Features in

Quantitative Studies
Firstly, the quantitative studies on mentoring moderators concluded several

objective characteristics that were measured with quantitative
methodologies and were shown as moderators of the resultant benefits of
mentoring for young people.

The frequency of contact of the match predicted positive ratings of
perceived closeness in relationships in school-based BBBS programmes

(DuBois, Neville, 1997). The frequency of staff contacts also predicted the
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amount of relational obstacles, such as low perceived closeness in the
relationships as well as the negative ratings of perceived benefits of mentoring
for young people (Ibid). Moreover, a strong positive association was found to
exist between the length of the relationship and the amount of contacts of
the match and perceived benefits (DuBois, Neville, 1997, Grossman and
Rhodes, 2002). In particular, young people whose match terminated within
the first three months suffered significant declines in self-worth and perceived
scholastic competence. On the contrary, youths who were matched with
mentors for more than 12 months reported significant increases in their self-
worth, self-perceived social acceptance, perceived scholastic competence,
quality of parental relationships, positive school attitudes, and a decrease in
the risk of substance abuse and truancy. No significant benefits for youths
were found in matches that lasted less than six months; nevertheless, youths
reported an increase in alcohol use. Youth matched in mentoring relationships
for 6 - 12 months reported a decrease in the amount of times they hit
someone, a decrease in school truancy, and an increase in perceived scholastic
competence (Grossman, Rhodes, 2002:208 - 209).

Furthermore, the following identified objective moderators impacted on
durability of formal mentoring relationships. Previous experience of abuse
in young people was found to be a significant predictor of mentoring
duration. In particular, Grossman and Rhodes (2002) found that mentoring
matches with adolescents who had sustained experience of abuse were more
likely to break up. The age of youths was also found to be a predictor of
relationship duration. In particular, youths between the ages of 13-16 years
were more likely to break up a match in each period of the relationship than
younger people between the ages of 10-12 years (Grossman and Rhodes,
2002). Age and Marital Status of a Mentor (Grossman and Rhodes, 2002)
also moderated relationship durability. In particular, unmarried volunteers
between the ages of 26-30 years were 65% less likely to terminate the
relationship each month in comparison to married volunteers in the same age
group. Moreover, a higher income rate of mentors predicted longer-lasting
relationships (Grossman and Rhodes, 2002). Finally, the gender of matches
moderated relationship duration. In particular, female same-sex matches
were, in general, more likely to terminate the relationshiphan male matches

(Grossman and Rhodes, 2002).
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2.2.2.2. MODERATORS AND CHARACTERISTICS OF QUALITY: SUBJECTIVE

FEATURES IN QUANTITATIVE STUDIES

Grossman and Rhodes (2002) argued that the impact of objective moderatorsf
relationship durability was decreased with the perceived quality features of
mentoring relationships; that is, with perceived satisfaction in mentoring
relationships and youth-centeredness in mentors’ relational style. The
higher the level of quality young people perceived in these factors, the lower
the impact of further identified relational risk factors on the length of
relationships and outcomes of mentoring for youth (Ibid).

Similarly, Karcher, Nakkula and Harris (2005) argued that both the
perceived relational quality, measured with the perceived relational trust and
closeness, and the frequency of conflict in the relationships perceived by
mentees correlated with mentoring outcomes on the scales of mentees’
subjective well-being. Moreover, positive relationship characteristics such as
interpersonal attraction, perceived closeness, and rate of conflicts were found
to be a mediator of positive and negative mood and relationship depth. In
particular, perceived interpersonal similarity in extraversion was found to be
a predictor for durability of formal mentoring relationships (Madia and Lutz,
2004). Thus, perceived closeness was found to be positively associated with
perceived benefits for young people reported by mentors (DuBois, Neville,
1997). As a result, positive characteristics of relationships were found to be
mediators of intention of mentors to remain in relationships, perceived
relationship depth, perceived interpersonal attraction, and consequent
positive outcomes of the mentoring experience (Madia and Lutz, 2004).

In addition, Karcher, Davidson, Rhodes and Herrera (2010) measured the
impact of teenage mentor’s attitudes towards young people on mentees’
benefits from mentoring relationships in cross-age formal peer mentoring
relationships with 221 high school volunteers, 205 mentees, and 182 students
of control group. Measures for mentees included scales on school
connectedness!!, academic achievement, social acceptance, youth emotional
engagement (satisfaction with the mentor), match length, and teacher-student
relationship quality. The results showed that positive mentor attitudes
towards youth were associated with more emotional engagement of mentees

towards their mentors. In particular, academically disconnected mentees with

11 Importance placed on school, active initiative to achieve success at school.
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positive mentors were more emotionally engaged in relationships, and
subsequently they reported significantly better relationships with teachers.
Conversely, the academically-connected mentees with negative mentors made
more negative contributions in the classroom and had lower peer acceptance
than connected controls according to the teachers’ reports.

Furthermore, the discrepancy between the expected and actual role
of mentors (Madia, Lutz, 2004) was found to be a predictor of a mentor’s
intention to remain in the relationship. The higher a mentor’s negative
discrepancy between ideal and actual role, the lower intention mentors shown
to engage in mentoring relationships (ibid).

Karcher, Nakkula and Harris (2005) explored the impact of mentors’
perceived self-efficacy and a priori motivation to have a positive
experience on the quality of mentoring relationships. The results showed that
the perceived mentee characteristics and quality of mentoring relationship
were fully mediated by mentors’ perceived self-efficacy and expectation of
gaining a good experience in a mentoring role. In particular, mentors’ a priori
positive motivation was associated with a high level of perceived self-efficacy
after 4-6 weeks of mentoring experience. In addition, the mentors’ perceived
self-efficacy mediated the relationship between perceived mentee
characteristics and risk-status, and perceived quality of the mentoring
relationship from the mentor’s perspective. In addition, mentors’ initial
perceived self-efficacy was positively related to mentees’ experience of
empathy, praise, and attention (EPA scale) and mentees’ perceived
importance for the mentor at the end of the school year. Lastly, mentees’
support-seeking behaviour factor was found to be a predictor of perceived
relationship quality reported by mentors (ibid).

Jackson (2002) assessed the cognitive benefits of participation in a
mentoring scheme for formal mentors measured with several survey
assessments. The results showed that, in general, mentors enjoyed the
mentoring role, reporting overall satisfaction. In particular, they valued the
direct practical experience that enabled them to understand the at-risk peers
and their role as positive role-models for protégés that gave them an
opportunity to make a difference in children’s life (ibid). However, [ argue that
these findings on the perceived benefits for mentors, together with no

significant findings on outcomes of mentoring schemes for children (ibid),
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could mean that the mentoring scheme placed mentors in a deficit-model
approach towards children with a more controlling attitude rather than a
strength-based approach towards them (Morrow, Styles, 1995, Brumovska,
Seidlova Malkova, 2010, Spencer, 2007, Ryan, Deci, 1985, Solky, Ryan, 1998).
Moreover, mentors also appreciated weekly supervision. They felt supported
by the peer mentors during the group discussions and benefited from working
with professionals who cared for the mentees.

Finally, the mentors of the study reported that, although some of them felt
frustrated, they continued to care about the children. They also realized that in
mentoring relationships children needed to have goals set according to their
individual needs (ibid). I argue that caring for children despite the feelings of
frustration revealed issues in terms of their satisfaction of needs (Ryan, Deci,
1985, 2000, Weiss, 1974, Brumovska, Seidlova Malkova, 2010) that could
presumably have a further impact on the health of mentors and consequently
on the quality of relationships and their impact on mentees (Brumovsks,
Seidlova Malkova, 2010, Weinstein, Ryan, 2010).

In summary, I argue that these studies raised many questions regarding
the risks of formal mentoring relationships. However, these were not
discussed in adequate detail, as the quantitative research designs did not
provide data for further in-depth exploration. Thus, I argue that this highlights
the limits of quantitative designs, while emphasising issues in formal

mentoring relationships that require further research.

2.2.2.3. CHARACTERISTICS OF MENTORING RELATIONSHIPS: MIXED —

METHOD STUDIES

Philip, Shucksmith and King (2004) and subsequently Philip (2006) explored
the views of young people on experiences with paid and voluntary mentors in
three Scottish mentoring schemes. In particular, they analyzed factors of
positive mentoring experiences and benefits from mentors’ and mentees’
perspectives. Moreover, Philip (2006) consequently further analyzed the same
data set with a focus on the qualitative dimensions of successful formal
mentoring relationships. Similarly, Blinn-Pike, Kuschel, McDaniel, Mingus and
Poole Mutti (1998) empirically described the mentor’s role and processes in
mentoring relationships between adult formal mentors (n=20) and pregnant

young womennd mothers. The results of these studies identified several
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features that mediated the benefits of a positive mentoring experience. In
general, young people valued experiences of trust, control, reciprocity, and
sharing, and in particular the following features mediated the positive
mentoring experiences.

Firstly, shared and understood background and context, that is,
empathizing with mentees’ experience of diversity by mentors, mediated
mentees’ trust and the sharing of other personal issues with mentors (Philip,
Shucksmith and King, 2004). Secondly, a positive image of the young person
(ibid) was found to exist in mentoring relationships with positive feedback. In
particular, young people emphasized the importance of mentors accepting
them on their own terms and valuing and empowering their capabilities and
positive abilities (ibid). Thirdly, negotiation over shared activities mediated
positive mentoring experiences. Moreover, negotiation also focused on setting
boundaries of dependence and autonomy within the mentoring relationship.
Young people with positive mentoring experiences also valued the “fun
factor” they experienced during shared activities with their mentors. The
experience of enjoyment and fun allowed young people to go beyond casual
behavior and allowed for spontaneity, such as sharing jokes, and recognizing
the same sense of humor and capacity to laugh at their own shared actions. As
a result, the “fun factor” facilitated reciprocity and predicted a high level of
trust in mentoring relationships (ibid). Hence, building trust was a key
process of development in the mentoring relationship. From that, the level of
trust of young people had in their mentors further developed the closeness
and depth of the relationships. In particular, young people began to trust
mentors slowly as soon as they felt safe in the relationship. Thus, the mentees
tested the reactions of mentors to their challenging behavior before they
began to trust them, became closer, and shared personal issues (ibid).

The quality of the mentoring experiences was moderated by issues of
confidentiality. In particular, the fact that sensitive confidential issues shared
in mentoring relationships were further discussed among the staff of
mentoring schemes was a source of challenge and conflict in some matches.
However, when confidentiality was a subject of negotiation and young people
were part of the process of decision making, and had the information and

opportunity for discussion on how the confidential information would be
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revealed, the confidential issues were shared smoothly without conflict and
undermining of trust (ibid).

Finally, Blinn-Pike, Kuschel, McDaniel, Mingus and Poole Mutti, (1998)
identified social supports provided in relationships as emotional, tangible,
and informational supports. Moreover, they identified the role of mentors in
supportive mentoring relationships as a quasi-parental role in which
mentors functioned and were perceived as role models to their protégés
(ibid). In particular, the mentor’s role revealed three characteristic features of
mentors: 1) Providing the emotional, tangible, and informational supports
related to family issues, 2) Availability for mentees who shared personal and
intimate issues with mentors; 3) Involvement in events of the mentee’s life
(ibid).

In sum, young people valued their mentors, especially for their support in
times of adversity at different stages of their lives. Young people also
perceived the add-on individual and group work as beneficial.

The moderators and mediators of quality identified in quantitative and
mixed-method studies on FYMRs were previously summarized by Philip

(2006:11).

For the purpose of the current study, I include Philip’s work and

summarize the moderators and mediators in these studies as follows:

1. Moderators of perceived benefits and mentoring outcomes: Objective

features:
» Frequency of contact
» Length of relationship
» History and age of a mentee
» Gender, age, income and marital status of a mentor
2. Moderators of quality in subjective mentoring experience:
» Interpersonal attraction and similarity in extraversion
» Perceived satisfaction in mentoring roles

3. Moderators of quality in mentors’ approaches:
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» Level of discrepancy between expectations and the reality of the

mentoring role
» Mentors’ perceived self-efficacy
» Perceived mentees’ characteristics and risk-status
» Understanding of mentees’ background and context
» Positive image of young person
» Level of youth-centeredness
» Motivation to have a positive experience in mentoring role
» Ability to negotiate perceived challenges
» Frequency of conflict
4. Quality features (benefits) of mentoring relationships:
» Experiences of enjoyment and fun
» Experience of close connection,
» Experience of trust, empathy, appraisal and attention

» Experience of emotional, information and tangible support

2.2.2.4. MODERATORS AND MEDIATORS OF QUALITY: QUALITATIVE

EVIDENCE
The moderators and mediators of quality were specified in detail in a range of

qualitative studies. In particular, the characteristics of A) a positive
mentoring bond; B) beneficial roles of mentors; C) helping approaches of
mentors and supportive processes in relationships were identified and

described in detail:

A. A Positive Mentoring Bond
A Secure Base: The research studies explored and defined features of a
positive formal mentoring bond. Firstly, the positive relational bond was
described as a sense of emotional connection, and that provided a secure base
for mentees (Dallos, Comley — Ross, 2005). In particular, the secure base of the

mentoring relationship was perceived as occurring when the mentor was
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available for mentees at times of adversity when they felt fearful, anxious,
stressed or threatened (ibid). Similarly, other qualitative studies described
features of companionship and ‘a break from the world’ (Spencer, 2006,
Spencer, Liang, 2009, Brady et al.,, 2017) experienced as mutual enjoyment of
time spent together and finding enjoyment in each other’s company in the
mentoring match. The “fun factor” further mediated the perceived escape from
daily stresses (Spencer, Liang, 2009). Furthermore, companionship was
described as a feeling of being like a family, and not being able to imagine life

without this relationship (Spencer, 2006).

Reciprocity: Secondly, the feature of reciprocity was experienced as fostering
mentees’ self-respect. In particular, simple forms of reciprocity were
experienced by mentees in mentoring interactions, and were perceived by
mentees as an important feature of equality in mentoring relationships

(Dallos, Comley-Ross, 2005).

Authenticity: Authentic relationships were experienced as feelings of
connectedness and being able to express and share feelings genuinely

(Spencer, 2006).

Trust: Finally, trust was built through the experiences of 1) availability of
support of a mentor, 2) perceived reliability of a mentor, and 3) seeing the
mentor as a potential support in cases of need (Dallos, Comley - Ross, 2005).
Thus, mentors were perceived as available positive support at times of

adversity (Dallos, Comley-Ross, 2005).

B. Beneficial Roles of Mentors
Mentors in positive relationships overcame mentees’ negative expectations
quickly and were described by mentees as surprisingly interesting and kind
from first impressions. In general, positive mentors became role models for
their protégés. In particular, for some youths the experience of a “good”
mentoring relationship was similar to the parent-child relationship. Others
described the importance of difference in experiences with mentors in

comparison to mentees’ parents (Dallos, Comley - Ross, 2005).

38



C. Helping Approaches of Mentors and Supportive
Processes in Relationships

The mediators of helping processes in formal mentoring relationships

identified across qualitative studies are as follows:

Empathy: An empathetic approach was described as understanding the
mentees and their personality, character, interests, and needs sensibly from
the mentee’s own perspective (Spencer, 2006). In addition, mentors were able
to contextualize the issues and difficulties, and expressed awareness on
challenges the mentees were facing. As such, mentees believed that mentors

cared for them, understood them, and knew who they were (ibid).

Collaboration: Collaboration in mentoring interactions was referred to as the
experiences of working together to develop new skills or capacities of the
mentees (Spencer, 2006). Encouragement and practical instrumental support
was offered by mentors. Mentors assisted the mentees to develop a range of
new skills, or empowered their natural talents and abilities (Spencer, 2006;

Liang, 2009; Brady et al,, 2017)

Esteem support: Young people described mentors giving them a sense of
being a useful and valuable person. The findings describe the experience of
mentees who referred to relationships with mentors as existing not only at
one given time and place. Moreover, mentees had a sense of the relationship
when the mentor was not actually present. They considered what the mentor
would have suggested in certain situations, even when the mentor was not
physically present. Importantly, they refrained from behavior which the
mentor would not respect such as “breaking the rules” (Dallos, Comley-Ross,

2005).

Engaged and authentic emotional and advice support: Young people
mentioned that mentors helped them by listening to their matters, supported
them with emotional problems, and offered validation, feedback, suggestion,
and acceptance (Dallos, Comley-Ross, 2005, Brady et al., 2017; Spencer, Liang,
2009). This emotional support was found to be a dominant theme across the
mentoring experience. Young girls described the experience of emotional
support, trust and mutual openness in the relationship. Women mentors also

expressed their intentions from the beginning of relationships to support girls
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by listening and creating trust so the protégé could turn to them at any time.
Mentees also emphasized that mentors were honest with them in their advice
and shared their opinions in addition to being reliable, available, respectful,
and engaged in the relationship. In particular, what made the emotional
support powerful was the ability of mentors to listen and respond with honest
and genuine feedback and opinion, without passing judgments on the girls for
their decisions. Women mentors described their provision of emotional
support through conversation as happening in the context of shared fun
activities that were part of the mentoring relationship. They described their
role in the relationship as an equal friend rather than a parental role in

relation to a child or adolescent (Ibid).

Interrelatedness of emotional connection, collaboration and
companionship: All the participants in mentoring relationships reported an
easy flow of shared fun. The flow of mentoring interactions also provided the
opportunity for mentors to offer support and encouragement (Spencer, Liang,
2009). The young girls emphasized that the experience of a relationship with
someone who listened to them, knew and liked them, believed in them, was
available to help them, and simply enjoyed spending time with them was
crucial for enhancement of their well-being. Moreover, the “fun factor” of
regular activities with the mentor also opened opportunities for the mentor to
provide a range of support and assist the mentee in learning new skills as
needed, and enabled the match to connect with each other in new ways
through the experience of fun and relaxation (ibid).

The emotional bond the matches maintained corresponded with the clear
and active investment of the mentors in the positive development of the
mentees, and it seemed to render the support mentors offered especially
potent and meaningful. As such, mentors were described by young girls as

having a significant and influential role in their lives (ibid).

2.2.2.5. RISKS OF FORMAL MENTORING RELATIONSHIPS
Kalbfleish (2002) remarked that mentoring relationships have the character

of friendship. That is, within friendships, “humans have fun, fight, laugh, and
cry..they become jealous, compete, cooperate, learn, become bored, have
conflict and forgive” (Kalbfleish, 2002:67). She argues that mentoring

relationships are often treated as static entities, with the dynamics that occur
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in them due to their characteristics and qualities that change and develop over
time being overlooked. In addition, the conflict that can be experienced
significantly changes the dynamics of the mentoring relationship (ibid). As
such, theory and research on youth mentoring explores the potential
dilemmas and risk factors that change the character and impact on the quality
and outcomes of FYMRs.

According to the research, the external risk factors in formal mentoring
relationships include the following (Rhodes, 2002, 2005; Spencer, 2007;
Philip, 2006): The mentor or mentee moving out of the place of residence;
graduations from school; illness; parental re-marriage; competing adolescent
peer relationships; adolescent’s time-consuming hobbies; family interference;
and inadequate support from the mentoring programme. Researchers argued
that these factors impact on the eligibility of mentors and mentees for
mentoring meetings on a regular basis (Rhodes, 2002, 2005, Spencer, 2007,
Spencer et al., 2014).

Philip (2006) summarized the relational risk factors that were identified
in the research literature as moderators of quality and benefits of FYMRs. She
argued, in particular, that poorly managed endings, short-term durations, the
challenge of confidentiality, and the challenge of boundaries moderated the
quality and benefits of FYMRs.

Finally, researchers argued that the risk factors related to the approaches
of voluntary mentors mediate the risks of FYMRs for mentees. In particular,
the risk factors related to the approach of mentors are as follows (Brumovska,
Seidlova Malkova, 2010, Philip, 2003, Rhodes, 2005, Rhodes et al.,, 2009,
Spencer et al., 2006):

1. Perceived unsupportive or judgmental mentors mediated protégés

perception of less psychosocial support provided by mentors
(Rhodes, 2002, 2005; Eby, 2005).

2. Insufficient motivation and feedback from mentees perceived by
mentors: In particular, mentors often mentioned a perceived lack of
effort or appreciation on the mentee’s side as a source of
dissatisfaction and early termination of formal mentoring
relationships (Rhodes, 2002, 2005, Spencer, 2007, Brumovskaj,
Seidlova Malkova, 2010).
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3. Unrealistic expectations with a discrepancy in the reality of the
mentoring experience of mentors concerning the time, nature of
relationship, and the mentoring role in general mediated the risk of
early termination of the relationship (Rhodes, 2002, 2005, Spencer,
2007, Eby, 2005, Brumovska3, Seidlova Malkov3, 2010).

4. (Perceived) lack of competence in communication and relational
skills with (vulnerable) mentees. In particular, mentors who felt
incompetent in mentoring roles consequently created a tension in the
mentoring bond (Rhodes, 2002, 2005, Spencer, 2007, Eby, 2005,
Grossman, Rhodes, 2002, Brumovska, Seidlova Malkova, 2010).

5. A mismatch between a mentor and a mentee (Rhodes, 2002, 2005,
Eby, 2005, Brumovsk3, Seidlova Malkova, 2010, Spencer et al,, 2014):
As the formal mentoring relationships are matched by a third party -
the mentoring programme - the most obvious risk factor is a lack of
basic personal chemistry perceived from the beginning of the
mentoring involvement. The sources of mismatch were also perceived

in background differences, age difference, interests or personality (Ibid).

2.2.3. TYPES OF FORMAL MENTORING RELATIONSHIPS
In conclusion, the literature on quality of FYMRs argues that the developed

characteristics of the mentoring bond are moderated by the volunteer’s
approach to the child in the mentoring role. As a result, the research on
mentoring distinguished the types of effective and less effective FYMRs
(Morrow, Styles, 1992, 1995, Brumovska, Seidlova Malkova, 2008, 2010, Sipe
2002, Rhodes 2002, Spencer, 2004, 2006, 2007). The review bellow on types
of formal mentoring relationships summarizes the quality and risk relational

factors that are developed in formal mentoring interventions.

In particular, FYMRs were identified and divided according to the following:
1. Function, that is, the level of support they provide to young people;
2. Differences in relational characteristics and dynamics;

3. Mentor’s style.
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The following summary of types of FYMRs explains in detail how the
characteristics and dynamics of relationships developed by mentors impact on
the quality and benefits of mentoring experiences for children. The research
on types of mentoring relationships defined the relational quality and risk
factors developed by mentors. In addition, the research results also referred to
the phases of relationships and consequent dynamics with a different quality
developed from relational characteristics. The results on types, quality, and
risk factors in the mentoring bond and the mentor’s approach to children are
closely related and linked to the presented research study that aims to explore

the characteristics and dynamics of helping processes in FYMRs in detail.

Types of Relationships Defined by the Level of Support: Primary and
Secondary Relationships

Firstly, Primary and Secondary Relationships (Freedman, 1992: 66) were
theoretically defined and discussed in terms of quality,level of support and

relational closeness they offered to mentees:

1. Primary relationships are perceived as extraordinarily intense, open,
and with a strong commitment. Thus, a real emotional and reciprocal
relational bond is developed. They are found in both formal and

informal mentoring matches.

2. Secondary relationships do not function outside the formal support of
the mentoring scheme and probably dissolve if programme support is
not operating. Freedman argues that even though secondary
relationships are unlikely to be as beneficial as primary formal
mentoring relationships, they are still likely to facilitate some benefits
for mentoring recipients through the processes of social supports

(Freedman, 1992, Brady, 2010, Dolan et al., 2017).

Types of Relationships Defined by the Relational Dynamics and
Approach of Mentors
Secondly, Morrow and Styles (1992) described two types of relationships
defined according to the perceived level of satisfaction in the match. They
found that two different dynamics of satisfaction moderated the approach of
mentors. These were described as satisfied and dissatisfied relationships
(Morrow, Styles, 1992: 14):
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In satisfied relationships the mentors allowed youth-driven character of
content and timing. They were patient with youth’s defenses and let them
determine when and how the trust would be established, and also to signal if,
when, or in what way the divulgence of personal problems and challenges
would occur. Determining roles in the relationship varied in time from weeks
to months. The mentors defined the youth’s needs through identifying their
interests. They built trust by taking those interests seriously and focusing on
areas where the youth was most receptive to help.

In dissatisfied relationships youth did not have a voice in determining
the types of mentoring activities. The mentors were prescriptive in
determining the areas in which they would help the youth. These relationships
had destructive dynamics - the youth tended to “vote with their feet”,
withdraw from the relationship, and not continue to show up for the meetings.

Following their first study, Morrow and Styles (1995) went on to identify
two types of FYMR based on the mentor’s approach to communication with
children: developmental and prescriptive.

Developmental relationships were characterized by a youth-oriented
approach, focusing on the child’s needs and wishes. Volunteers respected the
personality of the child and cooperated with them by involving them in the
decision-making process. They had a sensitive empathetic approach.As a
result, they succeeded in developing a trusting and close relational bond with
a high level of perceived satisfaction and long-term duration.

Prescriptive relationships were characterized by mentors who
primarily intended to fulfil the goals they set in mentoring relationships on
their own. As a result, they pushed children to achieve the pre-established
aims, and neither paid attention to the child’s own needs, nor respected their
personalities and wishes. Prescriptive relationships tended to be experienced
with a low level of satisfaction; closeness and trust were absent or rare, and
the relationships terminated prematurely or immediately after the completion
of the formally assignment time.

Finally, two studies undertaken by Brumovski and Seidlova Malkova
(2008, 2010) and Bogat et al. (2008) explored and defined the dynamics of
FYMRs and their types based on the mentor’s approach to children in
mentoring relationships over 12 months of mentoring involvement. In

particular, the relational dynamics were identified in terms of stages of the
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relationship as follows: Initial, Middle, and Final stage. In addition, the types
of relationships were explored in terms of difference in mentors’ approaches
in the relational stages, and were described in types as: 1) Relationships with
Friendly-Equal Approach of Mentors; 2) Relationships with Dilemmas of
Mentors; and 3) Relationships with Authoritative-Intentional Approach of
Mentors (Ibid). As these two studies preceded the current study and are

important to it, the details of the results can be seen in APPENDIX 1.

2.3. SUMMARY OF RESEARCH FINDINGS ON
MENTORING RELATIONSHIPS

The literature review focused on the factors of quality identified in Natural
and FYMRs. In particular, the moderators and mediators of quality in youth
mentoring relationships (YMRs).were reviewed, as well as the risk factors of
formal mentoring and consequent types of FYMR.

In conclusion, I aimed to revise the model of helping processes developed
by Rhodes (2002, 2005) and to update it with the characteristics features of
quality in the mentoring processes identified in the literature to date. Thus,
the following model summarizes the characteristics features that impact on
the quality and benefits of FYMRs found by the research to date. The factors of
quality also included the results of the literature on natural mentoring
relationships.

I captured the relational dynamics related to the characteristics features that
facilitate the positive outcomes and benefits of relationships. In addition, I
included the risk factors as moderators of mentoring benefits, as well as the
resultant types of FYMR identified in the literature to date. In particular, the
model explains that development of a quality approach of mentors is
moderated with objective background risk factors. In addition, mentors’
helping motivations, perceived competence, and attitudes to the mentoring
role and children impact on the quality of the relationships from the
beginning. Following that, the quality mentoring bond is developed and
experienced. Nevertheless, with further risk factors involved in FYMRs that
moderate the quality of the bond, several types of FYMRs with different
features of quality, risks and benefits were identified in the research

literature. As a result, an awareness of the detailed helping processes that
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develop/do not develop mediators of quality in FYMRs is crucial for securing
the efficacy of formal youth mentoring interventions. In addition, as the model
shows, no study to date has explored the impact of initial motivation of
mentors on the characteristics, quality, and risk features developed in FYMRs.
The following part of the chapter will thus revise the theoretical perspective of
Self-determination Theory on quality of intial motivation of mentors and its
impact on quality of relationships that mentors as significant adults develop

with children in mentoring interventions.
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Figure 2: A review of moderators and mediators of quality in

mentoring helping processes: Process Model revisited:
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PART II: THEORETICAL PERSPECTIVE OF
SELF-DETERMINATION THEORY IN
DEVELOPMENT AND MENTORING

RELATIONSHIPS

2.4.0. INTRODUCTION TO SDT

Self-Determination Theory (SDT) concerns the regulation of behavior that is
embedded in the theoretical concept of autonomy. Thus, it is a useful theory
for the exploration of mentors’ initial motivation and its quality in FYMRs. In
particular, SDT distinguishes a continuum of behavioural regulations (or
motivation types) that vary according to the degree of autonomy (or self-
determination) in the behaviour. Thus, SDT theorizes the motivation and
regulation of behaviours. Behaviour itself varies with respect to the degree to
which it is autonomous, controlled, or amotivated (Ryan, Deci, 1985). The
more autonomous the actions are, the more congruent they are with the
person and the more they express the endorsement and relative unity
between the self and exhibited behaviours (Ryan, Deci, 1985, 2000, Weinstein,
Ryan, 2010, Ryan, 1993). As a result, the degree of autonomy in motivation of
behaviour impacts on the character of consequent actions and interpersonal
relationships (Grolnick, Ryan, 1989).

In particular, SDT proposes that behaviour can be initiated intrinsically in
order to satisfy basic human needs (BHN). Thus, SDT accepts the organismic
approach to development that argues for the presence of an active
autonomous part of the self. This part is called “an authentic self” and actions
regulated by it emanate from an intrinsic perceived locus of causality (IPLOC).
In addition, SDT distinguishes heteronomous or controlled behavior that is
experienced as not truly emanating or reflecting the self, but as driven by
external forces that emanate from outside of the self. Thus, the actions are
controlled with extrinsic controlling motivations when they become a
contingency between one’s behavior and the result of it. As a result, one is
regulated from an extrinsic perceived locus of causality (EPLOC) and feels
pressure and tension in actions (Ryan, Deci, 1985, Deci, Ryan, 1987, Ryan,
1991, 1993, Chirkov et al., 2003).
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In other words, an activity can have different qualities of motivation
depending on the source of initiation of the action. In particular, the individual
initiates the activity intrinsically out of an expectation of experiencing
interest, enjoyment, and/or excitement while performing the activity (Intrinsic
motivation!?. In addition, the BHNSs are facilitated autonomously from IPLOC in
the activities initiated from extrinsic sources that the individual identifies with
or that are in congruence with one’s values, attitudes, and interests (Extrinsic
motivations)!3 of Integration and Identification). Thus, the actions are initiated
in congruence with the authentic self (from IPLOC); that is, out of autonomous
motivations.

Furthermore, SDT distinguishes extrinsic motivations initiated out of an
EPLOC with expectations of external rewards (external regulations) or with
ego-involvement in the activity to satisfy feelings such as pride, or conversely
acting out of feelings such as shame, guilt etc. (introjections). External
regulations and introjections are behaviors driven from the source in
discrepancy with the authentic self!*. Thus, they are called controlling
motivations. The behavior can be regulated with feelings of helplessness,
hopelessness, and lack of interest or control over the behavior. These actions
are performed with amotivation!s. The types of motivations are discussed in

detail in the following part of this chapter. Firstly, Figure 3 shows the scheme

12Intrinsic motivation is a natural expression of the self. It is an essential part of human
personality that drives development of the self: “Intrinsic motivation is the energy source that is
central to the active nature of the organism (Ryan, Deci, 1985:11). It plays the major role in
development as the energizer of the organismic integration process as well as of the behaviours
that promote that process of internalization and integration” (Ryan, Deci, 1985: 114-115)..

13 Extrinsic motivation refers to behaviour where motivation for doing an activity is something
other than the intrinsic interest of the individual in the activity itself (Ryan, Deci, 1985:35).
Extrinsically motivated activities are performed with greater or lesser external pressure. In
particular, extrinsically regulated behaviour ranges from the external controls to the personal
choices that corespond to one’s own internal values, attitudes, and desires in one’s needs [this
last phrase is strange to me] (Ryan, Deci, 1985:35).

14 The debate on the organismic approach to development of “the authentic self” that facilitates
healthy development, and the “ego” that facilitates defences of the self; functions of self-
defences with debates on resiliency and coping goes back to the psychoanalytical approach of
Freud and C. G. Jung and involves theories on resiliency, stress, and coping. I adopted these
terms in the meanings that SDT uses; that is, in an organismic approach.

15 Amotivation is a form of behavior characterized by a lack of intention to act. Amotivated
people do not act at all or act without intention; that is, they only go through the motions
automatically. Amotivation results from not valuing the activity, having feelings of no
competence for its performance, or out of perceived lack of control over one’s behavior (Ryan,
Deci, 2000: 72).
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of types of motivations in SDT according to the level and quality of integration

of regulation with the autonomous self.

Figure 3: Typology of Motivation in SDT

Figure 3 - Description: shows that human motivation in SDT is classified according to
1) the perceived locus of causality; that is, a source that regulates behavior with
autonomy or control; and 2) quality of motivation according to the level of autonomy
and self-determination in the regulation of behavior. In particular, it divides the
regulations of human behavior into 1) autonomous (from IPLOC) and controlling
(from EPLOC); and quality of motivation in 2) amotivated activities; and activities
regulated with autonomous and controlling motivations (Ryan, Deci, 1985).
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Because research on SDT previously argued that the initial motivation of
carers was a moderator of quality in experience of helping behavior and
helping relationships (Weinstein, Ryan, 2010), I employ the perspective of
SDT to explore characteristic features of quality in FYMRs developed by
mentors, their initial motivation, and their consequent involvement
approaches.

In addition, SDT argues that positive development in children is
facilitated in social interactions with significant adults. In addition, it
distinguishes the quality of these interactions and their impact on positive
development. Thus, SDT is discussed in detail in this chapter and applied to
the data analysis and discussion of the thesis.

In sum, SDT conceptualized five minor sub-theories on motivation, self-
determination, and positive development in the social context (Ryan, Deci,
1985):

1) Theory of Intrinsic Motivation

2) The Theory of Internalization and Extrinsic Motivation that provides

the types of motivation facilitated by environment and their impact on
behaviour and development.

3) Cognitive-Evaluation Theory on the impact of environment on

development and facilitation of basic human needs.
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4) The Basic Human Needs Theory that introduces the role of the basic
human needs of autonomy, relatedness, and competence in human
development and motivation of behaviour.

5) The Causality-Orientation Theory that explains in detail the

inclinations in human motivation.

The SDT sub-theories related to the experience of the mentoring relationship

are discussed in detail in the following part of Chapter II.

2.4.1. THEORY OF BASiCc HUMAN NEEDS IN MOTIVATION

According to SDT, behaviour is initiated in order to satisfy the basic human
needs (BHN) of relatedness, autonomy, and competence (Ryan, Deci, 2000,
Deci, Ryan, 2000, Weinstein, Ryan, 2010). The experienceof BHN is especially
salient for the positive development of children and young people, but it also

motivates helpers (voluntary mentors) in the helping activity in FYMRs (Ibid).

2.4.1.1. AUTONOMY AND THE NEED FOR AUTONOMY

Autonomy refers to behaviour that one feels emanates authentically from the
self. The term “authentic” literally means “really proceeding from reputed
source of author.”(Ryan, 1991: 223). The origin of actions is felt with a sense

of choice that one takes responsibility for (Sartre, 1956, Ryan, 1991: 225).

Autonomy represents a subjective sense of initiation, endorsement,
volition and self-direction in one’s action. It is a process of regulating
one’s own behavior; and experience of governing the initiation and
direction of action. It entails a sense of freedom, ownership,
authenticity, identity, responsibility and choice. (Ryan, 1991:225)
The need for autonomy is a need to experience these qualities in one’s actions
and interactions. In other words, autonomous actions are integral to the
person, reflecting the relative unity of the self “behind” one’s actions (Ryan,
1993:9-10). Autonomous behavior is regulated by one’s own choice and
characterized by flexibility and lack of pressure (Ryan, Deci, 1985, 1987, Ryan,
1993, Chirkov, Ryan, Kaplan, Kim, 2003, Deci, Ryan, 2000). Autonomously
motivated actions proceed from one’s core self-organization. In particular,

Ryan argues that, on occasions when one feels as “oneself” in interactions with

the other, s/he becomes transparent and self-revealing. In such interactions, a
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person is authentic, that is, their interaction “comes from the source” (Ryan,

1993: 224).

2.4.1.2. THE NEED FOR COMPETENCE

The need for competence can be defined as the need to experience an optimal
challenge. People are intrinsically motivated to use their creativity and
resourcefulness to master their skills and potential. They seek challenging
opportunities. In other words, SDT argues that people naturally seek
experiences that offer the development of greater perceived competence in

the context of autonomously motivated performance (Ryan, Deci, 1985: 130).

2.4.1.3. THE NEED FOR RELATEDNESS

Relatedness is a natural state of individuals who experience well-
being and self-cohesion most fully when in connection with others.
(Ryan, 1991:210)

The need for relatedness concerns the need to experience emotional and
personal bonds with other people. It reflects the need for human experience in
socializing, support, grouping, and mutual sharing with others (Ryan,

1991:210).

2.4.2. INTERNALIZATION IN DEVELOPMENT; AND MOTIVATION OF

BEHAVIOUR

Basic human needs are experienced in activities initiated by individuals
spontaneously out of interest, enjoyment, or excitement (Ryan, Deci, 1985,
Deci, 1980, 1975). Nevertheless, many social behaviors, rituals, and values are
driven by actions that are neither intrinsically motivated nor spontaneous. On
the contrary, most of the stimuli in social relationships are experienced and
internalized as external regulations (LaGuardia, 2009, Ryan, 1991). In
particular, many activities evolve from experiences in interactions with
significant others rather than deriving from self-regulated interests (Ryan,
Deci, 1985, Ryan, 1991, 1993, Brumovska, Seidlovd Malkova, 2010, Stech,
1997).

The degree to which external stimuli are adopted into the structure of self
can vary significantly. The more internalized the activity, the more it is
motivated from IPLOC with internal self-regulation in congruence with the

autonomous self. Thus, the more fully one adopts social values, attitudes, or
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rules, the higher degree of integration of the behavior in congruence with self-
experiences, and a sense of autonomy, self-determination, and personal
commitment in their performance is evident. In addition, basic human needs
are autonomously experienced in the performance of the activity. On the other
hand, regulations that are external to the self or regulated with ego-
involvement are not integrated within the structure of the self, but instead
imply control and undermine self-determination of behaviour (Ibid).

The theory of internalization explores the processes through which an
individual acquires social attitudes, beliefs, and behavioural regulations in
interaction with the social environment. In particular, it explores how
extrinsic behavioural regulations become part of a personal self-organization
(Ryan, Deci, 1985:130, 2000, Ryan, 1991, LaGuardia, 2009). “Internalization is
an active, natural process in which the individuals attempt to transform
socially sanctioned mores or requests into personally endorsed values and
self-regulations” (Deci, Ryan, 2000: 236). The self-determination in behaviour
is defined according to the level of congruence between an autonomous self
and the regulation that initiates the activity. Thus, the theory of internalization
in SDT suggests a continuum of extrinsically regulated behaviors that vary
with the degree of autonomy in which the behavioural regulations are
internalized into the self-structures. In particular, SDT proposes a variety of
types of behaviours that differ in the perceived locus of causality; that is, a
locus of initiation and performance of the activity (PLOC). To define the level
of control and autonomy in motivation, SDT divides a concept of Perceived
Locus of Causality into extrinsic (EPLOC) and intrinsic (IPLOC) (Ryan, Deci,
1985, 2000). n particular, activity is regulated from an External perceived
locus of causality (EPLOC), that is, with external control of the self; or Internal
perceived locus of causality (IPLOC), with an experience of self-determination
(Ryan, Deci, 1985). Hence, SDT distinguishes the continuum of motivation
types that vary in quality according to the degree of autonomy in the action

called autonomous or controlling motivations (Ryan, Deci, 1985).
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2.4.2.1. AUTONOMOUS MOTIVATIONS

Self-determination in human behavior is represented in those events
when the activity is initiated and experienced with the freedom of
choice. (Ryan, Deci, 1985: 31)

Thus, autonomous motivation in SDT is defined as “a need for a self-
determined competence” (Ryan, Deci, 1985:32). Autonomous actions are
unified with the person and express the endorsement of and relative unity
between the self and exhibited behaviors (Ryan, Deci, 1985, 2000, Weinstein,
Ryan, 2010, Ryan, 1993). One is active out of the choice and the ultimate aim
of activity is the satisfaction of BHNs facilitated from performance of the
activity itself (Ryan, 1991, Ryan, Deci, 1985). Thus, the highest self-
determination in activity (initiated from IPLOC) is evident in intrinsically
motivated behavior!é. Furthermore, autonomy is evident in activities initiated
with autonomous extrinsic regulations, that is, with identification and
integration: “The more competent an individual feels in performance of the
activity, the more autonomously motivated s/he will be provided that the
activity will offer an optimal challenge and will be performed within the
context of perceived self-determination” (Ryan, Deci, 1985:58).

Autonomy and self-determination are fully evident in activities regulated
with intrinsic motivation (Ryan, Deci, 2000: 72). Behaviour motivated out of
self-determination is also found in extrinsically motivated activities that show
an advanced degree of internalization and integration of external regulations
into the self-structure.

As a result, identified, integrated, and intrinsic forms of regulations are

defined as autonomous motivations (Ryan, Deci, 2000: 73).

1) Intrinsic Motivation as Autonomous Behavioural
Regulation

...the innate organismic need for self-determination and competence.
It energizes a variety of behavior and psychological processes for
which the primary rewards are experiences of effectance and
autonomy (Ryan, Deci, 1985: 32).

In general, intrinsic motivation is an essential part of the human self that
drives human development with the aim of meeting basic human needs in

one’s capacities to the highest possible degree (Ryan, 1991:214). It is the

16 These are initiated by the self out of the interest, enjoyment and excitement that is expected
to be experienced when the activity is performed.

54



energetic basis of the active organism that energizes internalization and
integration processes of development. In particular, intrinsically self-
regulated activity operates from the energetic center of animated existence.
Thus, it springs from one’s own nature, is initiated and performed
spontaneously since people feel free to exhibit the activity, and is experienced
as coherent and vital self-regulated behaviour.

Thus, intrinsic motivation concerns the active, exploratory, challenge-seeking
nature of individuals, which plays a crucial role in the acquisition and
elaboration of psychological functions in development (Ryan, 1993:21)7. It is
found in activities that are initiated spontaneously with the aim of
experiencing a sense of self-efficacy or competence, or to feel as causal agents
of their own behaviors (Ryan, Deci, 2000). It is an innate organismic need for
experience of relatedness, competence, and self-determination (autonomy) in
human activity; and it is also an energizer of a variety of behaviours that are
initiated, regulated, and rewarded with the meeting of BHNs (Ryan and Deci,
1985, 2000). In other words, “behaviour is regulated by qualities of direction,
selection, and persistence. It reflects not mere restlessness, but organization,
direction, and agency.” (Ryan, 1991:209). The depth of involvement in the
activity is something that is rewarding in itself. The enjoyment is the positive
emotional reward that is experienced when the activity is performed. In
addition, the meeting of BHNs in an activity can be coherently integrated into
self-structures (Ryan, 1993:5). As a result, the activity itself becomes valuable
to be repeated “for its own sake” and becomes autotelic (Csikszentmihalyi,

1993, Ryan, Deci, 1985).

Intrinsic Motivation and Experience of Flow

Intrinsically motivated activity performed at the highest level of autonomy
and competence becomes an experience of flow phenomena
(Csikszentmihalyi, 2013, Ryan, Deci, 1985). “Flow is the experience of

dynamic, holistic sensation that follows upon concentration and complete

17 Intrinsically motivated behaviour is evident from the early age of human life as soon as is
natural and spontaneous in the strivings for responsiveness in baby’s social behaviour [there’s
something strange about this sentence after “human life”. I've made a change that I think
clarifies it]. For instance, it is evident in children, who are intrinsically motivated to learn, to
engage in social relationships, to undertake challenges, and to play. (Ryan, Deci, 1985, 2000,
Ryan, 1991, 1993).
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involvement into the activity itself. One feels on automatic pilot, doing what
needs to be done without conscious effort” (Csikszentmihalyi, 2013:60).

When highly intrinsically motivated people are deeply interested in an
activity, they experience a sense of flow. The flow experience is described as
an experience of the merging of the performed activity and personal
awareness. Due to the deep concentration on the activity, the dualism between
the actor and the action vanishes. Moreover, time seems to pass faster, so the
hours are perceived as minutes. This in turn focuses the performer on the
present moment, where daily hassles and anxieties disappear
(Csikszentmihalyi, 2013). Thus, the flow experience has a relaxing and healing
impact on one’s well-being. The flow is also experienced as self-
transcendence. Self-consciousness in the form of worries about how one looks
and popularity among peers disappear while the individual experiences their
autonomy and competence. As a result, experience of flow in turn has a
positive impact on one’s self-confidence, self-esteem and general well-being
(Csikszentmihalyi, 2013). Thus, the quality dimensions of the flow experience
describe purer instances of behaviours that are performed with the fuel of
intrinsic motivation (Ryan, Deci, 1985). Interestingly, the opposite experience
to interest and flow are the feelings of tension and pressure (Ryan, Deci,

1985).

2) Integration
Integration displays the fullest and most complete form of internalization of
extrinsic stimuli into the self-structure. It involves identifying with the goal or
the value of action, but also its integration into one’s self-structure. Hence, the
initially external regulation becomes fully transformed into the self-structure
as an internal regulation, and the action becomes a new regulation of the self.
Thus, autonomous motivation with a high degree of self-determination is

evident in the performance of the individual (Ryan, Deci, 2000).

3) Identification
Identification is a process through which people recognize the value of an
action or a goal and accept it as a motivation for its performance. Thus, the
performance and aim of the action is believed to be important. As a result, the
person identified with the activity tends to perform it with higher

commitment. The behaviour regulated with identification is externally
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instrumental, but it is experienced with a high degree of autonomy that
emanates out of IPLOC. The activity is performed freely and endorsed wholly

by the individual (Ryan, Deci, 1985, 2000).

2.4.2.2. CONTROLLING MOTIVATIONS

On the other hand, a person’s actions are heteronomous or controlled if they
are experienced as not truly emanating from or reflecting the self, but as
emanating from outside of the self. Extrinsically motivated behaviour is
initiated and exhibited with a contingency to be reached as an outcome of the
activity, and is experienced as controlled by this contingency. As a result, a
person experiences pressure and tension while his actions are controlled by
the contingency and thus regulated from an EPLOC. In addition, the
satisfaction of basic human needs is diminished (Ryan, Deci, 1985:31, 1987,
Ryan, 1991, 1993, Chirkov et al, 2003). Thus, the extrinsic controlling
motivation is “an instrumental behavior that is directed from EPLOC towards
outcomes extrinsic to the behavior itself” (Ryan, Deci, 2000:236).

In particular, controlling motivations are introjections and external
regulations. A behaviour motivated with controlling motivations lacks any
motivation or control to act. In order to explore mentors’ motivation for
voluntary involvement in FYMR, I consider amotivation as a part of controlling

regulations:

1) Introjection

Introjection refers to the process whereby a regulation is taken and
maintained because of the feelings of shame, anxiety or guilt that
would result if the regulatory action was not performed. (Ryan, Deci,
1985, 32)

Introjection is present in those behaviors that are motivated out of internal
rewards such as pride or contingent self-esteem, and avoidance of
punishments such as guilt or anxiety. Thus, introjection is a form of regulation
of behavior with ego-involvement (Ibid). In these events, people are motivated
to demonstrate their competence to avoid threatening feelings of guilt, failure,
and shame. As a result, they aim to maintain feelings of contingent self-worth
(Ryan, Deci, 2000: 72).

Introjections represent a partial internalization, where regulations are not
a part of the integrated cluster of motivations, cognitions, and emotions that

frame a self. On the contrary, they are instruments for defense of the ego from
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uncomfortable feelings, actions, and events. Thus, introjections are internally
driven regulations that are not experienced as a part of the autonomous self,
but are instead controlled from EPLOC. They are contingencies that drive the

activity as well as the person who performs it (Ibid).

2) External regulations
Here behavior is externally regulated in events that are controlled by specific
external contingencies. It refers to situations whereby the individual acts in
order to attain desired consequences such as tangible rewards, praise,
external approval, or avoidance of punishment. External regulation has a

controlling character as it undermines intrinsic motivation (Deci et al., 1999).

2.4.3. SUMMARY OF THE THEORY OF MOTIVATION IN SDT

SDT argues that the sense of autonomy of one’s experience pertains to
whether the activity originates from the internal emergent center of activity or
some other locus of causality (Ryan, 1993:5). SDT distinguishes intrinsic and
extrinsic motivations and amotivation. In addition, it distinguishes the degree
of autonomy in human behavior. It divides the regulations of behaviour into
controlling and autonomous according to the perceived locus of causality; that
is, according to the level of regulation from the autonomous self from which
the behavior is regulated. It argues for a different quality of behavioral
regulation in human activity and actions. Thus, | argue that the theory of
motivation in SDT is a useful tool for the analysis of motivation in mentors’
involvement, and consequent characteristics mediated by the quality of
motivation in mentors’ approach.

According to SDT, the degree of autonomy and control in actions impacts
on the quality of consequent social interactions and events, and on
development in general (Grolnick, Ryan, 1989). In particular, SDT explores the
impact of motivational regulations on the quality of social interactions and
significant relationships in the development of children in Cognitive
Evaluation Theory (CET) (Ryan, Deci, 1985). CET specifies the features of
quality in developmental relationships with significant adults. I argue that CET
is a useful concept for defining and exploring the processes of quality in
FYMRs. In particular, I argue that SDT provides a useful theoretical framework
to study the impact of the quality of initial motivation in mentors’ involvement
on the characteristics and quality of the FYMRs they develop (Weinstein, Ryan,
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2010). I will proceed to review the main theoretical arguments and research

findings that link to FYMRs in the following part of this chapter.

2.4.4. COGNITIVE EVALUATION THEORY (CET): QUALITY OF
DEVELOPMENTAL RELATIONSHIPS BETWEEN SIGNIFICANT ADULTS AND

CHILDREN

CET is a theory relating to understanding the impact of significant adults on
the development of children. Three core propositions from CET are important
for this research study:

Firstly, development in general, and internalization of learning in
particular, is motivated and facilitated by the quality of social interactions
between children and significant adults. Interpersonal context shapes the
meaning of events that support or thwart autonomous motivation and self-
determination for learning and development in children. Thus, the quality of
social interactions is crucial for motivation and internalization of learning,
resilience, and well-being.

Secondly, the degree to which external regulations become internalized
into one’s self-structure in socialization is moderated by the quality of social
interactions. The quality of social interactions impacts on the level of
integration of external limits in children’s selves. In addition, interpersonal
events support the meeting of basic human needs in relationships to a
different degree (Ryan, Deci, 1985). Hence, researchers in CET define the
quality dimensions of developmental relationships with significant adults that
track the degree of autonomy support versus control in motivating children,
as well as their impact on children’s optimal development.

Thirdly, the character and quality of social interaction impacts on the
degree of autonomy facilitated by significant adults in the internalization of
external regulations to children’s self-structure (Ryan, 1991, 1993, Ryan, Deci,
1985, Deci et al., 1994). In particular, CET proposes the moderators that
significant adults use to support or undermine intrinsic motivation and self-
determination in the development of children. It specifies the different
degrees of the characteristics of events that facilitate internalization of
external behavioural limits and stimuli into the self-structures (of children).

CET defines communication styles that differ in the degree to which the
satisfaction of basic human needs for autonomy and competence are
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facilitated in social interactions. According to CET, significant adults moderate
the quality of internalization processes in the development of children and
impact on the quality of internalization through the style they use for
developing and regulating children’s behaviour (Ryan, Deci, 1985:62). In
particular, CET argues that significant adults in interactions facilitate events
that impose regulations on children’s behaviour that support or undermine
self-determination and intrinsic motivation in children. I define the
characteristics and features of quality in parent-child relationships in the

following section.

2.4.4.1. QUALITY OF INTERACTIONS FACILITATED BY AUTONOMY

SUPPORTIVE ADULTS IN DEVELOPMENTAL RELATIONSHIPS

Grolnick and Ryan (1989) explored parental styles across three dimensions of
interactions with children: autonomy support versus control, involvement,
and provision of structure. In particular, the following three dimensions of
parental style were found to be significant for the evaluation of the degree of
autonomy support and control in relationships with children:

1) Value and support for competence in children: the degree to which
parents valued autonomy and volition in children vs. the degree to
which they valued obedience and compliance were the indicators of
parental attitudes towards support of children’s competence.

2) Handling with limits of social norms and of conflict situations: The
degree to which parenting styles were punitive were compared with
the degree to which parents acknowledged children’s desires with
provision of information and with minimum control in the event of
conflict affectedhildren’s autonomous integration of social rules.

3) Control versus Provision of Choice: The degree to which parents
facilitated opportunity for choice and participation in decision-making
in cooperation with children were contrasted and corresponded with
the degree to which children’s autonomy in interactions was

supported or controlled.

[ argue that the dimensions that define controlling and autonomy-supportive
parenting styles (Grolnick, Ryan, 1989, Deci et al., 1994) are applicable to the

analysis of FYMRs. I argue that these three characteristics are useful for the
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analysis of characteristics of mentors’ styles in interactions with children in
formal mentoring relationships.

Deci et al. (1994: 124) further defined the qualities of the three
dimensions previously explored in parental styles by Grolnick and Ryan
(1989). In particular, Deci et al. (Ibid) argue that the degree to which the three
qualitative characteristics in parenting styles are evident in social interactions
with children moderate the degree to which the behavioural limits are
internalized autonomously. The qualitative features mediate the degree of
autonomy in motivations facilitated in children. In other words, the qualitative
characteristics of social interactions indicate the degree to which the
experiences of autonomy and competence needs, and thus autonomous
internalization of external behavioral limits, are facilitated in children. The
dimensions of quality of social interactions between significant adults and
children are measured with the experiences of conflict, control, and
competence in relationships. In particular, the support of autonomy and
intrinsic motivation in developmental relationships are evident in those
interactions where the following qualitative features are present (Deci, 1994,
Ryan, Solky, 1989).

1) Acknowledgement of conflicting feelings in the eventof
conflict: An acknowledgement of the inner experience of potential
or apparent conflict between the target request and person’s
inclinations expresses respect and a right to choose. As a result, it
alleviates the tension associated with conflict. In turn, it allows the
person to understand that the target behaviour can harmoniously
co-exist with the person’s inclinations, and hence the regulation
can be internalized (Deci et al., 1994: 124). In other words, it
supports self-determination.

2) Minimizing pressure and conveying choice in the event of
control and limit-setting: Events of limit-setting are significant
for providing experience of autonomy within daily events (Ryan
and Deci, 1985; Ryan, Solky, 1993). The language that
communicates information about behavioral regulation provides
feedback or a structure that allows the child to draw their own
conclusions on behavioral limits. In other words, the provision of a

rationale that is personally meaningful for the child and
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emphasizes why the self-regulation of the target activity would
have a personal utility supports autonomous internalization of
behavioral limits (Ibid). In addition, provision of positive or
constructive feedback or a structure in activity facilitates mindful
reflection in children (Ryan, Deci, 1985:96).

3) Support for optimal challenge in the events that facilitate
intrinsic motivation: the events that facilitate the experiences of
interest, enjoyment, and/or excitement, support children’s
intrinsic motivation with the experiences of autonomous

competence (Deci et al,, 1994: 124, Ryan, Deci, 1985).

As a result, SDT defines the quality features of Informational Events,

Autonomy Support, and Autonomy-Supportive Relationships:

Informational Events, Autonomy Support, and Autonomy-
Supportive Relationships

Informational events are “those that allow choice (e.g., that are free from
unnecessary pressure) and provide information that is useful for the person in
their attempts to interact effectively with the environment” (Ryan, Deci,
1985:96). In particular, during informational events supportive significant
adults motivate self-initiated activity in children by providing choice,
authentic feedback, and optimal challenge. Thus, they facilitate autonomy and
develop autonomy-supportive relationships over time (Ryan, Deci, 1985,
Ryan, Solky, 1996). As a result, autonomy support is defined in the behavior of

significant adults as:

..the readiness of a person to assume another’[s perspective or
internal frame of reference and to facilitate self-initiated expression
and action. It typically entails acknowledgement of other’s
perceptions, acceptance of the other’s feelings, and an absence of
attempts of control the other’s experience and behavior (Ryan, Solky,
1996: 252)

Research on CET has explored the characteristics and impact of autonomy-
supportive significant adults such as parents, teachers, and youth workers on
children’s optimal development and well-being.

Firstly, research explored features of autonomy-supportive teachers. For
instance, researchers concluded (Jang, Deci and Reeve, 2010: 589, Deci,
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Schwartz, Sheinman and Ryan, 1981) that autonomy supportive teachers
nurtured children’s inner resources and built up instructions around student’s
interests, preferences, personal goals, options for choice, and explanation. In
particular, they acknowledged students’ feelings and perspectives which they
valued, accepted expressed negative effects from pupils as valid reactions to
teachers’ demands; and imposed structures and engaging presentations on
uninteresting tasks. In addition, their non-controlling informational language
provided explanatory rationales for limit-setting events and tasks. Finally,
they reported greater empathy, importance of grasping the child’s point of
view in problem situations, and minimizing their exercise of social controls.

Autonomy-supportive teachers facilitated a sense of curiosity in children
(Ibid). Intrinsically-motivated children and students in classrooms with
autonomy-supportive teachers were less anxious, more creative, and had
greater confidence and motivation. They also reported higher self-esteem,
(Ryan, Deci, 1985, Ryan, 1991, 1993, Ryan, 1991:220).

In addition, research on autonomy-supportive adults focused on
exploring the nurturing quality of parental styles. Avery and Ryan (1988)
explored pre-adolescent views on parents with two quality features of
parental style: involvement (commitment to resources and emotional
acceptance of the child), and autonomy social support - the degree of
encouragement of self-initiation and self-regulation that prevailed over the
emphasis on external controls.

Similarly, a nurturing parental style supports higher self-esteem,
perceived competence, and quality of peer relationships in their children
(Avery and Ryan, 1998). Parents who provided reliable resources and
opportunities for choice and self-determination facilitated the child’s
autonomy and competence at school (Ryan, 1991). Furthermore, (Koestner et
al, 1984) children who were exposed to limit-setting events with
informational qualities were more intrinsically motivated and creative, and
displayed more enjoyment in the activities than children in controlling
situations. In particular, parents who were less autonomy-supportive were
associated with children with less developed self-regulation at school, more
behavioral problems, and lower achievement reported by both children and

teachers (Grolnick and Ryan, 1989).
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In sum, research on CET has explored the quality of interactions between
significant adults and children and its impact on optimal development. It has
shown that the quality or style of interactions between adults and children
moderates children’s positive development and well-being. Children who
experienced autonomy support in interactions with significant adults and
could satisfy their needs for autonomy and competence were able to integrate
external regulations on their behavior with autonomy and self-regulation
(Ryan, 1991: 224).

As a result, Ryan et al. (1991, 1993; Ryan, Deci, 1985, 2000; Ryan, Solky,
1996) argued that the configuration of autonomy and relatedness in
developmental relationships facilitates individuation and the healthy
development of the self. According to Ryan (Ibid), autonomy support enhances
strength and feelings of closeness in the relational bond. In addition,
autonomy-supportive relationships facilitate authenticity and encourage
affective expression and self-disclosure in providing opportunities for
reflective choicefulness and aiding self-initiative and self-esteem. Thus, an
autonomy-supportive approach from significant adults enhances positive
relational “working models” in children’s development. Autonomy supportive
relationships enhance feelings of belonging, being cared for by others, feelings
of self-worth, and the sense of perceived social support available to children
within social networks (Ryan, 1993; Ryan, Solky, 1996: 253).

In conclusion, autonomy support not only provides a buffer for stress, but
also facilitates children’s positive development and optimal integration in
healthy developmental relationships (Ryan, Deci, 2000, 2001; Ryan, Solky,
1996; Ryan, 1993). Ryan (1991, 1993) argues that healthy (autonomy-
supportive) developmental relationships involve an optimal condition of
relatedness, when one can experience a bond with the other in the context of
care and support. One’s autonomy is respected and supported with a felt
acceptance of self, and at the same time with a sense of belonging to the
relationship with the significant other. In quality developmental relationships,
one can experience the sharing of internal frames of reference with an
absence of contingency, social comparison, or control. As a result, the
authentic self is expressed, received, and reflected by the other. The true self
emerges, and one becomes manifested. The experience of self-disclosure or

being true to the self in relation to the other becomes a characteristic feature.
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2.4.4.2. CONTROL IN DEVELOPMENTAL RELATIONSHIPS

CET recognizes the controlling aspects of social interactions between children

and significant adults. Controlling aspects of social events are specified by Deci

etal (1994) as:

iy

2)

3)

Instrumentality: When the event situation is structured with the
intention of achieving a goal, the activity becomes instrumental for
achieving the goal. Thus, the activity itself becomes perceived as a
controlling feature over one’s choice. The instrumentality can lead to
the decrease in one’s engagement with the activity (Ryan, Deci, 1985,
Lepper et al., 1973). The instrumentality is a necessary condition for
control of the interaction, thus the rewards and other incentives tend
to impose a control over the behavior of the recipient (Ryan, Deci,
1985). As a result, the recipients of the rewards often become
externally controlled from EPLOC by the incentives and those who
reward them. The rewards have controlling as well as informational
meaning and the potential of instrumental support. The actual nature
of the incentives for the recipient thus depends on the interactional
context of the event (Cutrona, 2000; Cutrona, Russell, 1990; Ryan,
Deci, 1985, 2000).

Evaluation of people tends to imply control and pressure upon how
the people should perform. Hence, the evaluation of behavior is often
perceived as controlling in an interpersonal context (Ryan, Deci,
1985). For instance, Jang, Deci and Reeve (2010: 589) highlighted that
teachers with a controlling approach use language imbued with
evaluative, pressuring, or rigidly coercive messages.

Expectation of behavior that is consequently rewarded with
emotional affection or other incentives implies a control on the
person’s regulation. As a result, the person’s actions become an object
of someone else’s purposes and intentions rather than being
respected as a spontaneous expression of activity and behavior (Ryan,

Deci, 1985, Ryan, 1991:234, 1993).
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Controlling Events

CET argues that social interactions can also thwart intrinsic motivation in
children. Thus, it defines the controlling aspects and events that undermine
autonomous regulations and intrinsic motivation in children. In particular, the
controlling aspects of events are defined as “those that are experienced as
pressure to think, feel, or behave in specific ways” (Ryan, Deci, 1985:95).

The controlling aspects of events facilitate behavioural regulations from
EPLOC. They undermine intrinsic motivation with the expectations and
pressure on compliance to external controls. As a result, the reactions to the
experience of controlling events are compliance with or defiance of the control

receiver (Ryan, Deci, 1985:64).

Amotivating Events
Amotivating events are those that are characterized by the following
features (Deci et al., 1994, Ryan, Deci, 1985: 96):

1) Consistent negative feedback on activities that one performs, or
activities in which one repeatedly fails to achieve the outcomes,
promotes amotivation.

2) The lack of feedback for either perceived competence or self-
determination in the social environment leads an individual
towards amotivation. The event is evaluated as unmasterable, as
one feels incompetent of achieving the desired outcomes.

3) A permissive environment that lacks structure and feedback
leads to amotivation as it contains neither controlling effects nor
guiding actions. As a result, a permissive social environment is
non-responsive to one’s needs and results in feelings of

amotivation and neglect (Ibid).

Controlling Relationships

Research on controlling and autonomy-supportive styles of significant adults
further specifies the details of controlling characteristics. For instance, Deci,
Schwartz, Sheinman and Ryan (1981) measured teachers’ support of children
in autonomous or controlling behaviour. The study concluded that more

controlling teachers were characterized by a lack of emphasis on taking the
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child’s frame of reference into consideration, defining the outcomes to be
achieved, and using controls for assuring compliance.

Ryan (1991: 210, Ryan, Solky, 1989, Ryan, Deci, 1985) argues that in
controlling relationships, the experience of relatedness is in a direct
subordination in which the maintenance of esteem, acknowledgement,
support, or personal ties are achieved through the relinquishing of autonomy.
Hence, a conflict between striving for relatedness and autonomy moderates

the dynamics (Ibid).

2.4.5. SUMMARY OF CET

In sum, CET defines and further explores the quality of developmental
relationships between children and significant adults. In particular, it argues
that the quality of developmental relationships facilitates the degree to which
children’s development occurs with autonomous internalization of social rules
and intrinsic motivation in their activity. CET identifies the impact of
significant adults on a child’s optimal development. It specifies the quality
features that are found in developmental relationships. Thus, it divides
developmental relationships on the basis of their quality into autonomy-
supportive and controlling relationships. In the following chapters V, VI and
VII, I use the framework of CET in order to explore the quality and risk

features of FYMRs.

2.5. SUMMARY OF THEORETICAL FRAMEWORK

In summary, the theoretical framework of the study used the perspective of
SDT that argues for a different quality of motivation in human actions.
Consequently, SDT shows how the quality of initial motivation impacts on the
quality of interaction developed between significant adults and children. Thus,
the theoretical framework of SDT builds the rationale for the analysis of the
impact of mentors” initial motivation on the consequent characteristics, and
qualities in mentoring relationships that mentors developed over 1 year of
their involvement.

In particular, SDT builds its research and theoretical stance on the concept of
perceived locus of causality; that is, the degree of autonomy in different
regulations of human behaviour. Thus, it explains motivational processes and

their impact on human behaviour and relationships. In particular, it uses the
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construct of PLOC as an empirical representation of the degree to which the
actions and behaviours of an individual are autonomous or self-determined
(Ryan, Deci, 1985). As a result, SDT proposes a variety of behavioural
regulations that differ in the level of self-determination and control that
regulate the activity.

SDT defines the autonomous and controlling quality of motivation in
human behaviour. Autonomous and controlled motivations in the framework
of SDT are distinguished along the continuum of intrinsic motivation, extrinsic
motivation, and amotivation. Autonomous regulatory styles of behaviour are
those that are intrinsically motivated, or well-internalized extrinsically
motivated. Controlled motivations are those that are regulated with external
regulations or that are introjected. @The motivations of mentors for
volunteering in mentoring relationships were explored in this research study
according to the SDT types (scale) of motivation.

In addition, SDT highlights the socio-cultural conditions that facilitate or
thwart the positive development and well-being in children. In particular,
research on CET has explored how differences in the styles of significant
adults impact on self-determination and intrinsic motivation in children. In
other words, it argues that the quality features of social interactions impact on
children’s intrinsic motivation, and thus on their autonomously regulated
socialization. Consequently, it argues that autonomy support and emotional
acceptance in developmental relationships are central components that
enhance the intrinsic motivation, creativity, self-determination, and well-being
of children (Ryan, 1991, 1993, Ryan, Deci, 1985, 2000).

[ argue that SDT specifies the characteristics and quality of developmental
relationships and thus conceptualizes quality features of mentors’ approach
styles in the context of FYMRs. In particular, I argue that a mentor from the
CET perspective is an adult who facilitates the interactions with qualities of
amotivating, controlling, or autonomy-supportive behaviourn the mentee’s
development, and who becomes significant in the child’s development if the
social interactions they facilitate have a quality of autonomy support.

[ argue that SDT is a useful theory for exploring the impact the mentors’
understanding of the mentoring role and their approach to mentees has on the
mentee’s positive development. In particular, I predict with CET that the

mentors with a more informational approach will facilitate more internalized
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external behavioural regulations and intrinsic motivation in children in
FYMRs. On the other hand, the mentors with a more controlling approach will
facilitate more external regulations of perceived challenging behaviour of
children in mentoring interactions, which will lead to compliance or defiance
in mentees’ involvement.

The following chapters present the results of the analysis. In examining
the common characteristic features of experience of mentoring phenomena in
the role of a mentor, I found that all ten relationships studied shared the main
themes of:

1) Initial motivation for mentoring involvement and its quality;
2) Characteristics of coping styles arising from initial motivation, challenges
in the mentoring role, and their risks to the quality of the mentoring bond
3) Characteristics of mentors’ helping styles and their efficacy in supporting
children
Characteristics of closeness in the mentoring bond, perceived relational
satisfaction, and resultant dynamics of formal mentoring relationships.
Following this analysis, I applied SDT (Ryan, Deci, 1985, 2000) to these
themes. [ argue that the dynamics and quality of mentoring involvement
experienced by mentors can be divided according to the type of initial
motivation for the mentoring involvement. Thus, I argue that the controlling
and autonomous quality of mentors’ initial motivations (Ibid) mediated the
quality and dynamics of FYMRs over 12 months of mentoring involvement.

[ argue that the initial motivation significantly moderated the initial
helping attitudes of mentors and consequent characteristics of provided social
supports, dynamics, and quality of mentoring experience in developing a
mentoring bond. Following the initial quality of motivation, I argue that
mentors developed relationships with qualities defined in CET as autonomy
supportive and controlling relationships. As a result, the findings are
explained and discussed using SDT. In particular, the results are presented in
the following chapters:

1) Chapter IIl presents the methodology and methods of the research

study.

2) Chapter IV presents results on the characteristics of initial controlling

and autonomous motivations of mentors for volunteering.
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3)

4)

5)

Chapter V presents results on the characteristics of perceived
challenges, perceived competence in mentoring skills, and the
characteristics of resulted styles in coping with challenges, including
characteristics of limit setting on children’s challenging behaviour.
Chapter VI presents results on the characteristics of helping attitudes
and provided social supports in mentoring interactions.

Finally, in Chapter VIII the findings are discussed in relation to
previous research, and concluded on with recommendations for
future research and evidence-based practice of mentoring

interventions.
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CHAPTER III: METHODOLOGY AND

RESEARCH METHODS

3.0. INTRODUCTION TO CHAPTER III

Chapter I and II illustrated how this thesis aims to build on previous studies
into the knowledge claims that can be generalized and shared; and it thus
contributes to evidence-based practice in formal youth mentoring
interventions. Chapter II showed that researchers argued that not all formal
mentoring relationships are beneficial for children, and some of them impose
risk on children (Rhodes et al, 2009, Spencer et al, 2006, Brumovska, Seidlova
Malkova, 2010, Spencer, 2007, Zand, Thomson, 2009, Morrow and Styles,
1993, Grossman, Rhodes, 2002). In addition, the principles of helping
processes in FYMRs have not been identified sufficiently to date (Zand,
Thomson, 2009, Liang et al, 2009). In particular, the quality of initial
motivation of mentors and its impact on quality and dynamics of FYMRs have
not been explored to date. This study aims to contribute to bridging the
current gap in knowledge on processes that mediate the quality and benefits
of FYMRs.

Therefore, the thesis is an exploratory longitudinal qualitative research
study with a phenomenological approach to data collection and analysis. The
qualitative approach was chosen as a suitable methodology for in-depth
exploration of relational processes in FYMRs. The phenomenological approach
to research design was deemed suitable for the exploration of mentoring
experiences regarding the initial motivation and consequent approaches of
mentors to children that developed characteristic features of FYMRs. In
addition, the longitudinal design of the study was suitable for the exploration

of the characteristics and dynamics in FYMRs that mentors developed over
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time. The longitudinal approach was especially useful for exploring the impact
of the initial motivation on consequent characteristics and dynamics of FYMRs
developed by mentors over 1 year of mentoring involvement. Thus, the
longitudinal qualitative approach was deemed a suitable research approach
for in-depth exploration of relational processes and their characteristic
features in FYMRs.

The field work and data collection took place in the BBBS CZ programme
in Prague and Usti nad Labem in North Bohemia. It followed 11 matches for 12
months of their involvement in the programme. Qualitative in-depth
interviews were undertaken to explore the experiences of mentors, children,
and parents during the first months and after five and ten months of their
mentoring  involvement. Subsequently, an in-depth Interpretive
Phenomenological Analysis (IPA) was carried out in several hermeneutic
cycles (Smith et al, 2012). The details on the research methodology,
implementation of the study, ethics, validity and reliability are outlined in this
chapter.

Chapter III begins by outlining the rationale and objectives of the
research study and details of the organization and operation of the BBBS
programme in the Czech Republic in order to inform the background to the
research study. The chapter argues for a choice of social constructivism as an
interpretive framework giving the ontological stance the study was conducted
on. It also includes my axiological position to inform the research study about
the values and attitudes the qualitative study is based on.

Following that, the chapter describes and discusses the research design,
methods, and implementation of the study. In general, the study chose a
phenomenological methodology to answer the research aims and objectives.
In particular, the study used an explorative longitudinal qualitative research
design with in-depth semi-structured interviews collected in 11 case studies
three times over 12 months of mentoring involvement. Case studies were
composed of mentors, mentees, and parents. The research design with field
work preparation, research sample, and methods of data collection is
described in detail. Following that, the analysis was led in hermeneutic cycles
with the use of NVivo software followed the IPA methods. Thus, the IPA

method that was applied to data analysis is described in detail.
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Finally, this chapter discusses the ethical norms and challenges of the
study, as well as the validity, reliability, and generalizability of the
methodology and research results; and it concludes by summarizing the

highlights of the research methodology and design.

3.1. AIMS AND OBJECTIVES OF THE STUDY

The thesis is an exploratory qualitative study which argues that the
understanding of the mentoring role impacts on the quality of the helping
relational style of formal mentors. It also impacts on the quality of mentoring
experiences and benefits and the dynamics of FYMRs.

Thus, the thesis explores mentors’ understanding and experiences of
mentoring phenomena in FYMRs, as well as their impact on the quality and
dynamics of the FYMR. Specifically, the aim of the study is to explore how
formal mentors become/don’'t become mediators and informal
significant adults of mentees in FYMRs. The main aim was translated into
the following three objectives of the thesis:

1. To explore the impact of initial motivation on the quality and
dynamics of the FYMR during 1 year of mentoring involvement:
The initial motivation of mentors is a factor that impacts on the
consequent dynamics and quality of the FYMR (Weinstein, Ryan,
2010). I explore the characteristics and dynamics of two types of
mentoring relationships according to 1) the controlling, and 2) the
autonomous quality of their initial motivations for volunteering. Thus,
in order to generalize the experiences of participants with mentoring
phenomena, self-determination theory (SDT, Ryan, Deci, 1985, 2000)
was applied for explanation and discussion of the research results?8.

2. To explore the characteristics and dynamics of risk factors in
FYMRs: The comparison of mentors’ experiences identifies risks in
FYMRs, along with characteristics features of their experiences. The
pathways through which risk factors of FYMRs were developed in

relationships are identified and discussed.

18 As SDT has not been applied in this context before, the thesis tests the viability of the theory
for mentoring research and evidence-based practice.
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3. To explore the factors in FYMRs that develop the experiences of
quality, benefits, and dynamics of the informal mentoring bond:
The comparison of mentors’ experiences identifies the features of
quality in FYMRs along with their characteristics features. The
pathways through which quality factors were developed in

relationships are identified and discussed.

I address these aims and objectives throughout the analysis chapters,
Chapters IV-VII, and finally discuss them in the Discussion, Conclusion and

Recommendations in the final chapter, Chapter VIIL

3.2. METHODOLOGICAL RATIONALE FOR THE
STUDY

This study explores the impact of the initial motivation of mentors on the
characteristics and dynamics in formal youth mentoring relationships. It was
conducted with a longitudinal qualitative research approach for several
reasons. Firstly, the study aims to explore experiences of mentoring
participants in the BBBS CZ programme and the impact of the experiences and
understanding on the quality of FYMRs. Qualitative methods are used to study
thoughts, beliefs, and feelings relevant to personal experience of the important
phenomenon (Smith et al., 2012). Thus, conducting qualitative research means
to embrace the idea of multiple realities of individuals, and the intent to report
on these multiple realities!? (Ibid).

In addition, a longitudinal approach was previously deemed to be valuable
in studies of relational and helping processes in FYMRs (Spencer et al., 2014,
Brady et al, 2017, Weinstein, Ryan, 2010). Nevertheless, an in-depth
longitudinal study that explores the quality of the initial motivation and
consequent relational processes has not been conducted in the field of
mentoring to date (Thomson, Zand, 2009). A longitudinal qualitative approach
is suitable for the exploration of the impact of initial motivation on the

consequent characteristics and dynamics in mentoring relationships.

19 Evidence of multiple realities includes multiple forms of evidence in themes with the
authentic language of individuals, and the presenting of different perspectives (and
experiences) that are explored in the qualitative research inquiry (Creswell, 2013).
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As such, the longitudinal qualitative approach is a suitable methodology
to explore the experience of mentoring phenomena. The qualitative
phenomenological methodology and research methods used in the study are
described in the following chapter. The IPA approach to the research design
and analysis provides a framework for an in-depth analysis of mentoring
processes through exploring the experiences of mentoring involvement. As
this approach has not been used before in youth mentoring research, I argue
that the IPA approach makes an original contribution to the methodological

approaches in this field.

3.3. BACKGROUND OF THE STUDY:
STRUCTURE AND OPERATION OF
THEBBBS CZ PROGRAMME

The field work and data collection of the study took place in the BBBS
programme in the Czech Republic from 2010-201220. Affiliates of BBBS CZ at
the time recruited, trained, matched, and supervised voluntary mentors in line
with the practices of BBBS International in order to develop mentoring
matches. Volunteers, children, and parents in BBBS CZ agreed to be involved
and support regular one-to-one meetings for at least 10 months of mentoring
experience. The BBBS CZ programme at the time operated through
approximately 20 affiliates that were part of different statutory and voluntary
organizations, but mainly under Voluntary Centers (civic associations for
promoting volunteering and civic engagement in society); or SVP - Centers for
Special Education, Support, and Care that aim to provide services to
disadvantaged children and families in prevention and early intervention. Two
BBBS CZ affiliates in Prague and Usti nad Labem took part in the research
study.

Moreover, the umbrella organization called Association of BBBS/Pét P

programme operated as a steering committee of the programme. The leaders

20 The BBBS CZ programme was implemented in 1996 in Prague as Programme Pét P by the
president of BBBS International, Dagmar McGill, and her Czech partners. It follows the
organizational structure and practices of BBBS International: The mentors are recruited,
screened, and trained in order to be matched with socially disadvantaged children and young
people (6-15 years) for regular meetings once a week that are ongoing for at least 10 months.
The aim of the meetings is to facilitate benefits of the mentoring relationship.
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of the steering committee were the 5 funding members of BBBS CZ. The
committee did not have an impact on the quality of delivery of the service
through the independent BBBS affiliates, but instead only recommended good
practice, delivered the manual of standards of practice adapted in accordance
with BBBS International, and organized networking events for case-workers.
Thus, the umbrella organization of BBBS functioned rather as a guarantorof
the programme in the Czech Republic as well as a group of expert advisors. In
addition, the members of the steering committee were the gatekeepers of the
access to research participants. For that reason, my first aim during the field
work was to establish an agreement on good research cooperation with the
steering committee of BBBS CZ with Memorandum of Understanding (MoU)
that stated the terms and objectives of cooperation in the research study (See
Appendix 2: MoU).

Mentors are the volunteers who can be seen by the mentoring
programme in different roles relative to the programme’s mission, aims, and
objectives (Fri¢, PospiSilova, 2010). The two BBBS CZ affiliates where the
research study was conducted operated as 1) a service for the promotion of
civic engagement, and 2) a support service for children and families. Thus,
mentors in the two BBBS CZ affiliates were seen as promoters of values of
civic engagement (Affiliate in Prague), and as supporters of disadvantaged
families (Affiliate in Usti nad Labem.

Firstly, literature on volunteering argues that voluntary mentors can be
seen as promoters of civic engagement in society. Thus, the mentoring
programme serves as a tool for disseminating the benefits of volunteering in
society (Ibid). BBBS CZ was implemented in the Czech Republic, after the fall
of the Iron curtain, in 1996 with funding by the Open Society Fund of G.
Soros?l. The original mission was to promote the rejuvenation of civil society
in a post-communist country through mentoring volunteering (Fric,
PospiSilova et al.,, 2010; Sozanska, ToSner, 2003). Thus, mentors in the BBBS
CZ affiliates were originally seen as volunteers who promoted benefits of civic
engagement and thus rejuvenated the Czech civil society (Ibid, Brumovska,
Seidlova Malkova, 2010). The BBBS CZ affiliates with this view were mainly
funded under the Act on Volunteering 2002, and the affiliate in Prague in

21 Open Society Fund in the 1990s funded activities of NGOs in CZ that aimed at the rejuvenation
of the values and benefits of civil society after the period of communism.
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particular had this view on the function of mentoring volunteering and
volunteers in Czech society. It has operated the programme under the Act on
Volunteering and funding for promoting civic engagement under the Center
for Volunteering Hestia since 1996 (Ibid).

Secondly, as the provision of community services was re-established in
Czech society, the new mission of BBBS CZ affiliates became to promote family
support and positive youth development through the benefits of mentoring
experience. Thus, the BBBS CZ affiliates were funded as community social
services run by local NGOs that supplement the role of the state in the
provision of social services for vulnerable children, young people, and families
(Muller, 2002). These affiliates are accredited as supportive and preventative
services for children and families within the Act on Social Services 118/2006
Sb. and primarily aim to support disadvantaged children and young people
through positive mentoring relationships. The second affiliate that took part in
the research study was based in Usti nad Labem?22 and adopted this mission on
function of the mentoring programme and mentors in society. The BBBS CZ
programme in Usti nad Labem was operated under the Center for
Volunteering and Civic Engagement, and was funded as a programme for
supporting socially disadvantaged children and families. In addition, from
2010-2012, the affiliate in Prague was also partly funded as a family support

intervention for children from disadvantaged families.

3.4. RESEARCH METHODOLOGY: INTERPRETIVE

FRAMEWORK OF SOCIAL CONSTRUCTIVISM

The aim of this research study is to explore the moderators and mediators that
facilitate the quality and benefits of the natural mentoring bond in FYMRs. To
answer research aims and objectives, and following the theoretical
framework, [ applied the methods of qualitative research methodology in a
social constructivist interpretive framework. Conducting qualitative research

means that the researcher intends to get as close to the participants being

22 Usti nad Labem is a city of 95,000 inhabitants, the center of North Bohemia, and the 7th
biggest city in the Czech Republic. It is particularly distinguished for the large Roma minority
that lives there, and the related socio-economic issues of poverty, high unemployment, poor
school attendance of children etc., as well as advanced social awareness and developed social
services that tackle the local issues.
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studied as possible23. Thus, it is important to understand the context of
experience and to conduct a study in the “field” where individuals live the
experience of the phenomena24 For this reason, the qualitative interpretive
framework of the study is that of social constructivism?s. In particular, the goal
of the research in a constructivist worldview is to explore the subjectivity of
experiences and meanings in their historical context of culture and society of
individuals (Creswell, 2013: 23). In other words, it seeks understanding of the
lived world of individuals and their experience with particular phenomena. It
addresses the processes of interaction among individuals, and it aims to
explore the subjective meanings of experiences directed towards
understanding of phenomena in their complexity (Creswell, 2013, Smith et al,
2012). Thus, the researcher aims to interpret the experience of phenomena
and context that shape the experiences, and aims to understand what
meanings the phenomena as in individuals. Thus, the research inquiry is
generated inductively with the aim of developing theory or patterns of
meaning in subjective experiences (Creswell, 2013: 23-25).

I conducted longitudinal in-depth semi-structured interviews that are
particularly suited for studying people’s understanding of meanings in the
lived world and describing their experiences (Kvale, 1996: 105). Interviews
were conducted with participants who had a direct experience with mentoring
phenomena (Smith et al., 2012). | analyzed the data with the IPA method that
takes the direct experiences of phenomena into account. The IPA interprets
experiences as both individuals’ accounts that are socially constructed relative
to the individuality of human beings, as well as experiences that are
generalizable as lived phenomena. Thus, it is a suitable methodology for in-

depth exploration of experiences with mentoring phenomena.

23 Epistemological assumptions concern what counts as a knowledge and the knowledge claims
are gained and justified. Thus, it claims the relationship between a researcher and what is being
researched (Creswell, 2013:20).

24 With conducting the study in the field, the researcher intends to minimize the “distance”
between them and the research participants. As a result, knowledge is gained with the
individual’s subjective views of the experience that create subjective evidence (Creswell, 2013).
25 Creswell (2013: 23) argues that the interpretive framework consists of the ontology,
epistemology, axiology, and methodology of the research study.
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3.4.1. AXIOLOGICAL ASSUMPTIONS OF THE RESEARCHER?26

[ was personally involved as a voluntary mentor with a BBBS programme from
2000-2003 and subsequently undertook research on mentoring experiences
(Brumovska, 2003, 2007, Brumovska, Seidlova Malkova, 2008, 2010). Thus,
due to my experience 1 had previous knowledge on youth mentoring
phenomena. [ selected a phenomenological approach to the study of
mentoring phenomena and tried to reflect on these experiences, but
bracketing the biases (Smith, 2012, Kvale, 1996). Thus, I could approach
research participants with a fresh ear to their own experiences (Kvale, 1996).
However, as the interviews with mentors provided the most complex
information about the experiences with mentoring phenomena, I presume
that my own personal experience with mentoring helped me to identify with
mentors during the interviews in greater depth than with participants in other
mentoring roles. As a result, the analysis eventually focused on the exploration
of the mentoring experiences of mentors only. Thus, the interviewer bias
(Kvale, 1996) was useful for the in-depth insight and inquiry on the
experiences of mentors, as well as the theorization of the characteristics and
dynamics of their helping behaviour in the mentoring role with SDT.
Nevertheless, [ aim to explore mentoring phenomena from the mentees’ and

parents’ perspectives in future research.

3.4.2. RESEARCH DESIGN

A constructivist worldview is manifested in a phenomenological approach to
research inquiry that methodologically describes and explores an individual’s
experiences of phenomena (Creswell, 2013). It is compatible with an
Interpretive Phenomenological Analysis (IPA, Smith et al.,, 2012) approach to
the qualitative study of experiences with the phenomena of mentoring.

A phenomenological approach to research study describes the lived
experiences of individuals in relation to a particular phenomenon (Creswell,
2013). In particular, a phenomenological study describes “what” the
individuals experienced in respect to the phenomenon under study, and “how”

they experienced it. In addition, it compares and contrasts the experiences of

26 Axiological assumptions admit that the qualitative research study is value-laden and the
biases are present (Creswell, 2013: 20). At the same time, the axiological assumption of the
qualitative study admits and actively reflects the values and biases of the research inquiry and
the value-laden nature of information gathered from the database (Ibid).
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phenomena among individuals. Thus, it selects and collects the data from
individuals who have different experiences with the given phenomena in
order to attempt to describe the “universal essence” of the phenomena (Ibid).
This study aims to explore the experiences and understandings of
mentoring phenomena as mentoring participants experienced them. Thus, the
phenomenological approach is suitable for the research methodology (Ibid). I
adopted a hermeneutical phenomenology with an IPA qualitative approach
given my aim to explore and interpret the lived experience and understanding
of mentoring phenomena and its impact on the quality and dynamics of formal

mentoring relationships (Smith, 2011, Smith et al,, 2012).

3.4.2.1. INTERPRETIVE PHENOMENOLOGICAL ANALYSIS (IPA)
IPA is a qualitative research approach committed to the examination

of how people make sense of their major life experiences. (Smith et

al.,, 2012)

IPA is phenomenological as it explores the experience of phenomena and its
everyday lived flow: “Experience” is anything that presents itself in a flow of
time because of its unitary meaning. Thus, any comprehensive unit of life that
is linked with a common meaning is called an experience (Smith et al,
2012:2). In this sense, the flow of involvement in BBBS relationships can be
called an experience of mentoring phenomena. Mentoring involvement, and
the reflection of participants in relation to it, is an experience that is suitable
for exploration with an IPA approach (Ibid). In particular, IPA is committed to
exploration of experience within three major theoretical backgrounds:
Hermeneutics, Idiography, and Phenomenology.

Firstly, the emphasis on understanding the person’s perspective in IPA
stems from the Heideggerian concept of Dasein (“being there”): “a
phenomenological stance that directs attention to the manner in which
experience is contextualized by language, past experience, socialization, and
culture” (Larkin, Watts, & Clifton, 2006: 103-4). Thus, the individual is the unit
of analysis in IPA, and so findings can be based on a small number of cross-
sectional, semi-structured interviews (Smith, 2011, Smith et al., 2012).

Secondly, an IPA is informed by the Heideggerian concept of the
hermeneutic circle (Smith, 2011, Smith et al, 2012). It argues for the
inevitability of participants and researchers engaging in an interpretive

process in a conscious, productive manner. Thus, an IPA methodology involves
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several rounds of interpretation - from inductive, data-driven theme-building,
to later integration of findings with existing theoretical frameworks (Ibid)27.
Thirdly, an IPA is influenced by idiography. Idiography concerns the
study of the particular. IPA’s commitment to the particular is realizedin two
levels: It is committed to in-depth qualitative analysis of the data, and it is
committed to understanding the lived experience of an important phenomena
in particular people and in particular contexts where the experience is
uniquely embodied. Thus, it analyzes small, purposively selected, and carefully
situated samples for analysis (Smith et al, 2012: 29). It uses analytical
induction, and ideally derives theoretical explanation from a set of cases and
thus moves to more general statements upon research results with the claims

of lived experience of individuals (Ibid).

3.4.3. IMPLEMENTATION OF THE STUDY

Following the selected methodology, the IPA research methods were applied
during the data collection and data analysis. The following section illustrates
in detail the methods of selection of the research sample, data collection and
analysis. In addition, it informs about the details of the field work
management and data analysis methods. Finally, it discusses the general
ethical considerations and ethical issues I dealt with during the field work.
The field work period (September 2010-December 2011) consisted of two
stages:
1) Preparation of the field

2) Data collection

3.4.3.1. PREPARATION OF THE FIELD WORK
The preparation period took place in the Czech Republic and consisted of 1)
the negotiation of the research design and the data collection with the BBBS
CZ programme, and 2) gaining approval from NUI Galway’s Research Ethics
Committee (REC) for the research proposal.

Ethical approval was granted by the REC at NUI Galway in November
2010. The research project was proposed as a longitudinal qualitative

research study designed in qualitative case-studies exploring the impact of

27 [PA was developed by ]. Smith in the early 1990s “to explore in detail how participants are
making sense of their personal and social world” (Smith & Osborn, 2008, p. 53).
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mentoring understanding and experiences of participants on the quality and

dynamics of FYMRs in the BBBS CZ programme.

See Appendix 3: REC

I negotiated the cooperation on the research study with the BBBS CZ
management, who were the gate keepers of potential research respondents. I
contacted the steering committee of the BBBS CZ programme and asked them
about their interest in agreeing upon the Memorandum of Understanding that
presented 1) the aims and objectives of the research study, 2) the benefits and
outcomes of the research study for BBBS CZ, and 3) the terms and objectives
of cooperation28. The MoU was signed in November 2010 following the ethical

approval of the research proposal.

See Appendix 2: MoU

3.4.3.2. PURPOSIVE RESEARCH SAMPLE AND ETHICS OF INFORMANT

CONSENTS

Due to its idiographic focus, the IPA approach explores the similarities and
differences of the experiences of phenomena between cases in great detail. It
thus aims to find a relatively small and homogenous sample?°. As a result, the
experience of phenomena can be explored and compared both within the
sample and between the cases (Smith et al., 2012).

Thus, the aim of the selection of the research sample was to recruit
participants who shared a common experience of mentoring phenomena.
Possible variations in characteristics of experience based on different
mentoring roles were methodologically permitted (Smith et al, 2012) and
included. I focused on selection of the matches that were recruited, trained,
and matched in autumn 2010 in two BBBS affiliates who had agreed to

participate in the research study. These matches consisted of mentors,

28 The MoU was not supported by some members of the BBBS CZ steering committee as they did
not accept my name and signature as a leading researcher of the research project. Thus, to deal
with this issue, Dr. Gabriela Seidlova Malkova from the School of Liberal Arts and Humanities,
who supervised the research study during the field work period, met with the BBBS CZ steering
committee and advocated for their cooperation. In addition, Prof. Pat Dolan and Dr. Bernadine
Brady, who supervised the research at NUI Galway, travelled to Prague to support the research
cooperation with BBBS CZ. I finally managed to agree on cooperation with two independent
BBBS CZ affiliates based in Prague and in Usti nad Labem.

29 Homogeneity of the sample in the research study consisted of the experience of research
participants with the mentoring in the BBBS CZ programme, even though they experienced
mentoring in different roles.
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children, and parents, and were due to start mentoring meetings in December
2010-January 2011. Consequently, I intended to follow and interview them
from January 2011-January 2012.

Information about the research study was given in oral presentations and
in informant consent sheets. 1 collected the informant consent forms in
cooperation with the BBBS CZ case workers. I attended three BBBS CZ training
courses of mentors and met 18 potential future mentors - the participants of
the research study. During the training, [ introduced myself, explained to them
the aims of the research study, and gave them the informant consent sheets to
let them decide if they were interested in participating in the research study.
As the training lasted for two days, the potential respondents had 24 hours to
decide on their participation in the research. Most of the 18 participants
agreed to participate.

Potential respondents among children and parents were proposed and
contacted by the BBBS CZ case workers. The parents of children who were
found suitable for a match with volunteers at the time were contacted by the
case workers. Following that, a meeting with parents and children was
organized by the BBBS case workers as a part of the matching process. During
these meetings, they were informed about the terms of participation in the
BBBS CZ programme. In addition, the case workers informed them about the
research study, explained the role of respondents, and offered participation in
the research studywith the written information sheet and consent form.
Subsequently, potential participants had more than 24 hours to decide on
their participation in the study. As a result, ten parents and 11 children
returned the signed informant consent forms during the second planned visit
to the BBBS affiliate. Following that, the 11 matches that consented to
participate in the research study were formed, and the 11 case-studies
consisting of mentors, children, and parents who agreed to participate in the

research study were selected as a purposive research sample.

Mentors

Mentors were aged between 18 and 28 years. There were nine females and
two males. Mentors were either high school students (1), college students (4),
or employed (6). They had come mostly from other parts of the Czech
Republic to live in the city of Prague or Usti nad Labem (6), or came originally

from Prague (3), or Usti nad Labem (2).
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Children and young people

There were two age groups of mentees in the research sample. One group
consisted of children from 6-10 years (6). The second group consisted of
youths from 11-14 years (5). The children were referred to BBBS from
mental health hospitals by social workers, special educators at schools,
psychologists etc. The main issues for mentees were socio-economic
disadvantage with related issues in academic performance, peer and family
relationships etc. Most of the mentees were primarily diagnosed in terms of
mental health diagnosis or referred by social services or psychologists due to
difficulties in school performance, anti-social behavior, relationships in their
family etc. At the same time, some of the mentees came to BBBS CZ from
wealthy families because they would benefit from the support of an adult
mentor (4 mentees). These mentees had difficulties, especially with peers at

school, or grew up in one-parent families.

Parents
There was one father, one grandfather, and eight mothers taking part in the

research interviews. One parent was a mother of two boys (11 and 14 years)
who both took part in the research study. Parents mostly came from socio-
economically disadvantaged backgrounds such as working in low paid jobs,
having low level of education, being a one-parent families, or having
unemployment in their family. These difficulties were linked to other social
problems the families were exposed to, such as living in public housing for
families, personal insolvency, and alcohol and substance abuse. Their major
common need that was supposed to be met in the BBBS mentoring
relationships was to connect the children with a significant adult from a
different socio-economic background, and to help parents to care for children

in their leisure time.

Case Workers
Three case workers of two affiliates of the BBBS programme where the

research study took place participated in the interviews.
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3.4.3.2. METHOD OF DATA COLLECTION: IN-DEPTH SEMI-STRUCTURED

INTERVIEWS

Data in the IPA approach is usually collected using semi-structured interviews
(Smith et al., 2012). The in-depth semi-structured interviews were conducted
with a phenomenological approach to interviewing in accordance with the
method argued by Kvale (1996). Kvale views the interview as facilitating
empathetic access to the world of the interviewee (Kvale, 1996: 125). Thus,
the interviews with mentors and parents followed an interview guide that
contained:

..the sequence of themes to be covered about the explored
experience as well as suggested questions. At the same time, there is
an openness to changes of sequence and forms of questions in order
to follow up the answers given and the stories told by the subject.
(Kvale,1996:124)

Thus, the themes of interviews were focused on exploring the experiences and
understanding of mentoring in different roles and ages, and characteristics
and dynamics of developed mentoring relationships in different relational

phases.

Interview Design

The interview design followed the interviews I previously conducted with
case workers, volunteers, and mentees for my International Master of Science
in Social Work at Gothenburg University in Sweden. In that Master thesis, [
explored experiences of mentors and mentees in two Swedish and one Czech
mentoring programme. The results of the thesis were consequently published
(Brumovska, Seidlova Malkova, 2008, 2010). Thus, I had piloted the interview
guides in the Masters thesis.

Using that, in-depth semi-structured interviews were conducted with
mentors, mentees, parents, and case workers associated with the 11 BBBS
matches. The interviews were undertaken in longitudinal design in three
rounds over one year of mentoring involvement in Prague (eight matches) and
Usti nad Labem (three matches)3°. The location of the interviews was selected
according to the preference of respondents and included BBBS meeting

rooms, public places like cafés, or the homes of respondents. Parents, children,

30 The first round was conducted during January and February 2011, the second round in May
and June 2011, and third round of from November 2011 to January 2012.
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and mentors were interviewed separately in one-to-one interview meetings.

Interviews lasted between 20 and 75 minutes in length.

Interviews with Mentors and Parents

The first round of interviews took place in January and February 2011 when
mentors and mentees started the meetings. They explored the initial
understanding of the mentoring role and early experiences of mentoring
involvement. Similarly, parents talked about their understanding of the
benefits of mentoring for children and families, along with their first
experiences with the matching process and mentoring meetings.

The second round of interviews took place between May and June 2011
when matches had been meeting for between four to six months. According to
the literature, at this stage the dynamics of relationships are established and
the regular patterns of interaction are explorable (Rhodes, 2002, 2005,
Grossman, Rhodes, 2002, Brumovskd, Seidlova Malkova, 2010). The
interviews followed participants’ experiences, understanding, and approach to
mentoring roles as well as the characteristics and dynamics of relationships.
Finally, the third round of interviews took place between November 2011 and
January 2012, and followed the relationships after ten months duration. It
followed similar topics to the first and second rounds of interviews in line

with the research aims and objectives.

Interviews with children and young people
The interviews with children explored the themes of experiences, perceptions,
and satisfaction with mentoring from the mentee’s point of view. However, as
the children were mostly between the ages of six and ten (6), a narrative
approach with visual methods was applied. | presumed children would more
easily project their experiences with mentors while drawing on templates
about mentoring themes or playing with mentoring themes. Thus, the
interviews with children had several stages:

It was important to “tune in” to the children and build a rapport with
them through communication in child-friendly language. I led the interviews

with the pictures I prepared for them to draw and narrate about images. In
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general, drawing eased children into talking with me and to narrating based
on my questions in a descriptive, age-related way3!.

The interviews with teenagers (four 12 to 14-year-old mentees) were
youth-friendly and used different language to the interviews with children.
Firstly, I “tuned in” to teenagers in teen-friendly language, talking about how
they were doing and what were they interested in at the time. Following that, I
let them speak about their perceptions and experiences with their mentor and
mentoring meetings. They mostly described activities they did together with
mentors during the meetings, the best things about mentors and meetings,
and the things they didn’t like or were bored with. I also asked them about
their background and daily routines, relationships with family and peers, and
experience with school. Thus, I gained their views on their mentoring

experience, satisfaction, and perceived benefits32,

Interviews with Case workers
In addition to all three rounds of interviews with match participants, two

rounds of interviews were conducted with case workers. The first round of
interviews (Spring 2011) concerned background information on the children,
their reason for referral to BBBS CZ, their expectations and needs, and the
reason for matching them with their particular mentors. The background
information about mentors was also included. During the second round of
interviews (Winter 2011) with case workers, the development of
relationships, the issues that came up, satisfaction of mentoring participants,
supervision of matches, and other themes were explored (see Appendix 4:

Interview Guides).

31 For instance, I invited children to draw the mentor on the template of a “ginger-bread-man”.
Similarly, I invited children to draw and talk about their best experiences on a template of a
thermometer. Thus, the children spoke about their mentors and their experiences with
mentoring meetings; their background, family, and daily routines; and significant adults and
peers and their relationships with them, while they were drawing in templates about these
themes [sounds like that phrasal verb again] as they associated the narrative with the play with
templates I prepared for them.

32 During the third round of interviews, two boys, the brothers, were placed in a children’s
home due to a family crisis. Hence, I visited them in the children’s home. The interviews had a
character of crisis intervention. The boys were quite concerned about their situation at the time.
I interviewed them about their mentoring experiences, but also tried to give them emotional
support and encouragement due to their crisis situation.
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3.4.3.3. ETHICS OF THE RESEARCH STUDY

Kvale (1996) argues that ethical guidelines and issues in different stages of the
research study should be considered in order to conduct ethically responsible
research: “An interview is a moral enterprise. The personal interaction in the
interview affects the interviewee, and the knowledge produced by the
interview affects our understanding of the human situation” (Kvale, 1996:
109).

Firstly, Kvale (Ibid) suggests that an ethical research proposal, beyond the
scientific value, aims to improve the human situation investigated. The
presented study was proposed with the aim of improving the quality of FYMRs
and thus the experiences and benefits that mentees receive from participation
in formal youth mentoring interventions. The study was proposed with the
consideration of ethical guidelines in Children First research policy. In
particular, I was trained in Children First guidelines for researchers by the
HSE in Galway in Ireland in 2010 before the field work commenced. The
research proposal was approved by the NUIG’s Research Ethics Committee
(REC) in November 2010 and followed the child protection policy of Children
First at NUI Galway.

Secondly, Kvale (Ibid) argues that an ethical study includes information
about the aims of the research and role of the respondents, securing
confidentiality and considering possible consequences of the study for the
subjects. The written informed consents were provided and returned by all
respondents of the study. The consents were written in a children-friendly
version for children and young people. The consents followed an oral
presentation on the aims and objectives of the study. They included
information about the overall purpose of the research study and benefits of
the participation. The participation was voluntary and gave participants the
right to withdraw from the study at any time. The informant consent sheets
were part of the research proposal approved by the REC committee at NUIG.

Furthermore, confidentiality of the study was considered and secured
with anonymization of the data. All names and personal information that
could potentially identify the respondents were changed or removed in
interview transcripts. Following that, the data were handled confidentially
among the members of the research team, that is, between the supervisors of

the research study and myself.
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In addition, the confidentiality of the respondents’ reports was clarified
and the consequences of the interview interaction such as stress were taken
into account following the experience of the interviews. I asked respondents at
the end of each interview about their feelings and overall impression of the
interviewing experience. The responses were clarified during each interview.
The opportunity to summarize and clarify the interview topics and responses
was also given to participants at the end of each interview.

Moreover, the potential risk of the participation in in-depth interviews
was considered and ethically handled. One group of research respondents was
children and young people under the age of 18 who were at risk of
experiencing consequences of poverty and socio-economic disadvantage. In
addition, as the interviews reflected on the mentoring experience, the
interview could potentially trigger emotionally traumatic memories from the
past in research participants33. To handle the potential risks of participation,
the Children First policy was applied as an ethical conduct of the study. In
particular, the respondents were informed that the interviews followed the
Children First policy of child protection. I informed respondents that the
disclosure of information that would be potentially harmful for children and
young people would have to be forwarded to the supervisors of the research
study in a written report.

Finally, the confidentiality of the written research report was taken into
account. The data were anonymized and generalized for the research
proposes. As such, the research study reports on the common themes that
mentors experienced during their mentoring involvement. It consciously
avoids statements and information personalized to the extent that could
identify and potentially harm the particular respondents (see Appendix 5:

Informant consents).

Ethical Issues during the Fieldwork
During the third round of interviews, one respondent reported his over-
involvement in the mentoring match; he was thus found to be posing a risk to

the child. As a result, following the protocol of Ethical Research Conduct of

33 As the mentoring relationship is an interpersonal one-to-one caring connection often
compared with the therapeutic relationship (Rhodes, 2002, Spencer, Rhodes, 2014), emotions
of different intensity and character can be experienced in the mentoring bond, including
experiences of emotional trauma that is triggered in the mentoring interactions (Brumovska,
Seidlova Malkov4, 2010).
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NUI Galway and Children First Ethical Research Policy, the case had to be
reported to the Child Protection Office in Galway. Thus, due to the
confidentiality and other potential risks for the participants, I did not include

the case study in the analysis.

3.4.4. METHOD OF DATA ANALYSIS: INTERPRETIVE

PHENOMENOLOGICAL ANALYSIS (IPA)

Smith et al. (2012) argue that the IPA literature does not present a prescribed
single method of analysis, but recommends being flexible in developing an
analytical focus on experience of the explored phenomena. At the same time,
the analysis follows an iterative and inductive cycle (Ibid).

In general, the researcher’s role in analyzing the data after the interviews
is to lead a comparative analysis in order to merge individualized
interpretations into larger themes. Findings are reported in a theme-based
account that synthesizes individual accounts of the focal area of interest,
drawing attention to participant commonalities and divergences. A theoretical
interpretation takes place subsequent to the inductive phase, situating the
findings in terms of relevant research and theory (Smith, 2011, Smith et al,,
2012).

The analysis was carried out in the rounds of a hermeneutical circle
(Ibid). The following Figure 4 illustrates the hermeneutical cycles of analysis

that were undertaken.
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Figure 4: Hermeneutic Cycles of Analysis

AIM: To Explore the Experience and
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1) Analysis of Experience with Mentoring by Interview
Participants

Smith et al. (2012) argue that participants themselves, who give subjective
and descriptive accounts of their experience of the explored phenomena, offer
the first interpretation. At the same time, the researcher’s active role in
knowledge construction during the first circle of interpretation occurs
through choosing interview questions and interpreting each participant’s
account. The researcher then interprets participants’ interpretations of the
experience of the phenomena (Ibid).

The first phase of analysis started during the interviews with the research
participants. The interviews with mentors were analyzed perceptively by the
researcher during the interview meetings and thus followed the themes on
mentoring experiences the mentors chose. The interview questions I chose
supported respondents in providing detailed descriptive narration about the
topics that followed their own understanding and experience of mentoring
phenomena (Smith et al., 2012). During their monologue, I listened and noted
what themes were chosen so I could ask additional questions in order to
further explore the research area. As a result, the order of the research
questions followed the flow of the topics according to the respondent and
offered the first round of analysis of the mentoring phenomena given with the
description of participants’ experiences (Kvale, 1996, Smith et al,, 2012). The
themes of respondents also varied according to the phase of the mentoring
relationships that mentors were involved in. The mentors, when talking about
the mentoring experience and understanding of the mentoring role during the
first round of interviews, focused on the common topics of: 1) Initial
motivation for mentoring involvement; 2) Expectations about the mentoring
role; 3) First experiences and satisfaction with mentoring meetings; and 4)
Expectations for the future.

Following that, the second round of interviews with mentors covered the
topics of: 1) Mentoring experiences with children; 2) Perception of children
and understanding of the mentoring role; 3) Perception of challenges and
coping strategies; 4) Approach to cooperation with children; and 5)
Expectations for the future.

Finally, the last round of interviews identified the following themes of

mentors’ experiences: 1) Mentors’ understanding of the mentoring role;
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2) Experiences with mentoring involvement; 3) Character of mentoring
interactions; 4) Dynamics of relationships; and 5) Perceived satisfaction and

benefits of mentoring involvement.

2) Open Coding of the Transcripts
In the second stage of analysis, the data was transcribed verbatim. There were
98 interviews undertaken with mentors, parents, and children on their
mentoring experience over 12 months. I initially included everything in the
analysis and divided it into ten case studies. Each case study was composed of
three interviews with a mentor, a mentee, and a parent.

The transcripts were firstly listened to and read repeatedly in hard copy.
In accordance with the IPA, the focus was on developing analytical memos for
preliminary understanding of the experiential claims, concerns, and
understandings of mentoring participants. In particular, the understanding of
how the sections of interviews were bound together was sought. For instance,
the chronological structure of interviews and their themes were noticed
(Smith et al,, 2012).

Following that, the transcripts of the ten case study interviews were
downloaded into NVivo software. The first round of analysis in NVivo
consisted of generating the non-hierarchical open codes for all case interviews
in case studies. The aim was to deconstruct the original chronology of
interviews and produce a comprehensive and detailed set of codes that
described the things that mattered to respondents and their meanings for the
participants (Smith et al., 2012). The three types of codes identified by Smith
at al. (Ibid) were used in the analysis:

1) Descriptive Codes described the contents of the interviews in terms of
respondents’ concerns, interests, key objects, and events and
experiences they talked about, interpreted in my own words. It
illuminated the objects that constructed participants’ thoughts and
experiences (Ibid).

2) Linguistic Codes focused on the specifics of individuals’ language and
expressions that were used for describing the experiences. It
highlighted the emotional and other contexts of individual’s
experiences in participants’ own words.

3) Conceptual Codes highlighted the pieces of interviews that took the

analyst’s special attention. These parts were commented on with
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thoughts on meanings, preliminary understanding, and contextual

notes on interviews and additional questions.

As a result, the main themes, repetitive words, and general dynamics of case

studies on mentoring experiences in relationships were recorded.

3) Managing Codes and Developing Emergent Themes:
Idiographic Analysis of 10 Case Studies

After the initial open coding, management of the open codes was employed.
This involved categorization of open codes with the renaming, distilling,
clustering and merging of related codes into broader categories, that is, into
the emergent themes of case studies (Bazeley, 2007; Smith et al,, 2012).
Following the commitment to an idiographic approach, each interview was
divided into parts and described in its own categories, that is, emergent
themes (Ibid). Following that, I produced the first draft of analysis that
described each case study in its themes of mentoring experiences and their
chronological order. Thus, the characteristics and dynamics of ten mentoring

relationships, as well as the themes of mentoring experiences, were revealed.

4) Searching for Connections among Emergent Themes
across Case Studies
As a result of in-depth analysis of the case studies, I could compare the
emergent themes among cases and select those that were common for all
mentoring relationships. The fourth round focused on the detailed idiographic
thematic analysis of each participant’s account on mentoring experience that
was made feasible by recruiting a small sample (Smith et al,, 2012). Thus, in
this stage, | reduced the analysis to the data of 33 interviews with mentors
only. Ten themes emerged as common to mentoring experience from the
mentors’ perspective, and each theme contained the parts of interviews of ten

mentors which described the theme. These themes were:

1) Initial motivation of mentors for volunteering;

2) Perceived competence and expectations about mentoring involvement;
3) Firstimpressions on mentoring meetings;

4) Perceived characteristics of the role;
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5) Perceived characteristics of the child and their needs;

6) Selection of mentoring activities;

7) Experiences of mentoring interactions;

8) Perceived characteristics of mentoring relationship and involvement;
9) Perceived satisfaction in the mentoring role;

10) Perceived benefits of mentoring involvement

5) Comparing and Contrasting the Themes on Mentoring
Experience across Mentors and Application of SDT
Theory

The emergent common themes of the mentoring experience from the mentors’
accounts were further compared and contrasted. In commitment to the
hermeneutic circle, [ compared and contrasted both the chronological order of
the themes and dynamics of case studies in general and the particular
experiences of mentors in relation to the themes. I also compared the
particular accounts on themes chronologically across three phases of
mentoring involvement (Smith et al, 2012). This involved developing sub-
codes on selected themes, re-coding them, and re-ordering them in the new
order of their chronology. Thus, a better understanding of the differences in
experiences, meanings, and dynamics of mentoring involvement were
described as embedded under these common themes (Bazeley, 2007, Smith et
al,, 2012).

Under the comparison of experiences of mentoring themes, two
distinctive types of mentoring experience were identified and described. |
reported on these two types of mentoring experience that created the two
dynamics of mentoring relationships described in SDT. The characteristics and
dynamics of relationships were described as controlling and autonomy-
supportive relationships (Ryan, Solky, 1997, Deci et al., 1994, Weinstein, Ryan,
2010) following the super-ordinate themes of:

1) Initial motivation for volunteering;

2) Understanding of the mentoring role and cooperation with the child;
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3) Resultant characteristics and dynamics of mentoring relationships.

The patterns of relationships were compared in terms of mentors’
involvement experienced under these themes. The relational features that
developed characteristics of mentoring experiences and the impact of
developed characteristics on resulted satisfaction and dynamics of mentoring
experience were identified in two types of matches: Controlling and
Autonomy-Supportive Relationships

The ten previously identified common themes of mentoring experiences
were further analyzed under the three major super-ordinate themes, and the
characteristics and dynamics of mentoring processes were revealed in

chronological order.

6) Abstraction and Writing Up
Following the comparison of themes on mentoring experiences, I applied SDT
to the data for explanation and discussion of the research results. I identified
the features of controlling and autonomy supportive mentors according to
CET. Consequently, following the aims and objectives of the thesis, I explained
and discussed the impact of difference in the mentoring approach to resultant
quality and dynamics of developed FYMRs. As such, the experience of
mentoring phenomena from the mentors’ perspective was generalized and
discussed according to the theoretical framework of SDT.

Smith et al. (2012) argued that the capacity to notice particularly
resonant parts of interviews develops with the depth of analysis. These
extracts then represent whole interviews and illuminate the analysis of the
whole (Ibid). During the abstraction and write-up of the thesis, the data was
reduced into the quotes and extracts that best represented the research
results. [ analyzed them with analytical comments and discussed them in
relation to the literature in the final draft of the thesis. As a result, the Initial
Motivation of Mentors and its Impact on Characteristics of Mentoring
Approach, as well as on Quality and Dynamics of FYMRs, were revealed
and concluded (See the results chapters and discussion with conclusions

chapter below).
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3.5. ADAPTATION OF VOCABULARY IN THE RESEARCH
ANALYSIS

The IPA method argues that phenomena are contextualized by language, past
experience, socialization, and culture (Larkin, Watts, & Clifton, 2006: 103-4).
Thus, following the theoretical concept of Dasein (Ibid), I paid particular
attention to the language of research participants in the analysis. | compared
and contrasted the expressions and tone of the mentors in describing their
mentoring experiences with children. For instance, their expressions
regarding their initial motivation differed in the focus on “self” and
expectations of concrete benefits with the particular child versus motivation
focused on more generally enjoyable experiences that mentors expected to
receive in the volunteering role with children. Their views of children and
their competencies, and their expectations of challenge in children’s behavior
during the mentoring meetings was also varied in terms of the positive and
negative tone (Smith et al., 2012) the mentors used when speaking of these
experiences. The mentors were similarly positive or negative in terms of
satisfaction in their mentoring role and in their relationships with the children
after 5 months and 10 months of mentoring involvement. As such, the
language the mentors used was considered in the analysis, especially in the
first analytical phases. As a result, the categorisation of mentoring experiences
and the expressions that mentors used matched with the characteristics
described in SDT in terms of controlling and autonomy-supportive
relationships. The language and expressions mentors used thus differed
significantly according to their initial motivations and subsequent approach to
relationships they created with children. The categories of analysis were thus
built on the differences in expressions about mentoring experience. I applied
SDT to the data to generalize the categories of mentoring experiences with the

relevant literature.
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3.6. RELIABILITY
Reliability pertains to the consistency of the research study (Kvale, 1996:

235). Kvale (Ibid) emphasized the importance of high reliability of the
interviews, transcriptions, and analysis of the research study. I will discuss the
reliability of the study in these three main phases of the data management.

The reliability of the interviewer as a research instrument in the
interviewing process is enhanced by an interviewer who is knowledgeable of
the topic investigated, a master of conversation skills, and is proficient in
language listening. A reliable interviewer also has a sense for story and
facilitates the unfolding of narratives in respondents (Kvale, 1996). In
addition, a reliable interviewer facilitates a structure in interviews; poses
clear, simple and short questions; and is empathetic. S/he knows the purpose
of the interview and steers its course and listens actively, but with the critical
lens to question the reliability and validity of the information obtained. Thus,
the interviewer interprets and questions the answers in addition to the
questions of interviews (Kvale, 1996: 148-9).

I argue that [ was a reliable interviewer in relation to these qualities. I
enjoy interactions with people and especially interviewing on the topics in
which we both shared an interest. | posed the questions on topics and themes
and let the interviewees talk about their own experiences. | was empathetic
with atonement to the respondents, tolerant to their own pace of speech, and
easy-going. | also remembered the earlier statements of respondents and
connected them with the questions on the similar information given. I
encouraged respondents to talk about even their unconventional opinions and
experiences. Thus, the interviews were smooth; interviews unfolded in the flo
and were enjoyable as well as insightful experiences for both the interview
respondents and me.

The reliability of transcripts was facilitated by transcribing all interviews
in verbatim. Thus, even if more than one person conducted the transcription, I
argue that transcription in verbatim enhanced the reliability of the records. In
addition, the transcripts were listened to repeatedly by me, together with the
written transcripts, before the analysis in NVivo commenced.

Finally, the reliability of the analysis was enhanced by following the IPA
method of analysis. The analysis was conducted by me and regularly

supervised and revised by two academic supervisors. The supervisors made
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comments on the names of categories, content of analysis, and especially the
comprehension of the research reports where the analysis was presented. As
such, I argue that the reliability of the analysis is evident in the flow of the

research thesis where the findings are presented.

3.7. VALIDITY
Kvale (1996: 238) argues that validity pertains to the degree to which the

research methodology enables the reflection and observation of phenomena
of interest. Thus, he argues that construct validity is a concept in which the
validity of the qualitative phenomenological research study can be argued
(Ibid). Smith et al. (2012:27) argues that valid understanding in hermeneutics
means primarily understanding of what is being said before understanding of
the context. In addition, Kvale argues (Ibid) that validity consists of continual
checking, questioning, and theorizing the findings in the research process.
Thus, he argues for the concept of validity as craftsmanship. As a result,
validity as craftsmanship is crucial for the evaluation of the scientific
knowledge produced (1996: 242).

Kvale (Ibid) argues that checking the validity of interpretation involves
checking the empirical data for and against the interpretation, and examining
the theoretical coherence and critically evaluating the relative plausibility of
different interpretations of the same act. The validity of the data
interpretation was checked in these terms continually throughout the process
of analysis and write-up of the thesis in cooperation with research
supervisors.

Kvale (Ibid) also reminded that the content and purpose of the research
must precede the process of research. Kvale (Ibid) argues that in
hermeneutics interpretation, the question posed at the beginning of the
research process is crucial for validity of data collection and analysis. The
presented study was proposed as a qualitative longitudinal research study to
explore experiences of mentoring participants with mentoring and led with
this aim throughout the research stages.

Furthermore, the validity of research interviews is often questioned with
the argument that the respondent does not state a truth (Ibid). I argue that the

social constructivist framework with phenomenological methodology
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validates the different statements about the experiences of the phenomena of
interest.

The validity of methodology is questioned in deciding whether the
methodology investigates what is intended to be explored. I argue that the
phenomenological methodology with methods of IPA (Smith et al,, 2012) and
phenomenological interviewing (Kvale, 1996) is suitable for the investigation
of experiences of mentoring participants with mentoring phenomena. In
addition, Kvale (Ibid) argues that validation of the research process generates
theoretical questions about the phenomena investigated. 1 argue that
theoretical knowledge grasped in the previous research on mentoring and in
the theory and research on significant adults in children’s positive
development was deemed a suitable theoretical framework that explains,

theorizes, and validates the knowledge generated in the research.

3.8. GENERALIZABILITY

IPA argues that the idiographic commitment applies the inductive approach
in analysis of the data. Data analysis contains the step of generalization of the
data when research results fromindividual experiences of the explored
phenomena are discussed with the theory that explains and generalizes the
experience. | argue that the presented research study applied Self-
Determination Theory (Ryan, Deci, 1985, 2000) to explain and discuss the
processes in FYMRs that moderated with mentors’ experiences and
understandings in their mentoring role. Thus, the individuals’ experiences,
perceptions, and understandings were explained in a deeper and broader
context with SDT. Thus, the application of SDT generalized the research

results.

3.9. LIMITATIONS OF THE STUDY

The study has a few limitationshat [ want to identify, reflect on and discuss:
Firstly, the research results present the mentoring experiences of
mentors only. I initially interviewed and analyzed mentees, their parents, and
case workers, but did not include them in the final analysis. | used the views of
all mentoring participants in the initial stages of analysis for exploring the

broader context of themes in mentoring matches. However, I concluded that
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the data in interviews with mentors contained contained the most enriching
information. And as [ argued that mentors have a crucial impact on the quality
of FYMRs, and as a qualitative longitudinal in-depth study on helping
processes facilitated by mentors in FYMRs has not been conducted to date, I
argue that the focus on mentors only enriches the current literature and
knowledge. It adds to the original in-depth study on mentors and
characteristics of their approach to children in the mentoring bond. In
addition, it discusses the impact of the mentors’ approach on satisfaction and
benefits of mentoring for children. Thus, children are considered in the
research indirectly as recipients of analyzed mentors’ approaches.

Secondly, the qualitative design of the study is limited in the size of the
research sample. [ did not use any quantitative research method to validate
the research findings. However, I argue that the qualitative analysis I
conducted is in-depth to the extent to which the qualitatively analyzed data
validated itself in the results of the research study. I analyzed the interviews in
the way I re-constructed the data in the new context that shows deeper
complex processes, characteristics, and dynamics of FYMRs that were not
revealed in the research to date. Due to the depth of analysis, the research
results showed new complexity, context, processes, and themes of FYMRs
mediated by mentors. As the study of this research design and depth of
analysis had not been conducted to date, I argue that study can be limited to
qualitative design only as it contributes to the knowledge in its original way.

Finally, the study was conducted longitudinally three times over 12
months of mentoring involvement. While it would be useful and interesting if
the study continued in data collection during the second year of mentoring
experience, I was limited in time for the field work in the research study and a
second year of tracking the matches was not possible to organize. However, it
is possible that I may track the research participants again in the future

following their post-mentoring experiences.
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3.10. SUMMARY OF CHAPTER III

In sum, the methodology of the research study aimed to follow the research
aims and objectives in exploration of the helping processes of FYMRs. Thus,
the study was designed in qualitative approach with phenomenological
methodology in a constructivist interpretive framework. In particular, 96
longitudinal in-depth semi-structured interviews on experiences of mentoring
participants with mentoring in BBBS CZ were conducted with two case
workers, ten parents, and 11 children and mentors three times over 12
months of mentoring involvement. The interviews were transcribed in
verbatim and analyzed in NVivo software following the method of IPA. This
chapter also discussed the ethics of the study; along with reliability, validity,
and generalizability of the research methodology.

I found the research design of a qualitative longitudinal tracking study
following the formal mentoring relationships to be a very suitable research
design for exploring helping processes in FYMRs. It is one of the few studies
that qualitatively tracked matches over an extended period of time. The three
rounds of interviews showed that the longitudinal research design captured
the data that concerns the so-far unknown depth of information about the
helping processes in FYMRs. The IPA analysis proved suitable to qualitative
research in formal youth mentoring interventions, especially due to its focus
on analysis of experiences with lived phenomena.

As a result, following the theoretical framework and designed research
methodology, the findings are presented in the following four chapters. Firstly,
the quality of initial motivations of mentors for volunteering is analyzed in
Chapter IV. Chapter V discusses how the quality of initial motivation impacts
on the coping skills of mentors with perceived mentoring challenges.
Furthermore, Chapter VI similarly discusses the impact of quality of initial
motivation on helping attitudes and quality of provided social supports in
developed mentoring bonds. Finally, Chapter VII argues the characteristics,
quality, and dynamics of the mentoring bonds that developed over 11 months
following the quality of initial motivation. All results of the thesis are

subsequently discussed and concluded in Chapter VIII.
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CHAPTER IV: INITIAL MOTIVATIONS
OF MENTORS FOR MENTORING

INVOLVEMENT

4.0. INTRODUCTION TO CHAPTER IV

The previous chapters outlined the theoretical framework and research
methodology for exploring the impact of initial motivation on quality and
dynamics of FYMRs developed over 11 months of mentoring involvement.
Following that, the first analysis Chapter IV argues that initial motivation of
mentors had autonomous and controlling quality (Ryan, Deci, 1985, 2000). In
particular, experiences of mentoring involvement differed according to
volunteers’ motivations for becoming mentors in the BBBS programme. All
mentors mentioned their expectations regarding what they would like to gain
from the mentoring involvement. Their expectations were then analyzed as
initial motivations and discussed according to the perspective of SDT and
theory on functions of social relationships (Ryan, Deci, 1985, Weiss, 1973). As
a result, the initial motivations for mentoring involvement were divided to
controlling and autonomous following the theoretical framework of the thesis

(Ibid).
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4.1. MENTORS WITH INITIAL CONTROLLING

MOTIVATIONS

Firstly, data showed that six volunteers expected to satisfy their BHN by
becoming mentors. They expected to gain extrinsic rewards and experience
satisfaction from their mentoring involvement sourced out of EPLOC (Ryan,
Deci, 1985, 2000). In addition, one mentor had serious doubts about getting
involved in the mentoring relationship. Mentors with controlling motivations
(Ibid) expected to feel emotionally supported by the other volunteers, attest to
their own competence in the mentoring role, and to feel needed, helpful, and

useful by/for the child (Ibid).

4.1.1. INITIAL AMOTIVATION FOR THE MENTORING

ROLE

One mentor was amotivated for starting the mentoring role as she recalled her
initial hesitation and doubts about the purpose and enjoyment of her future
mentoring role. She contrasted her mentoring involvement with her personal
relationships and was deciding which of these relationships would provide

her with a better opportunity to experience her need for relatedness (Ibid):

L: I had several doubts (in the beginning)....initially when I came to the BBBS
training I saw the other girls how much excited they were about it...I wasn't
excited about it at all....I was almost about to leave, to say: ‘Look, I am sorry but I
don’t want to be here, I am going back home, I don’t want it anymore..."... was
thinking about starting my own family and having a baby that time, my own child,
so I wouldn't have that much time to give it...I asked myself what was I doing there
actually?...well, and then I stayed and started to look forward to it...and another
phase I doubted then was when they found and offered me a match with Denisa...I
was deciding if I actually really want it...if | am able to commit to it for that 1 year
atleast...
T: And you decided that you were (able to commit to it)?
L: I realized that it didn't look like I'm going to have a baby yet.

(Luisa, January, 2011)
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4.1.2. CONTROLLING MOTIVATIONS WITH

EXTERNAL REGULATIONS

Secondly, two mentors were motivated to initiate involvement in the
mentoring relationship by the extrinsic benefits of the certificate that is
provided by the BBBS programme at the end of the mentoring contract. These
mentors said that they intended to use the formal certificate to help them to
pursue their future profession. Hence, [ argue that the achievement of the
certificate was an external regulation with which the mentors initiated the

mentoring commitment (Ryan, Deci, 1985, 2000):

M: My first motivation was simply to gain an experience in this NGO because I
was thinking about my future studies at college in psychology where they
require previous experience so it was my first motivation and that’s how I got
the idea to seek and become involved in something like that otherwise, to be
honest, I would not think about anything like that at all (laughs).

(Marta, December, 2011)

M: ...I'd kind of need...the paper from the BBBS that certifies that I went
through the training and can work (elsewhere).

(Matylda, January, 2011)

4.1.3. INTROJECTIONS

Moreover, mentors were motivated from EPLOC with introjections, and I
argue that the data shows evidence of ego-involvement in mentors” initial

motivations (Ryan, Deci, 1985, 2000, Ryan, 1991, 1993).

4.1.3.1. INTROJECTION WITH EGO -
INVOLVEMENT: THE NEED IN

REASSURANCE OF WORTH3#
Firstly, controlling mentors were motivated to initiate volunteering with the
motivation of attesting to their competence in the different roles they
expected to encounter in the mentoring relationship. For instance, Marta,
besides the external regulation, was regulated by the expectation of attesting
to her competence for a future professional role. She chose volunteering for

BBBS as she presumed the programme would provide her with an opportunity

34 Weiss (1974) argued that reassurance of worth occurs in relationships that provide an
opportunity for attesting individual’s competence in relationship’s role.
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to experience the need for competence. Consequently, through the experience
of competence in the mentoring role, she also expected to improve her sense

of self-worth (Weiss, 1973, Ryan, Deci, 2000):

M: ...you don’t really know what you can give the child (without experience) ...
T: What do you mean in particular?
M: (You see) if you have any skills or any particular views on life that you can show
and interpret to the child...so I wanted to prove it mainly to find out if I am into the
work with people, into the contact with them you know ...so I log on to the internet
and then it went fast...NGO’s with BBBS/5P on the list. I intentionally wanted to
work with children or people without physical disability.

(Marta, January, 2011)

Another volunteer, Kvéta, initiated mentoring involvement with the
expectation that she be seen as a female role model for the child, and hence
mediate her female attitudes and experiences to the mentee. In other words,
Kvéta became involved as a mentor in order to satisfy the need for
competence and re-assurance of her worth in the specific female roles she
constructed in the relationship. I argue that Kvéta was motivated by
introjected regulation of ego-involvement to fulfil her need for reassurance of
worth (Ryan, Deci, 1985, 2000, Weiss, 1973) through the experience of a
mentoring relationship. Thus, her need for reassurance of worth functioned as
the extrinsic regulation that controlled her mentoring involvement from

EPLOC (Ryan Deci, 1985, 2000, Weiss, 1973):

K: The idea that you can inspire someone with your own example...so | thought that I’'m not
that entirely bad and that it could work out....and | became interested in her because | felt
that there would be a need for, well, | am always saying the female role model even though |
am no superwoman at all (Laugh)...but as she misses her mum I thought...it is kind of good
here that the girl would be meeting with a female and that | could show her how things
work from the female perspectives.

(Kvéta, January, 2011)

Similarly, Luisa intended to be reassured about her worth as the respected
role model she expected to be in the mentoring relationship. In particular, she
expected to be appreciated by the child for her involvement that would, in
turn, reinforce her own self-esteem. [ argue that the controlling ego-

involvement that regulated Luisa’s involvement in the mentoring relationship
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from EPLOC was expressed in the expectation of positive development in the

child:

L: | expect to feel good that she will be able to see something new thanks to me, she will
learn new things, she will enjoy the time thanks to me...otherwise she would only be sitting
at home by her computer or stuff.

(Luisa, January, 2011)

4.1.3.2. INTROJECTIONS WITH EGO — INVOLVEMENT: THE NEED FOR

OPPORTUNITY FOR NURTURANCE35

Secondly, mentors” involvement was also motivated by intentions to feel
needed, useful, and responsible for the child. There was an expectation that
this in turn would mentors feel good about themselves. I argue that these
mentors were regulated by an introjected controlling motivation with ego-
involvement driven towards the need for relatedness, specified as a need for
opportunity for nurturance (Ryan, Deci, 2000, LaGuardia, 2009, Weiss, 1973).
Matylda expected to help someone in need who would in turn appreciate
her support. She felt sympathy for the children in need that she would
volunteer with and help. She expressed a hope of “saving” at least one child in
need in the mentoring role would make her feel good about herself. Similarly,
Viki expected that the feeling of being needed by the child in the mentoring

relationship would make her feel good about herself:

T: How would you describe what the volunteer is doing? What would you expect?

M: They are helping the people who are in need and who appreciate it. They don’t
do it out of obligation but out of their good will and for the good feeling they
gain...they would not expect anything for it such as gratitude or money. They just
have a feeling that they want to help someone.... you know...I felt kind of sorry for
those kids in some ways...I know I won't save the world but I hope I can help at least
one child.... if it was one child only it would still be better that no one.

(Matylda, January, 2011)

V:1thought I would spend my time meaningfully and that I would help
someone...and that it will help me at the same time...

T: And can you say in what ways for instance?

35 Weiss (1973: 109) argues that the need for opportunity for nurturance is fulfilled in
relationships where an adult takes responsibility for the well-being of the child, and so can
develop a sense of being needed. Weiss (1973) argued that the lack in opportunity for
nurturance leads to feelings of pointlessness.
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V: That feeling of someone’s need; that someone knows that I am here for him, that I
am doing something meaningful.

(Viki, January, 2011)

Barbel also felt she could be helpful for someone in her mentoring role. I argue
that her statements are expressions of ego-involvement regulations motivated
by an expectation to satisfy her need for relatedness in the mentoring role.
Similarly, Luisa mentioned that a lack of opportunity for nurturance with her
partner caused her feelings of emptiness (Weiss, 1973) and led to her
involvement in the BBBS programme. Thus she was motivated by a need for
relatedness and nurturance (Ryan, Deci, 2000, Weiss, 1973) whereby she
expected to feel useful by taking responsibility for a mentee’s care and well-

being:

T: What is your motivation for volunteering? Why do you volunteer?
B: I can help someone. I can be useful

(Barbel, January, 2011)

L: I thought I would spend more time with my boyfriend, I felt I did not dedicate him
enough time...however it turned out that he was not interested in it that much so I
was looking for something else that would be meaningful...someone who would be
interested (in my time)....so I thought it would be interesting to try to be useful for
someone, helpful...as one can feel kind of useful with doing something

(Luisa, January, 2011)

4.1.3.2. INTROJECTIONS WITH EGO —-
INVOLVEMENT: THE NEED FOR
SOCIAL AND EMOTIONAL

INTEGRATION36
Finally, some mentors initiated a mentoring relationship out of their relational
needs for the friendship and emotional support they expected to experience in
the mentoring role. Barbel initiated her mentoring relationship with the
intention of sharing social events, interests, and experiences with the child.
She expected to be better integrated into her new place of living. However,

even though the primary goal of the BBBS programme is to create a match in

36 Weiss (1973) argued that the need for social integration is fulfilled in relationships where
sharing concerns, situations, interests, similar objectives, etc. occurs.
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which interests and experiences can be shared, the intention is that social
integration is primarily facilitated for children. Hence, I argue that Barbel's
initial motivation to volunteer was driven from EPLOC, in particular because
the mentoring relationship was expected to become an instrument for the

satisfaction of her need (Ryan, Deci, 1985, 2000, Weiss, 1973):

B: When I was looking for a job online I found this by the way and decided I wanted
to try it because I like these opportunities...in particular, I can have a friend here
because I'm new in this place not even here for 3 months.

(Barbel, January, 2011)

Similarly, Luisa was motivated by the expectation of experiencing emotional
support she had previously gained from other volunteers. She expected that
her involvement in the BBBS supervision meetings would fulfil her needs for
emotional integration (Weiss, 1973)37. Thus, she expected to benefit from
involvement in the BBBS programme rather than from involvement in the
mentoring relationship with the child. In other words, I argue that she was
motivated from EPLOC with the need for relatedness she expected to

experience in the group of volunteers:

L: As I am employed in IT, we don’t communicate between our peers, this is
something special for me...it’s like giving a candy to the kid.... You suddenly have a
space to talk about what you're worried about...which is something I don’t normally
have available that much in my life.

(Luisa, January, 2011)

4.2. MENTORS WITH INITIAL AUTONOMOUS
MOTIVATIONS

On the contrary, mentors with initial autonomous motivations got involved in
the programme due to their autonomous interest in volunteering. Their
involvement was based on their pro-social values and attitudes that matched
with the mission of the BBBS programme and the mentoring role. They
expected that their autonomous values and attitudes could be experienced in
the mentoring involvement with children. Thus, they became involved as they

identified with the value of the mentoring programme.

37 “Emotional integration is provided in relationships that offer the stabilization of emotions
through acceptance and supportive interactions” (Weiss, 1973).
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In addition, they were intrinsically motivated to build a nurturing
relationship with the child. Their mentoring involvement was driven
intrinsically by the interest, enjoyment, and excitement they felt about the
prospect of a relationship with children. Thus, there was an expectation that
the nature of the mentoring relationship itself would be inherently satisfying
for autonomously motivated mentors (Ryan, Deci, 1985, 2000). As such, I
argue that their statements about their motivation for mentoring involvement
had a more general character in comparison to the particular expectations and
focus on “me” of controlling mentors. In addition, their motivations were
stated clearly and expressed without hesitation.

For instance, Tina mentioned that the mission of the programme made
her participate voluntarily in BBBS CZ as it reflected her pro-social values.
Similarly, Ivan felt that as a volunteer he could contribute to the community
and “give back” to society in return for the social benefits he had received in
the past. In general, he valued the social interaction of volunteering in BBBS as
he felt that the experience of volunteering was in congruence with his pro-
social attitudes. Hence, the role of mentor in BBBS was autonomously
satisfying as it was fulfilling the general values and attitudes they identified

with:

T: and what was your motivation for applying for volunteering in this programme?
T: ..I gotinterested in it due to its mission, the theme it dedicates the services to....

(Tina, December, 2011)

I: I am a volunteer...I am not sure if since 2004 or 2006.... but my motivation is still
the same.... don’t wanna go to hell (Laughs) ...and I feel that...as I've received many
social benefits from the society I think it is necessary to give back ...

(Ivan, December, 2011)

Moreover, similar to controlling mentors, Sara and Nina expected to
experience an opportunity for nurturance in the mentoring role. However,
contrary to the controlling mentors, they expected that the satisfaction of the
need would be inherently experienced due to the nature of the relationship
with the child. They had experienced mentoring relationships informally
before and expected to repeat the experience, as they perceived it inherently

satisfying.
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Sara became interested in the programme when she saw her friend
volunteering with a mentee. She liked the general idea of a mentoring
relationship and the BBBS programme because she felt her participation in it
would be in congruence with her pro-social values and attitudes. Thus, Sara
identified with the mission of the mentoring role. In addition, she had
experienced a similar mentoring relationship as a childcare worker before,
and expected to experience the inherent value of the relationship. Hence, I
argue that her involvement was autonomously regulated by identification
with the pro-social values of the mentoring role and out of the intrinsic
enjoyment of the relationship with the child she expected the mentoring role
would offer her.

Moreover, Nina also expected to be satisfied in her involvement due to
the nature of the mentoring relationship. She chose the BBBS programme
because she valued its focus on children, and especially the role of volunteer.
She expected to find the role of mentor intrinsically satisfying due to the
enjoyment and fun she would experience with the mentee. Like Sara, Nina also
expected that the perceived value of the mentoring experience would be
inherently satisfying for her. She based her expectation on previous

experiences of enjoyable relationships with children:

T: How did you get to know about the programme?

S: From Martina, the volunteer in here (BBBS)....I got information on it from her
andI liked it...I liked the idea of it in general....I thought it was all a great
idea...One wants to do something to feel that apart from work and duties there is
still something else I do for someone else, not for myself only; and at the same time I
do it for myself because it is satisfying...It is a meaningful activity and I like children
in general...and especially the relationship with them...do silly things with them,
and it is a different dimension of love, I mean the dimension of some kind of
emotion the adult keeps towards the child....I worked as an au-pair before so I
experienced something similar....so I applied for it.

(Sara, January, 2011)

N:...I always wanted to volunteer, I only didn’t know exactly in what but I was sure I
wanted to do something on my own so I would feel good that I am doing something
useful...I wanted to do something I could have a satisfying feeling with and even
have fun and get to know many new things...and I think it changes you, for sure it
does....Just the relationship as it is special, different from those I have with my peers
or you know...I really like children, I always did childminding on our family parties

and stuff...but we are all girls in our family so it was a kind of big change for me (the
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BBBS mentoring relationship because I don’t know any boy this age, I don’t know
how they act, the games they like and stuff so it is a change for me, and a very
beneficial thing that I can experience ...

(Nina, January, 2011).

4.3. SUMMARY OF CHAPTER IV

The data analysis clearly showed that six out of ten mentors were initially
amotivated, or regulated for mentoring involvement from EPLOC with
controlling external or introjected regulations (Ryan, Deci, 1985). In addition,
I argued that mentors with initial controlling motivations were regulated by
an expectation of satisfying basic human needs in the mentoring role.

In particular, mentors with controlling motivations expected to attest to
their competence and experience satisfaction of the need in reassurance of
worth (Weiss, 1973), or in relatedness as an opportunity for nurturance when
they intended to experience feelings of being needed by children in mentoring
relationships (Weiss, 1973). In addition, the need for social and emotional
integration (Ibid) also controlled mentors” involvement. In other words,
mentors were motivated by intentions to satisfy their own basic human needs
(Deci, Ryan, 2000), and were thus involved in the mentoring relationship with
controlling introjected motivations regulated out of EPLOC with ego-
involvement (Ibid). Finally, the data showed that amotivation also regulated
mentors” involvement and complemented the initial controlling motivations
(Ryan, Deci, 2000, 1985, LaGuardia, 2009, Ryan, 1991, 1993).

On the contrary, all autonomously motivated mentors mentioned that
they volunteered because they identified their own values and attitudes with
the mission of the BBBS programme and saw the value of mentoring
relationships. At the same time, they emphasized that they became involved
because they expected to experience enjoyment, interest, and/or excitement
in the relationship with the child. In other words, they recognized the
intrinsically satisfying nature of mentoring relationships, and presumed that
the experience of the mentoring activity itself would provide them with the
opportunity to experience satisfaction of BHN (Ryan, Deci, 1985, 2000) as
their interests were in congruence mentoring role. As such, I argue that

mentors saw the mentoring role as congruent with their own values, attitudes,
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and authentic self. Their mentoring involvement was thus driven
autonomously with self-determination from IPLOC.

In conclusion, according to SDT theory applied to the data, the initial
motivations were divided into two major groups: Controlling and
Autonomous. The motivations of mentors were expressed with the

experiences summarized in the Table 1 (See below).

Table 1: Summary of Initial Motivations for Mentoring

Involvement
Quality of Motivation Type of Motivation Summary of Particular Expectations
AMOTIVATION Hesitation about the future mentoring involvement

CONTROLLING MOTIVATIONS External Regulations Expected awards from BBBS for voluntary involvement
Introjections To feeling good for being needed, useful and/or responsible for the child
To attest and confirm once competence as a role model
To integrate socially into a group of mentors/community

To experienceemotional integration - share one’s feelings with other mentors

AUTONOMOUS MOTIVATIONSIdentification Recognized value of the mission of the mentoring programme
Recognized value of the volunteering in giving back to the society

Intrinsic Motivation Expected enjoyment of the play in one-to-one relationship with the child

Interest in children
Expected inherent satisfaction from the experience of the relationship with the child

Consequently, the results showed clearly that the quality of mentors” initial
motivation impacted on:
1. quality of established styles in coping with mentoring challenges and
limit setting on children’s behavior;
2. the quality of social supports provided in mentoring interactions;
3. the level of satisfaction in the mentoring role and the dynamics of the
mentoring bond.
[ now move on to demonstrate how, in keeping CET (Solky, Ryan, 1989, Ryan,
1991, 1993, Ryan, Deci, 1985, 2000, Deci et al., 1994), the initial motivations of
volunteers led to the development of two distinct types of formal mentoring
relationships over 11 months of mentoring involvement: 1) Controlling
relationships and 2) Autonomy Supportive Relationships. I discuss these
results on characteristics, quality, and dynamics of these two types of FYMR in
the following three analysis chapters. The following Chapter V presents

findings on the mediators of coping with perceived mentoring challenges, and

113



their impact on the dynamics of developed mentoring bonds following the

quality of initial motivation for volunteering.
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CHAPTER V: COPING WITH
PERCEIVED CHALLENGES IN THE

MENTORING ROLE

5.0. INTRODUCTION TO CHAPTER V

I argued in Chapter II that the emotional engagement of mentors in the

mentoring bond can trigger challenges. All mentors need to deal with the

emotional dilemmas that their involvement in relationships with children

involves (Stech, 1999, Brumovska, Seidlova Mélkova, 2010). However, the

experience of a perceived challenge in the mentoring role can trigger

memories of earlier life experiences which may lead to uncomfortable feelings

and emotions (Ibid). The nature of the mentoring bond challenges the mentors

to cope with these relational dilemmas that are inherent in the mentoring role

(Ibid). Two major challenges of mentoring involvement were identified in the

literature on youth mentoring and teaching (Ibid):

1.

Challenge of emotional acceptance vs. non-acceptance of the
mentor in the mentoring bond: The mentor wants to experience
relatedness with the child. Thus, s/he needs to feel that their
emotional investment in the mentoring relationship is meaningful. In
other words, s/he needs to feel that their interest in the child is
accepted and appreciated by the mentee. As such, the mentor needs to
cope with the challenge of the need for feedback from the child (Stech,
1999, Brumovska, Seidlova Malkova 2010).

Challenge of distance versus closeness in the mentoring role: The
formal mentoring relationship is characterized by a natural

asymmetry between an older, wiser, and more experienced adult
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supervised by programme professionals and a mentee with his or her
identified needs for the mentoring intervention. At the same time, the
mentor aims to develop a close, trusting, and informal supportive bond
with the mentee. Thus, the mentor must cope with the distance arising
from the nature of the mentoring role. In particular, mentors can
experience the dilemma of how to approach children despite the
differences between them. To develop a supportive mentoring bond,
mentors must negotiate a balance between emotional distance and

closeness in the mentoring roles.

This chapter analyzes how mentors coped with these challenges. In particular,
from the outset of the mentoring relationships, the nature of involvement of
mentors was characterized by differences in coping style that mentors
employed when they experienced a perceived challenge in the mentoring role.
As a result, the analysis showed clearly that the style of coping with the
perceived challenge in the mentoring role was a significant mediator of the
further characteristics, quality, and dynamics of the FYMR. The following
chapter explores experiences of challenge and characteristics of coping styles

under the following themes:

1) Perceived initial challenges in the mentoring role

2) Characteristics of coping with perceived challenge

3) Characteristics of the limit setting on children’s perceived challenging
behavior

4) Resulted dynamics of coping with perceived mentoring challenge

In the following chapter, I argue that the difference between mentors’ style of
coping with perceived mentoring challenges was mediated by the controlling
and autonomous quality of initial motivations for the mentoring involvement.
The data showed that the initial motivation mediated mentors’ perceived
competence in the mentoring role. Consequently, mentors” style in limit
setting on children’s challenging behavior in mentoring interactions was
moderated by their perceived competence in coping with challenges. As a

result, mentors perceived mentoring challenges differently, and consequently
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developed different ways of coping with the challenges they faced in the

mentoring role.

5.1. CONTROLLING MENTORS

We will see in this section that controlling mentors were challenged to accept
the perceived distance between them and the children from the early stage of
their mentoring involvement. In particular, they expected the children to
display negative characteristics, and as a result, they experienced a
discrepancy between their negative expectations regarding children’s risk
behavior and their actual positive experiences with children during the first
mentoring meetings. Mentors were thus challenged by this discrepancy
between their initial expectations arising from their initial controlling
motivations and the emotional experiences of the first mentoring meetings
with the children. As they identified with their negative expectations about the
children, they found it challenging to change their initial attitudes. Thus, they
were resistant to accept the real and positive experiences they had with
children from the outset of the relationship. The ego-involvement controlled
mentors from EPLOC and prevented them from accepting the reality they
experienced with children as it conflicted with their intentions.

Controlling mentors described their acceptance of children in terms of
initial positive involvement and emotional availability for the meetings with
the children. At the same time, they also expressed the feeling that they were
sacrificing their own enjoyment to meet the mentees needs. Mentors thus
positive feedback from children on their involvement in return for their
sacrifice. Controlling mentors were also challenged to cope with the
experiences of intense emotional closeness expressed through emotional over
involvement and co-dependence of children from the outset of relationships.
Due to their initial ego-involvement with the intention to feel needed or/and
useful, the emotional over-involvement in the mentoring bond was satisfying
for mentors.

Mentors developed controlling styles in limit setting (Ryan, Deci, 1985,
Deci et al, 1994) that were designed to limit the expected challenges in
mentoring interactions with children. Firstly, controlling mentors set strict
rules that the children were required to follow from the outset of relationships

and delineated the aspects of children’s behavior that they were not willing to
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accept. Secondly, controlling mentors intended to control perceived
challenges by expressing positive regard for children’s obedience and
compliance to their expectations. A direct link between children’s compliance
and mentors” positive involvement was evident in the analysis. Mentors’
involvement was contingent on children’s acceptance of their authority in the
mentoring bond. Thus, the children were rewarded and accepted with the
mentors” positive involvement only when they complied with their rules. In
this way, mentors could limit the expected challenges in children’s behavior
with controls established according to their initial motivations.

Controlling mentors developed two dynamics of control in the mentoring
bonds from the outset of their mentoring involvement. Firstly, mentors
challenged by the dilemma of acceptance vs. non-acceptance (Stech, 1999,
Brumovska, Seidlovd Malkova, 2010) of the child became involved in
relationships slowly and hesitantly from the outset. Their initial involvement
in the mentoring bond was contingent on the children’s explicit positive
feedback. In addition, their strict initial expectations of children’s behavior
imposed control and evoked tension and conflict in the mentoring dynamic
from the outset of relationships. For example, they expressed disappointment
and initiated conflict when children’s behavior differed from their
expectations. Following that, the initial coping style of control continued after
five months of involvement.

Secondly, other controlling mentors who were challenged to cope with
the dilemma of emotional closeness in the mentoring bond (Ibid) became
involved to the mentoring relationship quickly. However, they perceived that
the initial connection was emotionally closer and more intense than they
expected. As such, they felt that they had low competence to cope with the
challenge of emotional closeness they experienced and expected to be
challenged by the same issues in the future.

The challenges faced in coping with these challenges continued and were
raised by controlling mentors repeatedly after five and ten months. Thus,
mentors” styles of coping with unresolved mentoring challenges became a
core underlying dynamic of controlling relationships. These issues are now

explored in greater detail.
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5.1.1. INITIAL PERCEIVED CHALLENGE

Initially, mentors with controlling motivations experienced two mentoring
challenges: 1) A Challenge of Acceptance vs. Non-Acceptance of the Child and
2) A Challenge of Closeness vs. Distance in the Mentoring Bond. The following
part of the chapter shows clearly that mentors did not cope with the
challenges successfully but instead initiated dynamics of challenge from the

outset of mentoring involvement.

5.1.1.1. CHALLENGE OF ACCEPTANCE VS.

NON-ACCEPTANCE OF THE CHILD

Firstly, controlling mentors were challenged to accept the perceived distance
between them and the children that occurred at the early stage of the
relationships. They initially received information about children from BBBS
with negative or concrete expectations about the children. Consequently, they

expected challenging behavior throughout the mentoring relationship:

L: They told me she likes to keep things that she doesn’t own because she just likes
them...she would not take anything in the shop but here (BBBS clubroom) where
she feels safe she might just take something and keep it. So I think we will come
across it at some point.

(Luisa, January, 2011)

[ argue that mentors were challenged to accept the discrepancy between their
initial expectations about the functions of the mentoring meetings for their
own needs expressed in their initial motivations and the emotional
experiences of the first mentoring meetings with the children. In particular, I
argue that, as they identified (Ryan, Deci, 1985) with their negative
expectations about the children in congruence with their initial controlling
motivations, they were rather slow to change these attitudes and thus
resistant to accepting the reality of the child’s positive characteristics as
experienced during the first mentoring meetings.

As such, I argue that the expectations of challenge in children’s behavior
and consequent expectations on children’s performance in the mentoring role
arose from the initial negative expectations of the children. This, in turn,
created a dynamic of tension in the mentoring relationship. In particular,

mentors had to cope with the challenging emotions they experienced arising
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from the discrepancy between their initial negative expectations and their

actual experiences with mentees:

M: Firstly I was worried as I was told before I met her that she lived in a children’s
home, in a special diagnostic children’s institution, and that she was probably
abused...so I was quite worried about what kind of a kid she is, what kind of issues
she might have....but I am realizing that she is grand, she had friends and I wouldn't
see any issue with her on first impression. So I feel like...my worries were
unnecessary...it was actually surprising for me to see that...she is well-behaved,
brought up well......she has a similar world perspectives, she is very sensitive....I
thought she would be like, not to say bad mannered but that she would lack the
basic rules etc....but I see that she has a moral sense. She does not cheat, she would
never steal anything...I expected some kind of issues in this way but it looks like she
is from an easy family....but she’s not because she’s here (in BBBS). It is quite a
contradiction for me. I don’t know what to think about it.

(Marta, February, 2011)

L: We spent one hour together...I expected to spend two hours with her...so I was
thinking what happened, you know...I had mixed feelings then....I was thinking
again and again what I did, how I acted, and if it was right or not, if I was nice
enough and if she’d be willing to go out with me again...

(Luisa, December, 2011)

Controlling mentors described their acceptance of children in terms of initial
positive involvement and emotional availability for the meetings with the
children. For instance, they often described their intention to organize a
meeting after they had to cancel for health reasons. They also adopted the
interests of the children as their own interests and were willing to include
these activities in the mentoring meetings. Nevertheless, at the same time they
expressed the feeling that they sacrificed their own enjoyment to meet the
mentees and their needs. For instance, Matylda emphasized that she would
tolerate the child’s choice of activity even if she did not particularly fancy it. In
addition, their approach was based on negative expectations about children
and their challenging behavior before the mentoring meetings started.

[ argue that the feeling of endurance of the activity was a part of the
controlling ego-involvement style that expected positive feedback as a
contingent reward from the mentee in return for their sacrifice in the
mentoring role. Thus, I argue that the mentors” approach of sacrifice in their

acceptance of children put pressure on the child to appreciate the mentors’
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commitment to the relationship in the way the mentor expected according to
their initial motivation. Thus, I argue that they intended to manipulate
children to comply with the role in the way that was satisfying for mentors

controlling ego-involvement:

M: I haven't had the experienced of going to the shop with him and seeing him
stealing the things there or something...no way it happened to me with him...he
would like to go to VétruSe where I've never been before...or he wants to go to see
the hockey which I don’t particularly fancy but would endure it for him for
sure...and as I promised that we will do arts & crafts with the candle sticks, I would
come to meet him because I had to cancel it last time... wouldn’t cancel the meeting
even if I felt very sick now...

(Matylda, January, 2011)

51.1.2. CHALLENGE OF CLOSENESS VS.
DISTANCE IN RELATIONAL

BOUNDARIES

Controlling mentors were challenged in coping with the experiences of
emotional closeness expressed with emotional co-dependence of children and
mentors on the mentoring bond from the outset of relationships. I argue that
the perceived challenge in closeness and emotional co-dependency in the
mentoring bond emerged because of mentors” initial controlling motivation
for volunteering. On the one hand, controlling mentors intended to maintain
the boundaries of their mentoring role at the beginning of the relationship. On
the other hand, due to their initial ego-involvement, they intended to feel
needed by and/or useful for children. Thus, I argue that the experience of
closeness with mentors” over-involvement and developed emotional co-
dependency of children in the mentoring bond was satisfying for mentors’
initial controlling motivations.

For instance, Viki mentioned her experience of the challenge of closeness
during the very first meeting. She mentioned that the child trusted her with
his personal issues. However, Viki did not expect this issue and felt
overwhelmed by the intensity of the child’s expressed emotional openness.
She felt that the intense openness of the child was not healthy either for the
child or herself. Nevertheless, she accepted it but felt that she needed to
negotiate emotional boundaries with the child. At the same time, she gave up

responsibility for active negotiation and setting limits on the child’s perceived
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challenging behavior. She allowed the child to express his emotional needs
and began to take responsibility for his general emotional well-being outside
the mentoring match. As a result, she recognized that her own desire for
fulfilment of the child’s needs satisfied her initial controlling motivation to feel
needed by the child (Ryan, Deci, 1985, Weiss, 1973). Nevertheless, at the same
time she felt genuinely overwhelmed and consequently exhausted by the
approach in which she did not cope with the perceived mentoring challenge in

her role3s:

V: He started to be open on the very first meeting we had, I don’t think it’s good for
him, I don’t know if he told me that because he didn't have anyone else to talk to or
to make me aware of how things are but he told me how things are with him...The
first meeting was nice...I didn’t expect he would be so open as he was on the very
first meeting...he opened up to me with some issues...I didn’t expect that he would
tell me that so early...I would leave it for later when we knew each other better...but
I am happy for it because I am pleased he did it and I know that he can be open with
me with other issues as well, he will know I accept him and he can tell me things.

(Viki, January, 2011)

Similarly, Kvéta described how her competence to negotiate healthy
emotional boundaries in the relationship was in contradiction with her ego-
involvement and need for opportunity for nurturance and re-assurance of
worth (Weiss, 1973) she started the volunteering with. Kvéta’s relationship
also displayed signs of over-involvement from the outset. She mentioned the
initial child’s emotional dependence on the bond with her and described how
she tolerated and reinforced a close emotional interaction with the child
without setting limits on it. Thus, the interaction involved both physical
hugging as well as intense emotional contacts with the child outside regular
mentoring meetings.

As a result, this mentor spoke of her worries that the mentee could
become emotionally co-dependent on her in the relationship. However, as

Kvéta needed to fulfil her need for opportunity for nurturance and feel needed

38 [ argue that her feelings of being overwhelmed were the authentic response to her
involvement controlled out of EPLOC with her ego needs. Thus, she experienced the
discrepancy of her involvement style when she intended to be responsible for the
child’s needs in discrepancy with her own capability and competence in the
mentoring role. Because of this, she could not provide safe emotional boundaries on
the perceived challenging behavior of the child in the mentoring bond.
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by the child as well as being re-assured about her self-worth (Weiss, 1973),
she interpreted the extensive emotional interactions as the ordinary friendly
interaction in a mentoring relationship. In other words, Kvéta expressed that
the lack of intention to set up relational boundaries for the child were
embedded in the introjected motivations (Ryan, Deci, 1985, 2000) she was

controlled by:

K: I was worried in the beginning about her reactions, that she could be bonded
with me too closely and act like I would be her foster mother as she did in the
beginning...but then we arranged the meetings within a short period of time so 1
managed to postpone the next meeting so it was more easy-going then...we chatted
together, and the personal contact has been more intimate between us, she needs to
cuddle, she needs to stroke, she initiates it on her own...so we play together, there is
physical touch included which I didn’t experience with the boys (previous
mentees)...you could see that they received enough love and care from their mums...

(Kvéta, January, 2011)

In sum, [ argue that mentors did not cope with perceived mentoring
challenges autonomously with self-direction, reflection, and responsibility, but
instead blamed children for challenging them. They intended to control
children’s challenging behavior and thus cope with the challenge
instrumentally from EPLOC. Children’s behavior regarded as a source of a
challenge was intended to be controlled as external regulation of mentors’

coping.

5.1.2. CHARACTERISTICS OF COPING WITH
PERCEIVED CHALLENGES: CONTROLLING

LIMIT SETTING ON CHILDREN'S BEHAVIOR

Following the experience of an uncoped mentoring challenge, controlling
mentors, in congruence with their initial controlling motivations, had further
concrete expectations regarding how the children should behave and perform
in mentoring relationships from the early stages. Firstly, controlling mentors
established strict rules that the children were required to follow and
highlighted the features of children’s behavior that they were not willing to
accept. They thus described how the children’s interests and needs expressed
in mentoring interactions clashed with their ego-involvement and consequent

initial expectations. As a result, they developed conflict over the negotiation of
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relational boundaries in mentoring interactions from the outset of
relationships. In addition, they expressed disappointment and initiated
conflict when children’s behavior differed to their expectations. In other
words, controlling mentors described how their strict initial expectations on
children’s behavior imposed control and evoked tension and conflict in
mentoring dynamics from the outset of relationships. In addition, the initial
dynamics of control in coping with mentoring challenges continued after five
months of involvement.

For instance, Marta and Luisa expressed their worries that the children
would not be compliant with their expressed opinions and expectations. Marta
demanded the child’s respect and acceptance of her authority in the
mentoring role. Similarly, Luisa expected the child’s compliance to her
prescribed rules on the mentee’s behavior. Thus, they were willing to accept
the children only according to their initial expectations. They expressed
dissatisfaction and expected potential conflict in cases where the children

would not comply with their rules:

M: I've realized that these kids are mostly grateful for their mentors, they are
grateful for it...I don’t see any issues so far but I believe it can be difficult...if the
child get stuck and doesn’t want to say something or just doesn’t want to let you
closer it can make it difficult...or if you principally don’t agree with something and
just can’t accept it, it can cause trouble

(Marta, February, 2011)

L: it happened with money on the very first meeting...she had 15 CZK in coins and
she didn’t know how much she had exactly and she wanted to buy something...she
told me she wanted crisps and that she only had 15 crowns...and she didn’t ask me if
I would buy it for her or if I would give her 5 crowns....she didn’t say anything like
that and I was obviously shocked because I didn't expect we would be in such a
situation immediately, and when she didnt ask me if | would lend it to her or buy it
for her that I told her to buy what she had enough money for...so she bought the
chocolate snack...I had to help her, I had to ask the lady what they had for 15 crowns
there.

(Luisa June, 2011)

In addition, Kvéta demonstrated how her initial expectations set up rigid
boundaries of expression for the child and initiated a conflict when she
focused on her hygiene needs. In particular, she insisted directly that the
mentee comply with her expectations and satisfy her with improvements in
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perceived personal hygiene issues. I argue that her expectations were set
intentionally to confirm the mentor’s competence in the mentoring role. As a
result, she experienced the dynamics of conflict from the outset of the
mentoring bond when the child refused to comply with her expectations3°.
Similarly, Luisa talked about the child’s defiance of the mentor’s controlling
demands on her behavior. As a result, her dissatisfaction with the child’s
behavior was in contradiction with her expectations and the initial experience

of conflict in the mentoring interactions:

K: ...she goes out (with me) extremely dirty, you can see it from a distance, her feet
are dirty, her cap is filthy and it is very visible, and when you come closer to her,
you can even smell it...and I don’t know how to address it...if I tell to her about it...I
told her: “Carol, how come you don’t have your stuff washed again? You are dirty
again”...not that I was upset with her just told her in this way...and she always
thinks up an excuse: “My daddy didn’t have time for washing, he comes back home
after 13 hours at work and he’s tired, doesn’t have time for washing”...So it’s
probably the kind of stuff she hears from her father...so it’s kind of awkward...if I
should ask her father directly to at least send her to the mentoring meetings clean...

(Kvéta, January, 2011)

L: I know she has fantasies but she doesn’t have any objective reasons...if she only
fantasizes about things in the way that makes sense...or she says she is hungry and
she’d like to eat but she won't ask you: “Would you give me something? Would you
maybe invite me?”...or she could ask me to lend her money even though it’s clear
she wouldn’t pay it back...she’s not doing this...she just only comes and says: “I am
hungry.” And she’s waiting for what will happen. Just like that...I always tell her to
take her snack she used to have with her...because I am not here for buying food for
her...if we were about to go for a day-long trip and stopped somewhere to eat, I'd
invite her for lunch, I take that for granted...but when she has a snack with her and
we meet up for two hours only and she still demands to go for food with me...I take
it almost as a bullying (blackmailing) from her.

(Luisa, January, 2011)

Secondly, controlling mentors coped with the perceived mentoring challenges

with positive regard for the children’s expressions of obedience and

39Following the mentor’s approach, the match interrupted regular meetings after two months.
Nevertheless, it was renewed after eight months of agreed formal mentoring involvement as the
mentor insisted on not closing it officially in BBBS after three months’ break in mentoring
meetings. During the BBBS summer camp, the match met again after four months’ break and
agreed to renew the mentoring meetings. Hence, as Kvéta outlined, the relationship continued
under similar dynamics with insecure relational boundaries after 11 months of mentoring
involvement into the second year under BBBS supervision.
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compliance. They expressed how their involvement was contingent on
children’s acceptance of their authority in the mentoring role. They intended
to control perceived challenges in children with the initial expectations on
mentees’ compliance to mentors’ rules. Thus, the children were rewarded
with the mentors” positive involvement only when they complied with their
rules and thus re-assured them about their competence in the mentoring role
(Ryan, Deci, 1985, 2000, Ryan, 1991, 1993, Weiss, 1973).

As a result, controlling mentors expressed how their involvement in the
relationship was contingent on the children’s acceptance of their authority in
the mentoring role. They expressed a direct link between children’s
compliance and their reward of it with their positive involvement into the
relationship. They emphasized and supported the children’s compliant nature.
Thus, they could limit expected challenges in children’s behavior with a
control of the compliant behavior that was set up in accordance with their
perceived mentoring skills and competence regulated from EPLOC of their

initial motivations:

M: Miles is a super child, a million-dollar kid...he is very nice...obedient...I don’t
have any single thing to...he’s obedient, he looks both sides at the crossroads, he
doesn’t run anywhere, he doesn’t swear, he’s not naughty.... he’s really very nice...I
couldn’t get a better child

(Matylda, January, 2011)

V: I clicked with him especially because he’s so humble...when I saw him sitting
there somehow worried, holding back in the chair (at BBBS during the first
meeting), I thought he’ll be nice....and the communication was better then....thanks
to him being very humble, it is not necessary to kind of run around him and
organize sophisticated activities to fascinate him......I think he is rather humble, he
appreciates a little...there is a need to think up the activities that are financially
affordable....I think he will be happy with everything I'd propose, for the activity.
T: Did you experience any conflict between you so far?

V: No, not at all, I think something will come up like that but he might be a
conformist, he might also perceive me being older than him....  hope he doesn’t see
me as an authority, I wouldn't like it but I think if I said something or if we had any
conflict between us, he would hold back, become quiet, wouldn’t complain. He
wouldn’t dare.

(Viki, January, 2011)
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5.1.3. RESULTED DYNAMICS OF UNRESOLVED

CHALLENGE IN MENTORING BOND

As a result, the dynamics of control, and conflict or compliance of children to
mentors’ expectations, were evident in the mentoring dynamics from the
outset of relationships. It further developed and deepened after five months of

mentoring involvement.

5.1.3.1. INITIAL DYNAMICS: Low
PERCEIVED COMPETENCE AND
NEGATIVE EXPECTATIONS FOR THE

FUTURE INVOLVEMENT

Regarding mentoring dynamics, mentors challenged by the need to accept the
distance between them and the children (§tech, 1999, Brumovska, Seidlova
Malkova, 2010) became involved in relationships slowly and hesitantly. Their
involvement was moderated by the child’s positive feedback during the first
mentoring meetings. They recalled that the positive initial feedback of
children convinced them that their own initial involvement in the mentoring
relationship with mentees was justified. They let the children be active and
lead the initial involvement in the relationship. The child’s activity and
consequently the game the matches shared functioned as an initial icebreaker.
Thus, mentors’ initial satisfaction in the mentoring role was contingent on the
children’s explicit positive feedback on their acceptance of the mentors from
the very first meetings.

On the contrary, mentors who were challenged with balancing the
closeness in emotional boundaries in the mentoring bond (Ibid) got involved
with children quickly. Nevertheless, they perceived the initial connection
during the first month of mentoring involvement as more intense and close
than they expected. However, they justified the close nature of the initial
involvement.

Following the experiences of initial mentoring challenges, controlling
mentors expected to face the same challenges in the future. For instance, Luisa
expected that she might feel more close and trusting with the child over time

in contrast to the present perceived emotional distance and lack of trust in the
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mentoring bond. She expected that the child would become a close friend to

her4o;

L: Even though it is required for 10 months I'd like to stay in it longer...The
relationship is simply in the beginning, and I wouldn’t take her to my place now...I
might invite her for a visit over the time when we befriend more, when we’ll be
meeting more like friends...I think that those ten months are a very short time...that
the real relationship will start after these ten months when it’s not the artificial
matching programme anymore...

(Luisa, January, 2011)

Similarly, Marta expected concrete issues in planning the mentoring activities
in the future mentoring interactions. I argue that her expectation was in
congruence with her initial motivation to attest to her competence in the
mentoring role. Hence, she expected her competence would be proven during
organizing the mentoring activities, but she felt preoccupied with the potential
difficulties at the same time as her competence was regulated from EPLOC.
Consequently, Marta also expected a decrease in child’s interest in the
mentoring meetings and activities with her. She was worried that the child
would defy her suggestions, and her authority as a mentor in general. | argue
that her insecurity is linked to her initial motivation with introjection of ego-
involvement that controlled her competence from EPLOC with the need to
prove it (Ryan, Deci, 1985, 2000). Thus, her perceived competence in the
mentoring role was low.

Moreover, Matylda expected that the relationship would continue as long
as the child accepted mutual responsibility for her involvement in the
mentoring relationship. Thus, in congruence with the initial mentoring
approach, she emphasized that the continuation of her mentoring involvement
in the future was contingent on the fulfilment of her expectations regarding

the child’s behavior:

M:...there is a little problem with money...and also I might be short of ideas.... don’t
know about the future now but I am little bit afraid that she would become bored, it

would become a routine for her...it is all new for her now and she is excited, she is

40 Interestingly, Luisa also presumed that her initial motivation for volunteering would change
after the ten months of required commitment. In particular, she expected herself to be involved
autonomously in the relationship after the obligatory commitment of ten months with the BBBS
programme. In other words, she presumed that her motivation for volunteering would become
more internalized and autonomous after the compulsory commitment that functioned as
controlling contingency in her motivation for volunteering (Ryan, Deci, 1985, 2000).
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12 now, but I can expect that as she grows 13, going to adolescence, it might change
things...she can think I am bringing her up too much, which I hope she won't...but I

am afraid that the initial enthusiasm will decrease but I can’t see another way,

anyway...
(Marta, February, 2011)

M:...I think we can keep meeting up even after the programme’s finished cause
there is no reason why we wouldn't talk together when we understand each other

(Matylda, January, 2011)

Finally, the initial experience of an unresolved challenge in setting emotional
boundaries in the mentoring bond was also linked to the expectations of a
long-term relationship with the mentee. Viki expected that the relationship
with her new mentee would continue informally after ten months of
compulsory commitment. I argue that the initial experience of an unresolved
challenge in emotional closeness which gave rise to loose relational
boundaries created anxiety for the mentor regarding emotional co-
dependency in relational dynamics. As a result, Viki expected that the
emotional co-dependency in the relationship would be experienced mutually
in the future. However, as the relationship was satisfying for her initial
introjected motivation, she was resistant to address her challenging
expectation. She mentioned that she didnt feel competent to actively cope
with the perceived challenge in emotional closeness and address the issue of
relational boundaries. I argue that her expectations clearly expressed the
discrepancy between the ego-involvement and her authentic need for
autonomous involvement regulated with autonomous self from IPLOC. In
other words, she was aware of the challenge she experienced but was unable

to cope with it:

V: I think it will last more than one year with Aaron because I really like it...I think I
clicked with him too, it is difficult to put time limits on it, the time is fast, but...I'd be
happy if it would work out for me as well...I think it would be good to have an
experience with other children as well so I'd like to get know other types of kids but
if I like Aaron I wouldn’t like to finish it with him...I'd try to meet up both Kids, the
new one and keep up the meetings with Aaron as well...and I think that there will be
a problem at the time we stay together for longer period...there will be some form of
co-dependency developed in the relationship...he will get used to me and I will get

used to him and I think that with Aaron especially, I will like him so much that it
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might be quite bad in this way...that when we’d want to finish the relationship in the
future, it will be more difficult...

(Viki, January, 2011)

51.3.2. DYNAMICS OF UNRESOLVED
MENTORING CHALLENGE AFTER 5
MONTHS OF MENTORING

INVOLVEMENT

The dynamics of uncoped experiences of challenge in the mentoring role
continued and deepened in this way. Thus, the perceptions of mentoring
challenges were highlighted by controlling mentors repeatedly after five and
ten months of involvement. Firstly, Luisa, after five months of mentoring
experience, emphasized doubts about her competence with communication
skills. She was unsure about the extent to which she should accept the mentee
and her needs. In particular, especially challenging situations were perceived
as those that, according to her, were in contradiction to the personal needs
that underlie her controlling involvement. In addition, she expected that the
child would accept her needs equally to the degree she accepted the child in

the relationship.

L: ..what the training did not prepare me for fully and I am still not sure about
is...how do I recognize that the child is only too demanding or to what extent you
can push her into things...how do I know if she just doesn’t want to do the things or
has some small worries that you can uproot in her, or if she really doesn’t want to
do it or is really worried for some objective reasons such as health issues...this is
something I still don’t know how to react to...I am not sure to what extent I am
supposed to accept that she doesn’t feel well and wants to leave...I am there too and
I am interested in it and want to see it...it’s like: “I go with you to the playground so
you can stay here with me now.”... don’t know where the boundary is when she
feels really sick and we have to leave, or when she is only exaggerating because she
doesn’t like it there and wants to leave...

(Luisa, December, 2011)

Similarly, Marta mentioned that the challenge for her was the “fun factor” in
the activities that the child was interested in. In general, she said that she
found it difficult to accept the child’s interests that were in contradiction with
her desire to prove her leadership skills in the mentoring role. In other words,

Marta sought the opportunity to attest to her own competence, that is, an
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opportunity to fulfil her controlling motivations for volunteering (Weiss,
1973, Brumovska, Seidlova Malkova, 2010). Thus, she was challenged to
accept and be involved in activities that were not reinforcing her own

controlling motivations for mentoring involvement:

M: ...when we go to the cinema, I have to choose a kid’s movie ...I pay for something I
don’t enjoy much...so I think it is not easy to pretend that we are the equal
companions.... | have to have it planned, once I give choice to her, the other time it’s
my turn...it is a kind of constant fight for me...

(Marta, June, 2011)

Moreover, controlling mentors were challenged by feelings of responsibility
for the children in the mentoring role. For instance, Barbel experienced
responsibility for the child during mentoring meetings. She highlighted that
the experience of responsibility was the emotionally most remarkable aspect
of her involvement. At the same time, she realized that the experience of
responsibility was in contradiction with her personal needs. Thus, [ argue that
Barbel was challenged to accept the responsibility that was part of the
mentoring role because it was in contradiction with her involvement which

was regulated with introjections from EPLOC:

B: ...Irealized that I don’t want my own child yet when I experienced that...you
know...responsibility...I mean I realized that I can’t just leave her and go to the
swimming pool for the adults...I realized that I stayed there for 2 or 3 hours in the
kid’s pool and couldn’t move away from there...and imagine if I had my own child I
would be very annoyed that I couldn’t do my own stuff and would feel just stuck
with them...I realized that in that moment

(Barbel, December, 2011)

In sum, Figure 5 illustrates pathways of developed dynamics of coping with
perceived mentoring challenges following initial controlling motivations (See

below).
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Figure 5: Summary Scheme I - Pathways of Coping with
Perceived Initial Challenge following Initial Controlling

Motivations

Initial Involvement Controlled with Ego-Involvement from
EPLOC
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5.2. AUTONOMY SUPPORTIVE MENTORS

Similar to controlling mentors, mentors with initial autonomous motivations
were challenged by the need to establish secure relational boundaries over
uncomfortable feelings that followed children’s challenging behavior. In
addition, they also recognized personal challenges in the nature of the
mentoring involvement. Nevertheless, contrary to controlling mentors, they
firstly recognized and coped with the perceived challenge of acceptance of
responsibility in the mentoring role.

Autonomously motivated mentors identified challenging feelings about
the mentoring role, and they accepted responsibility for coping with
challenges autonomously, that is, in congruence with their authentic self.
Consequently, they expressed positive beliefs in their mentoring skills, and
proceeded to employ these skills to help them to cope with the challenge. They
thus coped with the perceived challenge autonomously and authentically.

Because of the accepted responsibility in a mentoring role, the perceived
mentoring challenges were coped with using optimally matched mentoring
skills. Thus, the children’s challenging behavior was negotiated securely with
children. They felt responsible, secure, and competent to inform children
about their authentic uncomfortable feelings and so provided feedback on
children’s challenging behavior (Deci, et al, 1994). They also often used a
sense of humor when feedback was provided. In addition, they negotiated the
boundaries of children’s behavior with information on their attitudes towards
the mentees” challenging behavior. They also provided children with a choice
in terms of reaction to the information they gave them.

[ argue that this informative coping style facilitated -children’s
autonomous integration of mentors’ behavioral regulations (Deci et al., 1994,
Ryan, Deci, 1985, 2000). They established secure boundaries that allowed
them to respond to the perceived challenges in the mentoring role using an
informative approach (Deci et al,, 1994). Contrary to controlling mentors, they
did not presume and set the limits in advance, but reacted to the challenging
behavior of children as it was expressed and experienced. Thus, they let
children express themselves autonomously but also let children know about
their own boundaries and the consequences of children’s behavior with the

autonomy supportive informative approach they developed (Deci et al., 1994,
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Ryan, Deci, 1985, Solky, Ryan, 1996). They could consequently develop
enjoyable interactions with children.

As a result, the informative limit setting (Ibid) on perceived mentoring
challenges became the underlying core dynamic of mentoring bonds with
children from the outset of their mentoring involvement. I argue that mentors’
recognition and acceptance of responsibility for challenges autonomously
mediated their ability to cope with the perceived challenges with an authentic
(autonomous) mentoring approach. In particular, autonomously motivated
mentors intended to develop involvement that reflected their autonomous
selves. Thus, they approached the perceived challenges in interactions with
children with the intention of being authentic, an approach they felt
competent in.

I argue that their approach to dealing with perceived challenges was
mediated by the autonomous quality of their initial motivations; in particular
the autonomous motivation for mentoring engagement driven in congruence
with their authentic self from IPLOC mediated mentors” acceptance and the
internalization of responsibility for recognized challenges. As they were
motivated to enjoy the mentoring role with children, they were motivated to
establish interaction with mentees securely in congruence with their
authentic skills. Consequently, the accepted responsibility mediated their
perceived positive competence in dealing authentically with challenges faced
in the mentoring role. Thus, I argue that accepted responsibility was a key

factor that mediated coping skills with perceived mentoring challenge.

5.2.1. PERCEIVED INITIAL CHALLENGE AND CHARACTERISTICS OF

COPING IN THE MENTORING ROLE

Firstly, the data showed that mentors with initial autonomous motivations
perceived similar challenges to controlling mentors. Nevertheless, as they
accepted the challenge of responsibility to cope with perceived mentoring
challenges, I argue that they coped with the challenges autonomously and

authentically.
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5.2.1.1. RECOGNIZED AND ACCEPTED MENTORING CHALLENGES WITH

RESPONSIBILITY IN THE MENTORING ROLE

Firstly, Sara was aware that setting up secure emotional boundaries in a
relationship could be challenging for her. Nevertheless, she emphasized the
link between her motivation to enjoy the mentoring role, her acceptance of
responsibility for the challenge, and her coping skills. Sdra demonstrated how
she coped with the challenge of potentially being over-involved in the
mentoring role. Contrary to controlling mentors, she did not feel the need to
satisfy her own need for opportunity for nurturance (Weiss, 1973) through an
extended responsibility for the child’s needs outside the mentoring
relationship. As a result, she developed secure boundaries from the outset of
the relationship. I argue that the initial autonomous motivation moderated
mentors’ perceived competence to accept responsibility for and cope with the
perceived mentoring challenge. Thus, autonomously motivated mentors
consequently dealt with experiences of optimal challenge (Cziksentmihalyi,

2013):

S: I originally thought that a volunteer is someone who is supposed to lead (direct)
the child...that they foster if the family is not working as it should so I felt I would be
bringing the child up...however I realized that it is much less responsible...I am not
his mum and so we can have fun together and do other Kkind of stuff as he’d be my
friend as anyone else...on the other hand I recognized a challenge which I wouldn’t
admit before....I was thinking about the over-dependency of the child on me...I had
worries concerning to...that he could become very dependent on me...and I would
have issues finishing the relationship...and also the challenge could be if he’d went
too hyper....to set up a control over him so he wouldnt be over too much...and it was
very important for me to admit that I don’t have to do everything the child wants
from me...it was a ground-breaking point for me to realize it, just telling him: ,Don’t
do this because why would you...I don't like it“...it was very important for me (to
realize that)...it is up to me to find my own boundaries and admit to myself what is
ok and what is not ok and then make him to feel that too somehow....I think it is
kind of my own responsibility, I kind of had an issue with it in the past...butI think I
am fine with it now. I am aware of it so I don’t do everything the other person wants
me to do...find some kind of limits and just give it to him too...I don’t feel any issue
with it now. I feel I am easy with it.

(Sara, January, 2011)

Similarly, Nina and Tina also experienced the challenge of responsibility in the

mentoring role. They recognized the need to accept responsibility for the
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child. They experienced challenging feelings concerning balancing an
acceptance of responsibility with its boundaries in the mentoring role.

Nina described how she became aware of her responsibility for the child
as a mentor. She realized that she could tend to be overprotective towards her
new mentee, so she felt that she would only be suited as a mentor for a child
without the issues that were triggering her overprotective approach. As a
result, she accepted responsibility for the limits to her mentoring skills.
Consequently, she limited her involvement in the mentoring relationship to a
level she felt competent with. In other words, unlike controlling mentors, she
did not intend to attest to her competence (Weiss, 1973) by posing herself a
challenge. On the contrary, she aimed to enjoy the mentoring role with the
abilities and skills she knew she had, and autonomously match her skills with
her mentoring role. I argue that her autonomous motivation mediated her
acceptance of responsibility and ensured that she could cope with the
challenge in congruence with her skills. As a result, she had positive
expectations about her mentoring role, including her competence to cope with

potential challenges in the future:

N: I probably went into it quite light hearted...I was thinking it is volunteering, sure
it’s easy but then when I heard the cases of clients, their background and their
issues... wouldn't mind any bigger issue they could have but I realized I would
probably feel very sorry for them, everything they had to experience and stuff...so I
was bit worried that if I got such a child who was taken from the children’s home
and given back again and then taken from there...I think it would be evident in my
approach to them in a way...I would probably tend to be overprotective of them...so
I wouldn't think that it’s not that simple in the beginning but it wouldn’t scare me
that much that I would give it up, no, on contrary, I became rather more curious and
started to think about it more and stuff...

(Nina, December, 2011)

Furthermore, Tina described how her original expectations regarding the
responsibility attached to the mentoring role made her worry about her
ability to cope. During the first mentoring meetings, she realized that
responsibility is a natural part of the mentoring role. Tina further mentioned
how her worries about being responsible dissolved during the first meetings.
Following enjoyable meetings with the child, she felt competent to

autonomously accept the responsibility she faced. As a result, she coped with
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her experience of the mentoring challenge in congruence with her self and

experiences of enjoyment in the mentoring role:

T: ..In the beginning I was quite worried that it might be 1000x worse...the
responsibility thing and stuff...I was quite worried about the responsibility in
it...how it'd work, I couldn’t imagine it at all how it would be organized when we go
somewhere...because Tom was introduced to me as the kid with quite a serious
issues and he is still quite a young boy...however it was on the first meeting only and
hasn’t happened since then again so I stopped being worried then...it is not too
complicated at the end...it is easy...it is actually kind of very right and natural (to be
responsible for him) in reality at the end...

(Tina, June and December, 2011)

Mentors with autonomous motivations recognized their responsibility to
develop a mentoring role that was in congruence with their selves, that is, self-
determined and authentic (Ryan, 1991, 1993, Ryan, Deci, 1985, Ryan, 1991,
1993). For instance, Ivan saw the need to be authentic in his interactions with
the child in order to cope with mentoring challenges and felt competent to do
so. He mentioned that authentic communication was a skill that helped him to
set up boundaries in his personal relationships. In addition, following his
personal experiences in relationships, he mentioned his willingness to be
authentic with his mentee from the outset of the relationship. In other words,
Ivan accepted responsibility for establishing relational boundaries using the
authentic communication he was committed to. He summarized the common
approach of supportive mentors who perceived that being authentic in
mentoring interactions with the children was a key feature of the mentoring

role:

I: I chose the programme (BBBS) because there’s kind of nothing to fail...because
your aim is just to be yourself, to be a good friend for the child so you don’t have to
pretend anything, you don’t need any special skills...it is a very usual kind of work
based on one-to-one (interactions) so it’s easy...you are as you are...and that’s the
best thing...I think to be honest and don’t pretend anything in front of the
child...when you mind something he’s doing, just tell him directly or on the other
hand if you are bored with something so say it....the honesty, it is extraordinary but
I am using it in all my life now...because if you don’t like something what the other’s
doing, he doesn’t know that you don't feel well about what he’s doing, so it is useful
to tell him about immediately and then talk about it more...

(Ivan, January and December, 2011)
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I argue that the process of acceptance of responsibility for dealing with a
perceived challenge in the mentoring role of supportive mentors and
consequent recognized competence to cope were mediated by the initial
autonomous motivation for mentoring involvement. The autonomous
motivation for mentoring engagement driven with authentic self from IPLOC
mediated mentors” acceptance and internalization of responsibility for a
recognized challenge. Consequently, accepted responsibility mediated the
perceived positive competence in dealing with a challenge in the mentoring
role. Contrary to controlling mentors, supportive mentors expressed positive
expectations regarding their competence to cope with challenges in the future.
In particular, supportive mentors generally did not control children’s behavior
directly, but instead limited mentees” behavior with the offer of options they
could choose from. Hence, they developed boundaries that were
autonomously accepted by both mentors and mentees. In addition, contrary to
controlling mentors, they emphasized to the children that all the feedback
they provided to them were their own feelings and attitudes, not general rules
that they would expect the children to follow. As a result, they achieved a non-
judgmental informative approach with the children, while controlling the
boundaries of challenging events. In addition, they suggested that their
informative approach (Ryan, Deci, 1985, Deci et al, 1994) was perhaps the
core feature that mediated the benefits of their mentoring role in the
children’s development. | argue that they managed to motivate children to
internalize the limits on the challenging behaviors autonomously out of the

mentee’s own choice, that is, out of IPLOC (Ibid):

5.2.2. CHARACTERISTICS OF COPING WITH PERCEIVED CHALLENGING

BEHAVIOR OF CHILDREN: INFORMATIVE LIMIT SETTING

As a result of accepted responsibility for the mentoring role at the outset,
mentoring challenges were addressed with competence after 5 months of
mentoring involvement. In particular, autonomously motivated mentors
negotiated children’s challenging behavior with the informative coping style
that facilitated children to autonomously integrate the mentor’s behavioral
regulations (Deci et al, 1994, Ryan, Deci, 1985, 2000). Their approach to

coping with challenging events had the following characteristic features:
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1) Mentors set limits on mentees’ challenging behavior by providing
authentic feedback on their feelings about the children’s behavior.
They also often used a sense of humor when the feedback was
provided.

2) Mentors also negotiated boundaries in children’s behavior with
information on mentors” attitudes towards the mentees” challenging
behavior.

3) Finally, mentors” provided children with choice about their next steps

in mentoring interactions.

In order to cope with the perceived mentoring challenges, supportive mentors
engaged in autonomy supportive negotiation of challenge in communication
with the mentees from the outset of their mentoring involvement. In
particular, mentors dealt with the challenging behavior of children with
authentic negotiation on boundaries as soon as children expressed it. Contrary
to controlling mentors, they did not presume and set the limits in advance but
reacted to the challenging behavior of children as it was expressed and
experienced. Thus, they let children express themselves autonomously, but
also let children know about their own boundaries and the consequences of
children’s behavior with the autonomy supportive informative approach they
developed (Deci et al., 1994, Ryan, Deci, 1985, Solky, Ryan, 1996). As a result,
the informative limit setting (Ibid) on perceived mentoring challenges became
a core dynamic of mentoring interactions with children.

Ivan described how he was dealing with the child’s challenging behavior
that occurred during their board games when the child felt aggrieved while he
was losing the game. In particular, Ivan described his reactions to the child. He
described how he perceived there to be a challenging pattern in the child’s
reactions, so he challenged this behavior through rational arguments and

discussion:

T: What is his reaction when he’s losing a game?

I: He's saying that it’s not fair play...he often says that it’s not fair play and stuff, you
know, and he says it in very illogical situations...I don’t know if it is his pattern
which is always triggered in these situations...or if it is a phrase that he says with no
deeper meaning, but it is possible that there is something more substantial behind
it, his perception of the world being unjust to him when he’s not winning...and I feel

that it’s something to work on with him because...it’s not the way that everything is
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against him and unfair to him and that everyone wants to cheat on him, you
know....so every time he mentions it I always discuss it with him in detail, I give him
feedback on it because I don’t find it cool, he doesn’t need to say that...

(Ivan, June, 2011)

Ivan provided feedback with information about his own feelings on the child’s
behavior. In addition, he used his sense of humour and provided the feedback
playfully. Thus, Ivan presumed that the provision of feedback would challenge
the child’s patterns by making him aware of it. Moreover, he also perceived
that there might be a deeper reason for such unconscious behavior, and he
was willing to support the child should this be further revealed in mentoring
interactions. Ivan also summarized the attitudes of supportive mentors in
setting the limits on children’s behavior when he explained that his style in
control of child’s challenging behavior contained the provision of information
together with the option for the child to decide whether to accept the

information autonomously or not#!:

I: ... ...at least verbalizing it could suggest to him that it wouldn’t be a good way to
act, you know...if he takes something out of it or not I probably hardly influence on
my own, anyway...

(Ivan, May and December, 2011)

Supportive mentors in general did not control children’s behavior directly but
limited it with the offer of options they could choose from. Hence, they
developed boundaries that were autonomously accepted by both mentors and
mentees. Contrary to controlling mentors, they emphasized to the children
that all the feedback they provided to them was their own feelings and
attitudes; not the general rules that they would expect the children to follow.
As a result, they achieved a non-judgemental informing approach to the
children while controlling the boundaries of challenging events. They
suggested that their informative approach (Ryan, Deci, 1985, Deci et al, 1994)
was presumably the basis of the benefits of their mentoring role in children’s

development. I argue that they managed to motivate children to internalize

41 In addition, Ivan emphasized that the informational approach together with the provision of
options were linked to the feelings of uncertainty about the impact of his behavior on the child.
Thus, his style of limit setting was free of controlling intentions to satisfy one’s feelings of
efficacy, and instead took the child’s frame of reference into consideration (Deci et al., 1994).
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the limits on their challenging behavior autonomously out of their own choice,
that is, out of IPLOC (Ibid).

For instance, Sara described in detail how she managed to control
challenging interactions with the child with support for the child’s autonomy.
She described that the provision of feedback with her feelings and attitudes
was a tool she used when she intended to place boundaries on what she
perceived as the child’s challenging behavior. In addition, she felt that the
challenging behavior occurred always when the child needed to get
boundaries on his behavior, so she provided him with information and

autonomy support in her feedback:

S: .. am a different role model for him to someone he has for instance at
home...when he sometimes comments on some things around, I don’t tend to tell
him: Don’t do this. “But: I wouldn’t do that...“...and it applies to many situations...I
want to let him know that these are my attitudes...I always tell him non-directly,
going more like around it that to tell him directly what to do...so I am just
expressing my own opinion about things...for instance when he starts to be
euphoric, everything is funny for him, then one has to (control) him a bit because it
is not good for anyone around...he acts and shows off too much then but...he’s just
searching the boundaries, the limits, he needs someone to tell him: “This is already
too much...“ so I told him it is not good to shout in public among many strangers
around...I told him I don't like this because it is already too much or because it is not
good to do that...I certainly don’t intend to forbid him anything but...I try to get his
attention in that moment...and he reacts positively on that...and (I give him a
choice) when we're handling money, when he doesn’t have any pocket money and I
also have a limited amount I can give him...and he tends to...you know, he doesn’t
have much since his childhood and so these kids as I experienced them before
would like to have everything when they have money for it...so he’s trying...he
wants this and that and I tell him to choose one thing only we buy for him...and he’s
trying to get more but he won’t get more than that...

(Sara, June and December, 2011)

Similarly, Nina also mentioned how she negotiated the challenging behavior
with her mentee with a non-directive informational provision of feedback on
the child’s challenging behavior. Nina acknowledged and discussed the
conflictual situation with the mentee. She provided feedback by informing the
child about her authentic feelings and worries regarding consequences of his
challenging behavior. She also acknowledged the personal value the

relationship with the child had for her. As a result, she managed to control the
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conflictual situation and to turn the conflict into deeper stabilized dynamics of

the mentoring bond:

N: ..and so I went to catch him and asked him: “What’s the matter? You are offended
because I broke your stick? We can find a new one, no?” but he said he won't talk to
me...and I told him: If you don’t want to talk with me, I am leaving home then.” And
he said: “well, go home then.” ...and it surprised me a little bit but told him: “Well, I
am leaving then...” and then he was like: “No, don’t, I was just testing you...” And I
said: “Well, it wasn’t very nice of you, I felt quite sorry about it because I was
startled that we won't talk together anymore over such a little silly thing”...and he
said he was just testing me to see if I recognize when he’s lying.... .... and I think he
was really just kidding....

(Nina, June, 2011)

Tina maintained control over the child’s challenging behavior when she
decided to set up a boundary around the topic she felt challenged with. In
particular, as she expected to be challenged with the child’s potential personal
and relational issues with his dad, she decided to control the risk of the

challenge by avoiding the problematic topic in mentoring interactions:

T: I intend to...well, avoid the topic of his dad...I sometimes has it almost slipped

from my tongue that we were on the trip with my dad and brother but decided
better not to (talk about it)...because I am not sure about his reactions, you
know...but luckily we didn’t come across the issue so far. He only mentioned very
briefly something about his dad, said that he’s funny or something...

(Tina, June, 2011)

Finally, supportive mentors described that they had to cope with children’s
lack of interest and conflict in mentoring meetings. In particular, supportive
mentors mentioned that searching for mutuality and consensus in the
mentoring relationship was sometimes perceived as a challenge to their
communication with the children. Nevertheless, their skills for coping with the
children’s expressions of temporary aloofness, detachment, or defiance were
supported with autonomous motivation and an autonomy supportive
approach to children. Thus, supportive mentors were able to accept and cope
with these challenging feelings. Supportive mentors responded to children’s
emotional distance in relationships with empathy and understanding. The
challenge of emotional distance was perceived as a natural part of the

relationship with children. Contrary to controlling mentors, autonomy
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supportive mentors did not feel discouraged, demotivated, or offended by the
expressions of emotional distance in mentoring interactions, as they
understood these challenges to be a part of the child’s nature and part of the
nature of a mentoring relationship. As a result, as they accepted the children
in their nature and character, they understood the lack of interest in
mentoring interactions as the occasional moods of the child. Hence, they were
able to provide the mentees with choice and options, even in challenging

mentoring experiences:

T: ...once or twice when I picked him up at school, we walked together and he was
quiet....so I asked him what’s the matter and he replied nothing and then he started
to talk...I don’t know...he is this way sometimes, when he doesn’t feel like talking, he
expresses himself with this that he doesn’t talk much, and when I ask him he replies

in one word or not at all...but I think I know when he’s this way and it’s not often,
anyway...
T: ..and is there something he wouldn’t share with you?
T: well, I don’t know...sometimes he’s not very keen on doing anything...I can
suggest ten different options on what we could do together and he doesn’t agree
with anything and says no to everything and just wants to go home...so these are
probably the only ones but nothing major, anyway....

(Tina, December, 2011)

5.2.3. INITIAL DYNAMICS OF PERCEIVED POSITIVE SATISFACTION IN THE
MENTORING ROLE AND POSITIVE EXPECTATIONS FOR THE FUTURE

INVOLVEMENT

Autonomy supportive mentors generally perceived mutual satisfaction in the
mentoring bond from the outset. In addition, they described how their
sensitivity to children’s feedback in satisfaction mediated their positive initial
connection in the mentoring relationship. They recognized the initial
satisfaction of the mentees in the subtle autonomous feedback they gave.
Consequently, the perceived autonomous satisfaction of the children in turn
mediated the initial satisfaction of the mentors in their mentoring role, as well
as the autonomy supportive mentoring bond with secure relational
boundaries.

For instance, Sara described how experiences of mutual fun and
enjoyment mediated satisfaction and initial relational connection. She
highlighted that her initial satisfaction was better than she had expected

before the mentoring meetings. Similarly, Nina mentioned how seeing the
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child’s enjoyment gave her great satisfaction, which in turn mediated the

initial relational connection:

S: I wouldn’t expect that it would be such a nice thing as it actually is...It is quite
early to evaluate it now in general, but I was bit worried at the beginning that we
wouldn't click, but it was really good from first sight...We met three or four
times...we played monopoly and he was quite cheerful since the very beginning so
we laughed well together. Simply it was fun.

(Sara, January, 2011)

N: ..Leny is quite (great)...I can experience things with him I've never done before,
for instance I never played with little soldiers...

T: And how was the first meeting for you?

N: Oh, I was really very positively surprised actually...I couldn’t wish for a better
mentee than him...I was really excited with all his ideas, the incredible imagination
he has...and I just simply think it was brilliant...

(Nina, February, 2011)

Finally, Tina also described her experience with the child as exceeding her
initial expectations. Tina’s initial expectations about potential challenges were
somewhat present during the first mentoring meetings. However, the initial
relational connection was mediated by her autonomously motivated sensitive
perception of the mentee during the first mentoring meetings. Contrary to
controlling mentors, Tina recognized and accepted the child’s authentic
involvement and positive communication and established a supportive

connection based on her experience:

T: I was thinking he’s a little boy so the communication with him might be bit more
difficult...but he’s quite smart for his young age of seven years...he’s very chatty,
always talking, the communication with him is quite easy, no problem with him...so
the positive thing about it is that we don’t have any problems so far and all is going
well...

(Tina, February, 2011)

Finally, Figure 6 illustrates the key factors that mediated dynamics of resolved
mentoring challenges in FYMRs following the initial autonomous motivations

(See below).
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Figure 6: Summary Scheme 2 - Pathways of Dynamics of
Resolved Mentoring Challenges Developed by Supportive
Mentors

Reflection on a Perceived
Mentoring Challenge

Accepted Responsibility to Cope with Perceived
Challenge in a Mentoring Role from IPLOC in
Congruence with Autonomous and Authentic Self

Perceived High Competence and Optimally
Matched SKkills in Dealing with Mentoring
Challenges

Informative Approach in
Dealing with Children’s
Challenging Behaviour:

1) Set Up of Secure
Relational Boundaries
in Dealing with a
Challenge from the
Outset of Relationships;
2) Positive Expectations
on Coping with Challenges
in the Future of
Relationships

1) Feedback on Challenging
Behaviour with Humour, 2)
Authentic Info about Mentors’
Feelings on a Challenge, 3)
Provision of Choice to Children to
Decide about Further Behaviour
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5.3. SUMMARY OF CHAPTER V
In Chapter V, I argued that mentors developed two different coping styles

following the reflections or experiences of perceived mentoring challenges. I
argued that the developed coping styles were mediated by the initial quality of
motivation for mentoring involvement. In particular, mentors” perceived
competence and ability to employ optimally matched mentoring skills in
coping with perceived mentoring challenges were mediated by mentors’
acceptance/non-acceptance of responsibility for autonomous coping with a
recognized challenge.

Firstly, autonomously motivated mentors accepted responsibility for
reflecting on the challenge, coping with the challenge in congruence with their
recognized authentic mentoring skills, and thus employing the skills with
perceived competence. As a result, they established secure boundaries in their
mentoring role. Following that, they developed an autonomy supportive style
in setting limits on children’s challenging behavior. In particular, they
provided authentic feedback with information and choice on children’s
challenging behavior. Thus, they negotiated and maintained the dynamics of
secure emotional boundaries with authentic approach, feedback, information,
and autonomy support provided to children in challenging mentoring
interactions. Because of this, the characteristics of autonomy supportive
relationships (Ryan, 1991, 1993, Ryan, Solky, 1996, Ryan, Deci, 1985) with the
quality and dynamics of natural mentoring relationships were evident in the
analysis.

Secondly, mentors with initial controlling ego-involvement were reluctant
to reflect on the challenges inherent in mentoring relationships. On the
contrary, they labelled the mentees as the sources of the challenge they had to
cope with. In particular, as they intended to attest to their competence and
fulfil their own needs from EPLOC in the mentoring involvement, they did not
accept responsibility for reflecting on these controlling motivations and
dealing with them autonomously. On the contrary, they made children
responsible for the experiences of the mentoring challenge. As a result, they
intended to impose controls on children’s perceived challenging behaviors. In
particular, they had concrete expectations regarding children’s involvement,
children’s obedience, and the compliance of mentees with the mentors” rules.

They expressed low competence for dealing with the challenges in the future.
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As a result, two major dynamics of experienced unresolved mentoring
challenges in mentoring bonds were developed: 1) The challenge of
acceptance of distance in the mentoring roles; and 2) The challenge of
emotional over-involvement in the mentoring bond. The initial dynamics of
unresolved mentoring challenges were further developed and deepened in the
relationships after five months of mentoring involvement. As a result, the
characteristics of controlling relationships (Ibid) were evident in analysis.

Further details regarding the controlling and autonomy supportive processes
in mentoring relationships that emerged from the initial dynamics of coping
with mentoring challenges are elaborated on and discussed in the following

chapters.
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CHAPTER VI: CHARACTERISTICS AND
QUALITY OF HELPING ATTITUDES AND
PROVIDED SOCIAL SUPPORTS

6.0. INTRODUCTION TO CHAPTER VI

The previous two chapters on research analysis and findings highlighted that
the quality of initial motivations of mentors mediated the perceived
challenges in the mentoring role; and importantly, the acceptance of
responsibility and perceived competence to deal with these challenges. We
saw that mentors with initial controlling motivations emphasized their low
competence to deal with the challenges. Consequently, they tried to manage
the perceived challenges from EPLOC by controlling children’s behavior.

By contrast, autonomously motivated mentors accepted responsibility for
coping with the challenges autonomously, that is, out of IPLOC in congruence
with their authentic selves. They accepted children and their authentic
behavior and set up secure informative limits on its challenges from the outset
of relationships. They informed children about their authentic feelings and
attitudes. Thus, they regulated challenges in children’s behavior in congruence
with their authentic selves in an approach of limit setting they developed.

[ argue, based on the analysis undertaken as part of this research, that the
quality of initial motivation, the experiences of perceived mentoring
challenges, and the coping styles used in dealing with them fostered the
underlying dynamics in mentoring relationships from the outset. These
factors also predicted the controlling and autonomy supportive quality of
mentoring relationships after five months of mentoring experience.

Mentors with initial controlling motivations expressed controlling
attitudes in helping and provision of social supports. Therefore, mentoring

interactions with children had controlling characteristics (Ryan, Solky, 1996,
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Deci et al, 1994). On the contrary, mentors with initial autonomous
motivations had autonomy supportive attitudes towards children and helping;
and they thus developed mentoring interactions with autonomy supportive
characteristics (Ibid). It can be argued that they provided optimally matched
(Cutrona, 2000, Cutrona, Russell, 1990) enactment of social and autonomy
supports to meet children’s needs.

Furthermore, the initial attitudes of mentors to their helping role in the
mentoring bond and their perceived impact on children’s well-being predicted
further controlling and autonomy supportive characteristics of mentoring
interactions developed after five months of mentoring involvement (Ryan,
Deci, 1985, Ryan, Solky, 1996). I argue that the mentors with initial controlling
motivations developed mentoring interactions with features of controlling and
amotivating qualities. On the contrary, mentors with initial autonomous
motivations developed autonomy supportive mentoring interactions (Ryan,
Solky, 1996, Ryan, Deci, 1985, Deci et al, 1994). As such, I argue that the
quality of initial motivation, coping style, and helping attitudes in the
mentoring role further mediated quality of mentoring interactions after five

months of mentoring involvement in:

1) Perception of children’s autonomy and competence;
2) Quality of cooperation and provided autonomy supports;

3) Quality of provided enactment supports.

In this chapter, I compare the characteristics of mentors” helping attitudes
in cooperation with children in mentoring interactions. I review and compare
the characteristics of mentors” initial helping attitudes and the consequent
quality of provided social supports in mentoring interactions with children.
Firstly, I discuss the results regarding characteristics of mentors” perceived
role in children’s well-being and their related perceptions of children’s needs.
Following that, | review characteristics of social supports with controlling and
autonomy supportive qualities provided after five months of mentoring
involvement. Finally, the graphical summary schemes of findings and

summary of the chapter are presented.
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6.1. CONTROLLING MENTORS

Controlling mentors emphasized that a mentor is someone who is needed by
the child, and that their role was to facilitate the child’s social and emotional
needs. They understood the mentor as someone who overcomes the social
boundaries. In addition, they expected to be beneficial as someone who
significantly contributes to mentees” well-being with their skills and
knowledge. As a result, they developed the approach of constant comparisons
of the “good” background and skills they had with the “deficit” background
and lack of skills in children. They constructed and emphasized the needs of
the children as consequences of their deficient social background, and
intended to achieve a direct visible change in children’s well-being. In other
words, they perceived themselves as role models for social norms in response
to perceived children’s background needs. In addition, they considered an
achievement of a direct change in children’s deficits and needs to be evidence
of mentors” efficacy in the mentoring role. I argue that controlling mentors
developed the role of “an intentional role model.”

After five months of mentoring involvement, they developed an approach
with strong controlling features (Ryan, Solky, 1996, Deci et al., 1994). Firstly,
the activities in controlling relationships were directly focused on fulfilment of
children’s needs as perceived by them. In addition, the enjoyment of activities
was denied from the outset of relationships. Thus, the enjoyability of the
mentoring meetings was described as limited. In addition, controlling mentors
evaluated the autonomy and competence of children rather negatively.
Children were perceived as lacking in autonomy when facing social risks in
their background environment. Mentors” emphasized perceived low skills in
different activities.

Finally, after five months the mentoring interactions developed strong
controlling features. In particular, these mentors took control over decision-
making when negotiating activities with children. Thus, the major decision-
making rested upon mentors. They organized the mentoring activities around
their own interests or their mentees’ needs. Children were not actively
supported in giving their ideas on the activities. When children expressed
their wishes or interests, mentors tended to reject them. Finally, controlling
mentors  controlled children in  cooperation with  children’s

parents/guardians.
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6.1.1. HELPING ATTITUDES OF MENTORS
Firstly, the data analysis showed strongly that initial quality of motivation had

impact on the quality of mentors” helping attitudes. In particular, the helping
attitudes of mentors were revealed in their perception of children’s needs and

in their perceived efficient mentoring role and its characteristics.

6.1.1.1. INITIAL PERCEPTIONS OF

CHILDREN'S NEEDS

Firstly, I argue that the perception of children’s background needs reflected
mentors” initial controlling motivations that regulated them for mentoring
involvement. Hence, I argue that controlling mentors illustrated how the
perception of the efficacy of their role in children’s well-being was an
instrument of satisfaction of their initial controlling introjected motivations
(Ryan, Deci, 1985, 2000, Weinstein, Ryan, 2010, Weiss, 1973, Ryan, 1991,
1993). I argue that the initial intention of controlling mentors to improve their
self-esteem was followed with comparison of the mentees” and their own
family background with their conclusions about the deficient background of
the children and its consequences. In particular, controlling mentors
perceived children’s original background as dysfunctional towards children’s
needs and well-being. Thus, they constructed the expected background needs
of the children out of the prior information received from BBBS in the way
that matched with their initial introjected motivation with ego-involvement
(Weiss, 1973, Ryan, Deci, 1985). They emphasized that the needs of the
children were consequences of the deficient social background the children
came from. Thus, they interpreted the children’s family background as
insufficient for the fulfilment of their needs in comparison with their own

competence to facilitate children’s well-being:

K: ...it wasn't my expectation that the child with many hobbies and leisure-time
groups, his parents taking care of him and him having friends, that he would need
another extra friend? It is surely good for him but I think there are children who
really need it more...I thought it is focused on kids from socially weak families who
don’t have much contacts...the kid who doesn’t have many friends and needs
someone who would go out with him and have fun with him...I expected children
who are very introverted, with issues...kind of that they will be fat, with glasses,
lisping (laughs), others will be laughing at them and they won’t have any

friends....the kid who would like to have a friend but is unable to meet
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one...excluded somehow...not the child who has everything and I'd only be there to
help his mum with upbringing?...no, not at all.

(Kvéta, January, 2011)

V: The programme is great in the way that he gets out of the family, I think both boys
need that...just living among the people in (name of the place), the communication
with these people around them influence them and impact on them...If he had been
growing up among people who live a normal life, who are normally polite and have
normal manners and stuff, he wouldn’t have any issues.

(Viki, January, 2011)

M:...when I thought about the aims (of BBBS), I came to the conclusion that I want to
fulfil their mission, that is, to cross the boundaries between us and offer the help...it
doesn’t mean to change the whole life of the mentee but I offer him advice and help
if I can...I'll be their role model as an older person so they can see some other role
model than they see at home and among their peers...so I give her a different point
of view about life when I talk with her about my experiences...so she doesn’t live
between her school, mum and her brother only but there is someone from a third
party who shows her something above her frame of reference. I think she knows it
and she appreciates it...

(Marta, February, 2011)

T: What did you know about her before you started the mentoring meetings with
her?

K: The line of her life story was outlined in the way...I knew about her family
background...she lives with her dad only and they have an intellectually disabled
neighbor who helps take care of Caroline...and (I knew) some things are really not
working out there...She doesn’t have a mum, her dad doesn’t have enough to care
for her or he doesn’t want to care for her, she is from a socially disadvantaged or
broken family and there are things that I think would be good for her to have a
chance to discuss with a woman, I mean with an adult girl...so it is kind of nice for
her that she can be matched with a female mentor and so I can show her how things
work from the female point of view...

(Kvéta, January, 2011)
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6.1.1.2. PERCEIVED EFFICACY OF
MENTORS: MENTOR AS

INTENTIONAL ROLE MODEL:

In congruence with their initial controlling motivations, these mentors
perceived that their function was to meet the child’s social and emotional
needs as adult role models. They expected to be beneficial for the child as
someone who significantly contributes to mentees” general development with
their skills and knowledge as they intended to attest to their competence
(Weiss, 1973). Thus, I argue they intended to achieve the direct change in the
mentees’ perceived unfulfilled needs.

For instance, Kvéta intended to change the mentee’s hygiene routines in a
direct way, expressing her intention to attest to her competence as a role
model. Similarly, Luisa perceived that her contribution to the child’s well-
being was to provide the child with leisure time experiences as she would be
otherwise socially isolated within her natural social networks. Furthermore,
Matylda and Marta understood their mentoring role as that of a role model
who guides the mentee in their leisure time so that the child spends her time
in a safe and secure environment. At the same time, they emphasized the
negative influence of the mentee’s original social background in contrast to
their potential positive impact on the mentee. Finally, Viki intended to
facilitate her mentee’s perceived general lack of care as well as a shift in the

child’s attitudes towards school:

K: I'd wish to tell her things that she wouldn't find easily, she wouldn’t come across
otherwise...I was thinking that it would be good to show her how it works in
partnership so I want to introduce her to my boyfriend and go on trips around
castles together with him...on the weekends, I don’t mean to be like a family but I
want her to be aware of how a partnership works....and I feel sorry for her that she
is so dirty and stinky and you can spot a smell of cigarettes from the flat...which is
absolutely inadequate for the child...so I decided that I am going to tell her that it is
not normal to be that dirty...

(Kvéta, January, 2011)

L: I think my major contribution and support is that I will spend leisure time with
her...because she is living with her grandparents who wouldn’t go out with her that
often I presume...so I kind of take her out.

(Luisa, January, 2011)
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T: What is your role, your mission in it?

M: Certainly, it is to help him...it is better for him to spend time with me... I think it is

important to be able to communicate with the child, to talk with him in case he’s sad

..take trips so he can experience something new he likes, not that he spends time

with the groups of the street kids, smoke on the benches and do naughty things...
(Matylda, January, 2011)

V: ...to have someone to tell him what to do next because he doesn’t have those
friends, or because he is somehow disadvantaged...he tends to look for friends
among the kids who are skipping school...so it is good for him to see the good sides.
There are, on the contrary, kids who like to go to school....and to make sure he won't
have any emotional problems, to make him feel like he can trust me and talk to me...

(Viki, January, 2011)

For instance we discussed the interesting question (in BBBS supervision)...when
you're talking with the child and you know she is from a problem family and that
she doesn’t have that much good luck in life, if it is OK that I am very well and don’t
have any issues, if I can tell that kid about it...not to make her sad or jealous as a
result...We discussed the contradiction (with the BBBS supervisor) of the question if
it’s good to make the child aware of the things or if we should refrain from the
sensitive themes and support the child saying: "That’s good, you can do it"....and the
psychologist (BBBS supervisor) told us that children live in it and that a) they won't
break down...that we always feel sorry for them but they live in it and they on the
contrary need to hear that the world is good somewhere else and what it is
supposed to look like so they can internalize the models of how it should be...that it
is not all right that the dad is an alcoholic and beats the mum but on the contrary
that somewhere else the dad goes to work and doesn’t do anything like that...so I
realized something fundamental about my role...if I can kind of show off in front of
Manon, or kind of talk the way it is...I realized it is all right because she won't break
down because of it.

(Marta, February, 2011)
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6.1.2. RESULTED CHARACTERISTICS OF CONTROL
IN CONTROLLING RELATIONSHIPS AFTER
FIVE MONTHS OF MENTORING

INVOLVEMENT

Following their helping attitudes and dynamics of unresolved mentoring
challenges in mentoring interactions with children, mentors developed strong
features of control over children’s choice in mentoring cooperation. In
particular, after five months of mentoring experience, mentors with initial
controlling motivations developed features of controlling interactions with
children in congruence with those identified by CET. Controlling features in
cooperation with children were evident in perceptions of children’s autonomy
and competence and in the selection of mentoring activities. In addition, the
provided enactment supports were not matched with children’s needs but
provided intentionally according to mentors” initial motivations; this thus

developed further control and tension in mentoring dynamics.

6.1.2.1. CHARACTERISTICS OF ENACTMENT

SOCIAL SUPPORTS

Firstly, after five months of mentoring involvement, the controlling mentors
emphasized that their perceived role in the mentoring relationship was to be a
role model in the social norms in response to perceived children’s socio-
emotional needs. In particular, controlling mentors perceived themselves as
introducing the child to the “normal” world they compared with the child’s
deficient social background. In other words, controlling mentors emphasized
the intentional character of their support with emphasis on the children’s
deficient socio-emotional development they aimed to improve with enactment
supports.

They developed the approach of constant comparisons of the “good”
background they came from, with the “deficit” background of the mentees’
families. Thus, [ argue that they developed the strong sense of differences and
distance between them and mentees. Moreover, as they developed the
mentoring role in response to perceived children’s issues, | argue that they

provided constant negative feedback to children (Deci at al., 1994).

155



Finally, I argue that the support was developed intentionally to satisfy
mentors” initial motivations to improve their own self-esteem (Weiss, 1973).
As they focused on the achievement of the visible improvements in the
children’s life, they could experience their own self-efficacy in the mentoring

role. Thus, they referred to their efficacy in terms of their initial motivations:

M: ...and actually when you really see that the kid doesn’t do anything all the days
but just sits at home and watches TV alone, or just flies from school to school, and
how she hangs out with some dicey friends on the streets around her place...you
think that she would appreciate if she went here and there and could see something
new...so it was motivating me in that (relationship), I saw the point of meaning
there and could contribute to her life somehow, you know ...and she didn’t have the
opinions or order in her relationships neither much friends around... She comes
from the family, the background that is completely diametrically different from
where I come from, so she could be in touch with how the people live
elsewhere...she couldn’t see before that not everyone is living in such a broken, not
really functional family and has such issues so I intended to give her my opinions
which I think are right...of course I know that the mentor should not influence the
child that much...but I think that I gave her a different perspective on certain
things....and I think she was glad she could talk about things...And realized that what
happened to her was not normal really but that she did not become edged out of
society that much...and that she can still have a normal life...and I think that would
be a kind of support for her....

(Marta, December, 2011)

V: I know that he is an amazing kid who deserves something better
T: What do you think would be different in his life if he wasn’t meeting you?
V: I think he wouldn’t have the motivation to look forward to something once a
week. He would be only sitting and watching the TV or he would lie in bed and sleep.
So at least on Fridays he has something to look forward to.

(Viki, June, 2011)

In sum, I argue that controlling mentors developed the role of “an intentional
role model” (Ryan, Deci, 1985, Weiss, 1974) who compared and contrasted
social differences and responded to the perceived background needs out of
introjected controlling motivations (Weiss, 1974). They intended to provide
better experiences for children in comparison with children’s background and
thus to achieve a direct explicit change in children’s well-being. Thus, the
change would be evidence of the mentors” efficacy in the mentoring role. In

other words, for mentors with initial controlling motivations, their
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perceptions of mentees’” needs and constructed mentoring role became

instruments for the fulfilment of their initial controlling expectations.

6.1.2.2. RESULTED CONTROLLING
FEATURES IN COOPERATION WITH

CHILDREN

Secondly, mentors developed controlling features in interactions over
mentoring activities. I argue that mentors controlled children’s autonomy
during the organization, negotiation, and experience of mentoring activities.
The nature of activities was decided and activities organized by mentors, and
their selection followed their initial controlling motivations (Ryan, Deci, 1985,
Deci et al, 1994, Solky, Ryan, 1989). In particular, [ argue that controlling
mentors developed the features of control and amotivation in mentoring

interactions in:

1) Control of Choice in Selection of Activities
2) Negative Evaluation of Children’s Autonomy and Competence
in Mentoring Interactions

3) Control of Choice in Mentoring Interactions

I will now proceed to outline the resulted characteristics of control in

mentoring interactions in greater detail:

1) Control of Choice in Selection of Mentoring Activities

Because the financial resources of children were limited, mentors often said
that the range of choice in mentoring activities was limited accordingly. Thus,
they focused on low-cost leisure time activities such as walks around the city’s
historical sites or in nature, or meetings in the BBBS club room. The
controlling matches also frequently attended events organized by the BBBS
programme for the mentoring matches. Thus, after five months of mentoring
meetings, they occasionally visited exhibitions on different themes, or spent
time in swimming pools organized by the BBBS programme on the budget.
Controlling mentors also complained about the lack of low-cost leisure-time
opportunities for mentoring meetings and organized meetings in public places
repetitively without changes, for instance in the public library. Moreover, the
mentoring meetings were frequently selected by mentors intentionally as

being good for children’s development and needs. Thus, controlling mentors
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said that activities were directly focused on the fulfilment of children’s needs
as perceived by them. Furthermore, the enjoyability of the mentoring
meetings was described as limited due to the lack of opportunities, their
repetitive nature, and the intentionality of the selected activities.

Finally, some controlling mentors expected the children to organize
mentoring activities and in so doing express their interest in the meetings. As
a result, they described the mentoring meetings in terms of hanging around
the child’s community without providing a structure (and hence promoting
amotivation in children for further meetings) (Ryan, Deci, 1985, Deci et al,,
1994).

In sum, the patterns of activities provided by the controlling mentors were
distinguished by the following characteristic features:

1) The matches frequently joined group activities organized by the BBBS

programme;

2) The activities were selected with repetitive patterns;

3) Mentors selected activities with an intentional focus on benefits for

children;
4) Mentors described mentoring activities as having a limited enjoyability;
and

5) Mentor’s did not provide a structure to activities but expected children

to organize and lead the mentoring meetings and so show their

interest.

2) Negative Evaluation of Children’s Autonomy and Competence
After five months of mentoring meetings, controlling mentors evaluated the
autonomy and competence of children with rather ambivalent and negative
perceptions. In particular, mentors perceived children as relatively
autonomous. However, in line with the mentor’s initial perceptions of
children’s compliant nature, their needs, and the challenging nature of their
social background, the children themselves were perceived as easily
influenced towards antisocial behavior. In other words, children were
perceived as lacking autonomy when facing social risks in their environment.
Viki on the one hand mentioned the child’s awareness of the value of
money. She emphasized the child’s caring approach towards other people. On

the other hand, Viki valued the child’s submissiveness in the relationship. She
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felt that the child’s submissiveness was due to his naturally lower cognitive
skills. Hence, I argue that Viki did not value the child’s autonomy, but valued
the child’s relatedness style with its features of submissiveness and emotional
co-dependence on the mentor (Ryan, 1991, 1993, Brumovsk3, Seidlova
Malkova, 2010). Moreover, Viki perceived the child as lacking the autonomy

and skills to face the risks presented by his social environment:

V: ...I think he knows the value of money...and he is just a really nice guy...very nice,
he would do anything for other people...I wouldn’t know any kid more humble than
him...even though he’s not really a smart kid, he would do first and last (for others),
he would give himself away...when I talk to him and tell him that some things are
not right, such as smoking on the bench or so, he replies that he knows that and he
wouldn't like to do it, he is not interested in it but I think that if he found a group to
hang out with he would let them influence him...even though he knows it is not
right.

(Viki, June and December, 2011)

Controlling mentors also perceived the children as lacking in autonomy when
it came to critical thinking about their social environment. For instance, Marta
expressed the view that her mentee did not have her own attitudes and
opinions. She perceived her personality as being easily influenced by her

deficit social environment.

M: ...she is quite talkative but when she’s shy, you need to push her to express some
things, you need to be able to direct that kid...I don’t have any doubts (about my
approach), I am aloof, reserved to her...she is a 12-year old kid so I approach her
accordingly and take her into account accordingly too. I think I rather take her like
a kid who needs help...

T: Do you think that Manon would hold back from sharing some opinions with you?
Did she express it somehow to you?

M: I think she wouldn’t express anything like that explicitly, she was a flexible
person, she was easy to influence and convince, so I think that she at the age of 12
was a kid who didn’t have any real kind of opinions.

(Marta, June and December 2011)

Furthermore, Luisa was negative towards Denisa and the rich imagination she
expressed in mentoring interactions. Luisa’s evaluation of the child’s
autonomy and competence was twofold: Firstly, she did recognize the child’s
skills in autonomy and competence, but in connection with what she

perceived to be a rather negative moral character. Luisa described the child as
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not being very smart, non-autonomous, and incompetent in communication
skills. She talked about the mentee’s low level of autonomy and competence
being due to a lack of intelligence. Luisa also mentioned the child’s lack of

competence in travelling around Prague city by public transport:

L: ... she went there to buy crisps, and I saw she had 20 and heard the shop assistant
saying it was 30 crowns...and then she came back and said: “I told them I only have 20 for
it.” ... So she makes it her way how to get it...she just acted out a sad look, said she only
had 20 crowns and she just got it. Sometimes it works, sometimes it doesn’t...so on the
one hand she is somewhat smart and foxy, or she rather tries what she can get away
with...it is quite unbelievable for me that she can’t count it herself. We came across it
several times already...she has some change but she doesn’t know how much she has
got...if she has more or less 50 or 10 crowns...she’s kind of not very talkative, they say
she’s not a smart girl....for instance she told me she is not able to travel even to this place
(BBBS club room) even though she was here million times before...

(Luisa, June, 2011)
On the contrary, Barbel spoke of her mentee’s autonomy and creativity from
the beginning of the relationship. In particular, she emphasized the child’s
communication skills, interest in drawing, and creativity in her approach. In
addition, Barbel recognized the child’s ability to become autonomously
persistent in activities that were interesting for her. In other words, she
mentioned the child’s ability to concentrate in activities that were of intrinsic
interest of her. Barbel also mentioned her perception of the child’s autonomy
in basic mentoring interactions, as she perceived Agnes as smart and
autonomous. However, after five months of mentoring, Barbel expressed
reservations about the child’s autonomy and competence. Even though Barbel
admitted that the child did know the city, she dismissed it at the same time
with disbelief in Agnes” competence due to her age. Thus, she didn't let the

child express her autonomy outside the pre-agreed activities she felt

comfortable with:

B: She is quite independent, quite smart, she doesn’t need any support in this way,
she can make things on her own. I only agree or disagree with (the activity of the
child) ...She is very talkative.... she likes to draw and she is kind of creative... when
she likes something, she can stay quite persistent with it.

...s0 you say you feel like you are obliged to make up the programme for the

meetings and don’t have any ideas for it?
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B: I have that feeling. Sometimes I have no idea where to go because I am not from
here so I don't know it here and she’s so little, she says she knows it here but I am
not sure how well she would know it to take me around...

(Barbel, January and June, 2011)

In sum, I argue that controlling mentors emphasized their perceptions of
children’s autonomy and competence in activities they liked and felt
competent in. In other words, they perceived the positive autonomy in the
children they themselves developed to a more advanced level and felt
competent in. Thus, they limited children’s autonomy to pre-agreed activities
only. | argue that when the children’s autonomy was expressed in ways other
than through pre-agreed activities, that is, spontaneously, controlling mentors
felt the burden of the perceived mentoring challenges in: 1) responsibility for
the child, and 2) doubts about their own competence that the spontaneous
experiences with children triggered in them. Hence, controlling mentors
perceived and supported the autonomy of the children in the style they felt
competent and secure with. In other words, they controlled the expressions of
children’s spontaneous interests and competence.

Controlling mentors demonstrated that the perceived lack of autonomy
and competence in the children were evaluated: 1) in comparison with their
own needs and initial motivations; and 2) with expectations on the children’s
behavior in the relationship that followed initial controlling motivations (Deci

et al.,, 1994, Morrow, Styles, 1995).

3) Control of Choice in Cooperation with Children

Following the negative evaluation of children, these mentors further
controlled children’s autonomy with control of children’s choice in mentoring
activities (Ryan, Deci, 1985, Deci et al.,, 1998). In particular, they developed

several features of control of choice in cooperation with children:

1) Intentional choice of activities according to mentors” initial
motivations and helping attitudes in the mentoring role;

2) Selection of activities based on mentors” own interests;

3) Control of the selection of activities in cooperation with the child’s
parent/carer;

4) Control of children’s interests in selection of activities.
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I discuss these identified characteristics of control in the following part of the
chapter:

Intentionality in Cooperation

Controlling mentors intentionally focused the selection of mentoring activities
on the satisfaction of the children’s background needs they had identified
before the initiation of mentoring meetings. In general, controlling mentors
denied the involvement of the “fun factor” in the activities. On the contrary,
they addressed the child’s needs as a part of their prescribed perceived
mentoring role. The mentoring activities became intentionally focused on
fulfilment of goals prescribed by mentors. While the “fun factor” in controlling
relationships was described as present, the mentoring activities were
primarily used as a means towards fulfilment of the mentoring goals.

For instance, Luisa and Marta described how they focused on the
children’s needs and perceived lack of autonomy and skills. I argue that the
mentoring activities were intentionally chosen to address the children’s
perceived needs they had constructed following the intention to satisfy their

own initial motivations (Ryan, Deci, 1985, 2000, Weiss, 1973):

L: ..when we were paying for the entrance, I wanted to show her, to make her
know...and I found out that she has serious issues...I think it is quite serious...the
fact she can’t count fractions...she can miss it in her life but she can’t live without
this (counting the money for payments)...

(Luisa, January, 2011)

M: Sometimes I have a plan so I simply order her and we do what I want because I
need it that way and have it planned so...She clings on you and waits for you to act
so you need a good organizational spirit, be able to go through different situations
independently when we don’t know what to do, be able to suggest something
quickly...when she’s shy, you need to push her to express some things, you need to
be able to direct that kid....so for instance I tell her: "Manon, look, I think you‘ve got
a little issue with your reading sKkills. If you want to learn English you need to know
how to read well in Czech first” ...and she was like: “Well, ok, let’s read some book
then.” ...so she just reacted well with it,

(Marta, February, 2011)
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Selection of Activities of Mentors” Interest

Controlling mentors also organized mentoring activities around their own
interests. The levels of mentors” control over decision-making about activities
as well as control over children’s autonomy was high in these events.

For instance, Barbel mentioned that at the beginning of the mentoring
relationship, she organized arts and crafts activities with the child around a
commercial project she had taken part in. Barbel describes how the autonomy
and competence of the child were potentially supported in the activity as the
child had a chance to express herself for a financial reward and feelings of
usefulness. Nevertheless, the activity was intentionally organized in favor of
the mentor’s private activities. As illustrated in the quote below, the mentor
also expressed the contingent involvement that functioned as a reward for
child’s activity in this event.

Similarly, Matylda mentioned how her style in selecting activities of her
own interests put her in control over the child’s autonomy in the relationship
and excluded the provision of choice in decision making process (Ryan, Deci,
1985, Deci et al., 1994). She expressed how her own interest took precedence
over the child’s choice. Moreover, she expected the child’s compliance with

her suggestions, and her personal interests:

B: ...I draw pictures for the website that is supposed to be the esoteric portal where
the images have the healing character and stuff...so because she likes to draw I
asked her if she wanted to draw something for them...because the children’s
drawings help the - the child makes the image and it’s healing and someone actually
wished it so I asked her if she would like to draw something and she did and so she
got some money for it too.

(Barbel, January, 2011)

M:...when I visited him four days ago I told him that I have to go to the BBBS center
on Thursday from 2 to 3pm and that we can go from 3 to 5 to Klis$ by the local train
so I don’t have to drive the car in the traffic....so I suggested going to (name of the
place) or going swimming somewhere...that I'd go to buy the swimming suit and
take him to the swimming pool.

(Matylda, June, 2011)
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Control of Children’s Interest and Choice

Furthermore, controlling mentors described how they dismissed children’s
autonomy when mentees expressed their own opinions or interests in
mentoring interactions. In particular, their dismissive attitudes towards
children’s autonomy and competence were evident in their lack of respect
towards child’s expressed autonomous selves (Ryan, Deci, 1985, Ryan, Solky,
1996, Ryan, 1991, 1993). They also indicated that negotiation with children
took a short course as children were not actively supported in giving their
ideas on the activities. In other words, they took control over the organization
of pre-agreed mentoring activities while negotiating the nature of the
particular mentoring activities. As a result, they described how their interest

was preferred to children’s spontaneous choice and enjoyment:

L: ..when I ask Denisa what she would like to do, she for instance suggests that she
wants to go to the club room and so I persuaded her because it’s a nice day outside
and I spent all day indoors so I don’t want to be indoors again...so I tell her we'll go
there in winter and she replies that she lets me decide what I want to choose...so it
mostly depends on my decision.

(Luisa, June, 2011)

T: How do you organize the activities?

B: Mostly I do it myself. We don’t think it up but when were finishing the meeting,
we say let’s go there and there next time and then I think about it during the week,
or think something up the day before the next meeting and when we meet up again I
tell her what I thought up and ask her if she agrees with it or not...she usually
doesn’t have any ideas of her own...but she mostly agrees and enjoys what I
suggest...

(Barbel, June and December, 2011)

M: The time I spend with her is challenging for me and I think up something to do
regarding the lack of money and the age difference. Things I'd like to do she
wouldn’t enjoy...so I have to subordinate everything to her needs...the activities are
suggested mostly by me...I ask her if she agrees with it or not but I decide about it to
alarge extent... when I don’t know what to do with her...It is a kind of emergency
situation...so I try to allow it minimally only when the programme doesn’t work
out...then she says what she wants.

(Marta, June, 2011)
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Control in Cooperation with the Parent/Guardian

In addition to control of choice in the selection and cooperation in mentoring
activities, this group of mentors controlled children in cooperation with
children’s parents/guardians. I argue that this was done to impose even
stronger control over the child’s autonomous behavior in mentoring activities.
For example, Luisa’s interactions with the child’s guardian developed into
close cooperation about mentoring activities. As Luisa engaged in
communication about the activities with child’s grandmother, she at the same
time excluded the child from decision-making over the planning of mentoring
activities. As a result, Denisa was controlled by the decisions of Luisa and her
guardian.

[ argue that Luisa sought to satisfy her needs for re-assurance of worth
and attest to her competence (Weiss, 1973) in communication with her child’s
carer. I argue that the cooperation with the carer facilitated the mentor’s
initial introjected motivations from EPLOC. In particular, as the child’s carer
controlled Luisa’s mentoring performance from EPLOC with emotional

approval, the cooperation satisfied Luisa’s initial motivations:

L: ...usually I am organizing the activities....at the last minute normally, then I call
them and manage the meeting with her granny ...when I call she’s usually gone to
school so I usually talk to her granny and manage meetings with her because she is
reliable...or it is important for me to manage the meetings with her granny...we also
talk with Denisa, of course, if her granny gives her the phone, we manage it together
but she’s kind of...it is me talking only and Denisa only replies yes or no...and with
her granny it works well....I feel she relies on me and she trusts me more or less
because she doesn’t insist on asking what time we will get back and on letting her
know where we are - not at all. She puts Denisa on the bus and sends her to me and
then I talk with her next week...I feel she trusts me in this...

(Luisa, December, 2011)

In sum, controlling mentors in general highlighted that the major decision-
making about the place and nature of activities rested upon their mentoring
role. The pre-agreed activities provided the structure for the mentoring
meetings. They were unwilling to negotiate the mentoring activities with
children but insisted on the relational activities within their control that they
developed as a part of their mentoring approach. I argue that the controlling
features in cooperation with children during the mentoring meetings

mediated the consequent dynamics of: 1) conflict with mentees, or 2)
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compliance of children to mentors” control with consequent withdrawal from

the relationships.42 These dynamics will be explored in the next chapter.

42 As described in the part [V of the analysis.
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Figure 7: Summary Scheme 3 -Pathways of Characteristics of
Control in Mentoring Interactions and Enactment Social
Supports
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6.2. AUTONOMY SUPPORTIVE MENTORS

Supportive mentors perceived that the mentoring relationship itself in
general, and the enjoyability of the mentoring activities in particular, added to
children’s positive development and well-being. Contrary to controlling
mentors, they emphasized the benefits of the mentoring activity itself as an
additional choice and support to mentees” leisure time in daily life. They
understood that the facilitation of enjoyment in mentoring meetings was how
they contributed to children’s well-being. In particular, they emphasized that
the experience of play with children mediated the benefits of the mentoring
bond*3. Thus, the enjoyment of activities with children became the main focus
of the mentoring interactions they developed.

Autonomously motivated mentors emphasized that addressing children’s
needs was not part of their role unless they perceived that children expressed
particular needs in mentoring interactions. Contrary to controlling mentors,
they were not focused on meeting children’s “prescribed” needs constructed
before the mentoring meetings, but instead waited until mentees themselves
expressed their needs during the mentoring interactions. In particular, they
primarily focused on creating a secure relationship in order to make children
feel free to express their needs, and they were ready to support them further.
As a result, I argue that mentors provided high quality optimally matched
(Cutrona, 2000, Cutrona, Russell, 1990) enactment social supports.

Supportive mentors tended to emphasize the children’s autonomy and
competence. Firstly, all autonomy supportive mentors emphasized children’s
positive characteristics, strong autonomy, and high levels of various skills as
they experienced them from the outset of the mentoring relationships. They
suggested meeting at child-friendly places in the children’s community rather
than prioritizing certain activities. The organization of meetings around
familiar places in the mentees’ community supported children’s spontaneity
to express their interests and share them with the mentors.

Supportive mentors provided children with structure to make choices
about activities they were interested in, and established a youth-led approach
in cooperation in mentoring activities. Their approach was characterized by:

1) Provision of Structure in Regular Mentoring Meetings; 2) Provision of

43 ] argue on an experience of play as a mediator of benefits in the mentoring bond in detail in
the next chapter.
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Options AND Choice in Negotiation on Mentoring Activities; 3) Focus on
Activities of Mentees” Interests; 4) Mutual Involvement in the Activities; 5)
Provision of Positive Feedback; and 6) Provision of Optimal Challenge.

The mentors clearly supported the children’s socio-emotional needs, as
well as their autonomy and competence with different skills. In this way, the
children felt free to express their own suggestions, initiate activities, and try

out their skills in the play they shared with mentors+4.

6.2.1. HELPING ATTITUDES OF MENTORS

Similarly to controlling mentors, autonomously motivated mentors strongly
expressed their helping values and attitudes. Nevertheless, supportive
mentors differed in perception of children’s needs, autonomy, and
competence from the outset of the involvement, and so they also perceived the
efficacy of the mentoring role in children’s well-being with significant

differences.

6.2.1.1. INITIAL PERCEIVED CHILDREN'S NEEDS BASED ON EXPERIENCES

WITH CHILDREN IN INITIAL MENTORING INTERACTIONS

In contrast to mentors with controlling motivations, autonomy supportive
mentors did not emphasize the background needs of children they were told
about by case workers and parents before the mentoring meetings. Autonomy
supportive mentors interpreted and reacted to the children as they perceived
them in personal interactions rather than based on their presumptions made
prior to the mentoring interactions. Hence, they were not focused on
facilitating children’s needs “prescribed” before the match, but rather waited
until the mentees themselves expressed their needs during the mentoring
meetings. They sensitively responded to children’s autonomous interactions
and expressions of needs in the mentoring relationships.

For example, Ivan emphasized that interpretation of the child’s needs
before the meetings and at the beginning of the mentoring relationship was

not a part of his role as mentor in the programme. Hence, in contrast to

44 In addition, analysis showed evidence that mentees trusted mentors, confided in them with
personal matters, and turned to them with their needs. Thus, the dynamics of mentoring
relationships developed benefits of closeness and trust in the mentoring bond that had a quality
of natural mentoring. The details of the resulted dynamics of autonomy supportive
relationships will follow in the next chapter.
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controlling mentors, Ivan perceived that the primary focus of his role in the

mentoring relationship was not to facilitate children’s needs:

T: What do you think his needs are? Why is he in the BBBS programme?

I: ...you never know how it would be for the kid if he didnt have a volunteer
available for the meetings...it is possible that he would get into drugs overnight or
stuff but he won't be because I am helping him (laughs)...no, no, no, I don’t have this
messiah complex, no, but at the same time I can’t say why he’s in the programme.

(Ivan, January, 2011)

Similarly, Sara emphasized that she respected the child’s autonomous
expressions of his needs in the mentoring interactions and would be ready to
perceive and respond to them sensitively. In other words, from the beginning
of the mentoring relationship, Sara was willing and ready to follow the child’s
expressed themes as they were experienced in the mentoring relationship
over time. However, at the beginning of the relationship, Sara emphasized that
the child had so far expressed himself as a cheerful boy. Hence, she perceived
the mentee to be without major deficits in his needs caused by his social

background:

S: I feel like he’s a boy like anyone else, from any normal family ...he gives the
impression that he is happy and doesn’t have any big issues...I don’t think we
should be focused on the issues, and that I should push him to talk about how he’s
doing at home and stuff....so far we didn't come across any issues, so it doesn’t seem
he would have any problems...he doesn’t talk about anything like that, what would
be happening at home or stuff and I don’t ask him about it, I don’t feel a need to if he
doesn’t talk about it on his own...so it’s like going out for a coffee with a friend.

(Sara, January, 2011)

Similarly, Tina mentioned that the information about the child’s background
issues with the mentee’s dad she received prior to mentoring meetings was
not relevant for the mentoring relationship unless the issue was raised
directly by the mentee himself. Hence, she was aware of the child’s issue and
would rather avoid the subject unless the child started talking about it on his
own. She perceived the information about the child’s hyperactivity as the
child’s autonomous expression of his temperament and thus felt competent to

deal with it in the mentoring interactions:
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T: ...I feel like he’s quite a happy child, he doesn’t seem to need to participate in
BBBS/5P...even at school, as far as I asked him he talked about friends who he
meets after school too...I think he’s not doing bad...except for the issue with his dad,
he’s anxious about him...firstly I didn't know how to deal with it...but I don’t think it
is that serious of an issue unless it comes up as a theme in the meetings...he doesn’t
talk about it on his own that often... Otherwise he doesn’t have any special health
conditions. He had ADHD diagnosed but I don't think it is an issue at the
moment...he’s Kind of very energetic, lively but I wouldn't call it hyperactivity...

(Tina, February, 2011)

Finally, Nina also perceived her mentee as having only minor issues with self-
confidence concerning social relationships with peers due to his disability. In
general, Nina perceived the child and his issues with empathy, understanding,
and willingness to support his confidence. In addition, she presumed that the
child’s experience of bullying she was informed about was a past issue that

the child had already coped with:

N: ...I think they are doing quite well, easy, totally normal family, he probably has
just a few friends so they applied for BBBS for him to make him kind of...less shy...he
doesn’t have any specific issues, he’s just deaf in one ear and has lower self-
confidence due to that, it’s harder for him to make social contacts...and he was
bullied at the summer camp once...but it is two years ago or so and he didn’t have
any further issues since then...

(Nina, February, 2011)

6.2.1.2. PERCEIVED NEUTRAL EFFICACY OF SUPPORTIVE MENTORS IN
FACILITATING CHILDREN'S NEEDS AFTER FIVE MONTHS OF MENTORING

INVOLVEMENT
As a result, autonomy supportive mentors perceived the children’s

background (they were referred to BBBS with) to be of minor significance, as
they experienced that children in general did not express these needs during
the initial mentoring interactions. Contrary to controlling mentors, supportive
mentors did not perceive themselves as primarily efficient in the facilitation of
children’s needs, and instead thought their impact on children’s needs and
well-being to be rather neutral. Mentors even emphasized that facilitating
children’s needs was not part of their mentoring role (unless they perceived
children expressed their needs on their own). However, in terms of supporting
children, supportive mentors were perceptive to the children’s social

background and considered themselves to be a part of the children’s available
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positive supports. Thus, they considered the mentoring role to be beneficial
for children as far as the children considered mentors to be a part of their
natural social networks*s.

For instance, Tina mentioned that her mentee did not need her as a helper
and supporter of his needs. Similarly, Ivan perceived that the needs of the
child referred to BBBS were well managed by the mentee in mentoring
meetings. He emphasized that he did not consider his impact on the child’s
needs and general well-being as a part of his mentoring role. Similarly to Ivan
and Tina, Sara refrained from making presumptions about her general impact
on the child’s needs and well-being. Finally, Nina also perceived that her role
would not have a significant impact on the facilitation of the child’s needs and
general development. On the contrary, she thought that the experience the
child could access in the mentoring relationship she facilitated would support
his skills in other parts of his life. In other words, she specified her role as a
part of the child’s social networks that supported his positive development.

As illustrated below, Ivan summed up the approach of supportive
mentors towards facilitating children’s needs. He believed that the supportive
part of the mentoring role was the authentic approach of mentors in which
mentors became significant adults in children’s social networks. Thus, they
felt they could support children as they expressed their needs in the

mentoring relationship:

T: I am not sure about a help...I don't really think, in comparison to other Kids I've
heard about...he had some issues with his daddy but I only heard today, after such a
long time since the last interview, him mentioning something quickly about it...he
wouldn’t mention anything over all that past time...so I think he doesn’t really need
help as such

(Tina, June, 2011)

I: I don’t think I should have the potential to change something...it is needed to
accept things, his acting and behavior and the activities and fun as it comes and act
naturally, not to push anything anywhere of stuff...for me, what I think, he’s not....in
such troubles or in such issues in communication situations to need significant
support or particular help in this way....it is possible that the programme is ok even
for kids who only need to see a kind of older guy because he doesn’t have this...even

though he goes to play football regularly or has his grandad, it is beneficial for him

45 In addition, they were perceptive to child’s autonomous expressions of needs during the
mentoring interactions.
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to meet up with him. Surely it is...how much he will benefit from that I won’t judge. I
strongly believe that he will - a lot (laughs)....
(Ivan, December, 2011)

T: What do you think would be different in Tom’s life if he wasn’t meeting up with
you?
S: Well, I feel that he just wouldn't experience those things we do together and the
fun we have...and if there is anything else in it for him I can’t presume or judge here
so I don’t know.

(Sara, December, 2011)

N: I don’t know if I really change him in anything (particular)...it might (only) be
that if he can experience another kind of relationship, another kind of company, it
might help him to be less shy, but I dont think it would be anything significant for
him, he would probably cope without it, anyway....it would just take him longer
because he wouldn’t have this experience...

(Nina, June, 2011)

6.2.1.3. PERCEIVED POSITIVE EFFICACY OF SUPPORTIVE MENTORS IN

FACILITATING FUN MENTORING ACTIVITIES FOR CHILDREN
Supportive mentors recognized the beneficial nature of the mentoring

relationships and interactions. They considered the positive social
interactions experienced in mentoring relationships through enjoyable
activities to be the major benefits the mentors could facilitate in the mentoring
role. Thus, they considered that the facilitation of enjoyment in mentoring
meetings was their main contribution to the child’s development and well-
being. As such, the facilitation of enjoyable mentoring activities and
interactions with children became the main aim of the mentoring interactions
they developed.

[ argue that their autonomous motivations empowered mentors” beliefs
in the intrinsic efficacy of their role. In particular, as supportive mentors were
autonomously motivated for volunteering and intrinsically satisfied in the
mentoring role, they believed in their competence to positively support
children’s development. Contrary to controlling mentors, supportive mentors
perceived the intrinsic benefits of mentoring relationships in general, and the
intrinsic benefits of the enjoyability of the mentoring meetings in particular.
These mentors were also sensitive to children’s autonomous expressions of

satisfaction, and were able to cope with the insecurity regarding the efficacy of
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their mentoring role due to the intrinsic satisfaction they experienced in the

mentoring role:

T: ...and what do you think you bring to Jan?
S: I think it is an overall relaxation, easiness and.... I think it is mostly about
relaxation and more like fun, it’s mostly fun for him...the fact that we laugh together
alot, we have fun together and I think he’s doing things he wouldn’t do otherwise...
he can switch off from everything he’s experiencing in daily life......it is like seeing
someone you like...so I think that he can relax for a while and that he can enjoy his
childhood in this way... and me with him (Laughs).

(Sara, December, 2011)

N: ...he doesn’t have any issues, he doesn’t really need this but it is a plus for him for
sure because just the fact that he doesn’t do the same things or that he can go
somewhere else or do different activities with different people...he doesn’t have any
siblings so he really only has his peers so I think it is interesting for him to spend
time with someone older who talks with him...and if he didn't have a mentor...he
would cope well, anyway, he has his own interests, he has friends...he doesn’t really
need a mentor but it is a plus for him that he has one...I think he mostly needs some
add-on activities so he doesn’t stay on his own all the time or kind of wouldn't
spend all his time with PC games or the TV...he spends all his time with the PC, as
much as he can if they don’t watch him...he sometimes goes out with friends, but
this is an add-on for him...taking him out of sitting behind his computer......and he is
kind of bored at home on his own so he can have fun...so I think he likes it, he can
talk about anything with me, and no one interrupts him, so he can talk as much as
he wants...it is probably important for him to get out of it (his routine) you know...

(Nina, December, 2011)

T: I think it is an add-on activity to his school, better for him than if he only went
home straight away and spent his time with his granny or waited for his mum to
come back home...he even has enough friends at school and activities out of school,
different aunties and stuff...so I think that when we meet once a week and go
somewhere, it is an add-on option for him...we can spend two hours together, I play
with him and stuff...we can get out too... it’s more about the fact that he looks
forward to the meetings, and it is time out for him from the daily routines, from his
regular group activities and from the school and other interests...we can ‘chill’
together, we don’t need to go out when he wants to stay at his place, so we stay and
play with something together...so I think he could somehow gain from the games we
play, from the Frisbee we used to play which he didn't know before...

(Tina, June and December, 2011)
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I: I feel that...even though he has football and mates, he spends lots of time at home
on his own playing PC games or watching TV, so he can go out at least once a week
and we play separate games he wouldn’t do with anyone else I guess...

T: And what do you think would be different in his life if he wasn't meeting you?

I: Well, no one can say that. I don’t know...he probably wouldn’t...know how to play
the game (Osadnici) that well, he would never go to aqua park in Barrandov, he
wouldn’t get paintball for his birthday...so I hope that I change his stereotypes a
little as he can get out of his neighborhood....

(Ivan, December, 2011).

6.2.2. RESULTED QUALITY OF PROVIDED SOCIAL

SUPPORTS

Following their helping attitudes, the supportive mentors further provided
optimally matched enactment social supports to children. In addition, they
supported children’s autonomy and competence. Detailed characteristics of
developed provided supports are discussed in the following part of the

chapter.

6.2.2.1. CHARACTERISTICS OF ENACTMENT SOCIAL SUPPORTS IN

SUPPORTIVE RELATIONSHIPS

With their approach, supportive mentors experienced particular needs of
mentees that they further supported during the mentoring meetings. Contrary
to controlling mentors, autonomy supportive mentors interpreted children’s
needs based on their experience rather than based on the information they
received on children from BBBS. As such, they highlighted the needs of the
children as they experienced them after five months of the duration of the
relationship.

For instance, Ivan mentioned the child’s lower resilience to stress that
was expressed when the child was losing in a game. Sara mentioned the
mentee’s emotional needs she perceived as being expressed in mentoring
interactions. In general, she mentioned the tendency of the child to be
physically close to the mentor and the child’s anxiety during the mentoring
meetings. Similarly, Nina connected with the child’s emotional needs when
she talked with her mentee about his expectations for the future concerning

his partners and future profession:
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S: ..he is kind of very easily scared...for instance when we were at the Halloween
parade, there were witches and some kind of fire show, and he stared at it (scared)
and he always grabbed my hand or something or you know...

(Sara, December, 2011)

Mentors also spoke of their perceptions of children’s relational needs. They
were perceptive to children’s reactions (anxious or avoiding) on themes
related to other people and realized that the children would probably need
support with relationships in different ways. In addition, they perceived
children’s relational needs experienced during the interactions with the
mentee following talks with the child. At the same time, they perceived
mentees” sensitivity in discussions about particular relationships. Thus,
contrary to controlling mentors, they perceived that the topic could be
emotional for the mentees, and they did not pursue it unless the children
expressed a desire to do so. In this way they respected the children’s attitude

and approached difficult topics sensitively.

T: Is there something you would be aware of and make sure you avoid in your
conversation during the meetings?
S: I don’t think there is...there are things in his family that were only briefly
mentioned but we never talked about it more, and we had no problems or
issues...because we don't talk simply about any heavy stuff, or it’s just...he’s always
having new ideas and wants to play, he’s still quite childish, so these kind of things
(we do).

(Sara, December, 2011)

I: He doesn’t talk or he’s avoiding talking about his biological father...he only
mentioned something once or twice...And I don’t ask him about it so...I feel like
there might be a barrier, a block, he simply doesn’t want to talk about him much...

(Ivan, December, 2011)

N: He has friends, he’s happy he has them, but if he minds something about them he
doesn’t tell them because they could stop being friendly with him. He might talk
with me about it, but I think he acts very different at school. Just the fact that he
wants to fit among them so he doesn’t say back anything but rather he has been
worried that when he goes to secondary school from the elementary, he might have
a little shock, it might be a problem for him...if he went to high school now, he would
be in it, it would probably be hard for him... but at the moment he fits somehow...

(Nina, June, 2011)

176



Resulted Provided Enactment Social Supports by Mentors

[ argue that mentors reported evidence of optimally matched (Cutrona, 2000,
Cutrona, Russell, 1990) enactment social supports. In general, they
approached the support of the children by establishing and providing

themselves as reliable steady adults in the mentees’ lives:

S: ...and the support, to make him feel he has someone to rely on... that’s what I was
focused on from the very beginning...when I promise something, make it really
happen...when I promised him that I'll have something for him or do something for
him, make him feel that it will really happen that way...

(Sara, June, 2011)

Furthermore, they also mentioned that they intended to make themselves
available to discuss topics with the children that mentees expressed an
interest in. In this way, supportive mentors suggested that they intended to
become a part of the mentee’s life in the role of older, wiser, supportive, and
close significant adult who the children could perceive as their informal
supporter, and who they could share their experiences with in the long-term.
Thus, contrary to controlling mentors, supportive mentors did not focus on
sharing their own values and experiences in the first instance, but primarily
focused on creating a secure relationship in which they could respond to the
children’s needs, and in which the children would feel free to express
themselves.

Ivan in general compared the efficacy of his mentoring role to the role of
Jon’s grandad. While he was aware of the significance of the role of the child’s
grandad in Jon's life, Ivan did not intend to become the authority of the
significant adult for the child. On the contrary, he was aware of the role of the
child’s grandad as well as of the contribution he would make if he became a
similarly informal significant supporter for the child in the mentoring role. In
other words, autonomy supportive mentors were aware of the nature of the
role of informally supportive close adults in children’s lives. Their awareness
about the nature of this role influenced their approach in supporting children

and their needs:

I: I would be very pleased, if I could be at least a little bit closer to the category of his
Grandad, you know, because he is a very nice authority figure for him, Jon kind of

respects him for how he can do things, he showed him many things around fishing
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and stuff...and even though I don’t think it will happen to me, I'd like to belong to
the category of his grandad at least a little bit, it is nice, or it would be nice...

(Ivan, December, 2011)

They described the emotional, informational, and esteem supports they
provided. In addition, they supported children as youth advocates with the
children’s care workers. Firstly, supportive mentors described how they
provided emotional support to mentees by supporting their emotional needs
during conversations. As they built up trust with their optimally matched
supports (Cutrona, 2000, Cutrona, Russell, 1990), the children confided in
them about sensitive emotional issues. Thus, mentors could provide emotional
support in response. For instance, Nina mentioned how she calmed the child’s

anxieties about his future:

N: ...for instance, we talked together even about the future, what he wants to do and
what are his worries for the future...I always tell him he doesn’t have to imagine it
now because as he grows older he will see it will be very different from now. I
wasn’t sure at that moment what to say, but I hope I always calm him down a little
bit...or he’s sad due to some things around him, he’s sad about his girlfriend...(he
told me that) he couldn’t hold her hand (last time) so he was sad about it...I told him
it is absolutely normal, that girls are shy and that she likes him for sure but I
understand that the girl (at this age) are this way...and when he grows up a little bit,
he’ll be able to visit her on his own...and stuff like that...

(Nina, June and December, 2011)

Secondly, mentors gave examples of how they supported children’s self-
esteem while responding to their expressed needs by using examples from

their own life experiences as well as giving feedback:

T: ..and you mentioned you told about him your own experiences...Can you tell me
more about it?

N: It concerned my experiences in my class at elementary school...he told me that
the boys only talk with boys, and girls tease them and I told him we had it the same
way too, when the boys were chasing us...because he told me he liked a girl or she
sent him a short letter but nothing came of that at the end and stuff...so I told him
we used to do the same, pretending that we care a lot and then argued who gets the
most attention from boys...but these are just little things, very insignificant...

(Nina, December, 2011)

I: ...I was happy because something worked out for us....he has a new phone Nokia

with a touch screen and he said he needed a stylus, the kind of stick you tick it with
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and it is quite expensive and he couldn’t find any around...and I told him we can try
it out together, we can check the shops...because here in Andél there is a mobile
emergency shop and so they sell used mobile phones and other stuff here...and he
was thinking of buying a stylus stick....and we arrived at the shop and asked and I
said we need a budget option...and she gave it to us for free! It was a second-hand
stick, used already but you don’t mind it about the stick if it’s used or not...so we got
it for free, greeeeaaat achievement, you know?

T: Was he happy about it?

I: ...and me too. We immediately tried to tap with it when we left

(Ivan, May, 2011)

Thirdly, supportive mentors provided the child with information support by
providing details and options in response to the child’s questions or concerns.
For instance, Nina recalled how she supported the child’s well-being by
discussing future educational options when the child was preoccupied with

the issue:

N: ...he was very preoccupied that he wasn’t sure how to decide about what will be
next in terms of what school he is about to study in the future or what he will do in
the future...he didn't know about the system of secondary and third level education,
he didn’t know that there is a secondary school and then a college so we talked
about it together...we talked about what is coming after elementary school, what he
would do when he’s finished there....and I explained it to him (the options) and he
was thinking about where he could go to study, what he’d actually like to do, what
he’d be interested in and stuff...he’d love to design and make models from paper,
that’s what he loves to do....so he asked me what to study to have a job like that in
the future....but these are really very little things...

(Nina, December, 2011)

Finally, supportive mentors also functioned as youth advocates for their
mentees. For instance, Sara got a chance to advocate for her mentee and his
abilities, strengths, and competence as well as for the relationship with his
mum when she was invited to a meeting with social services professionals. In
particular, as Sara perceived the child’s positive autonomy, she was willing to
advocate for the mentee and his competence in front of the professional
carers. She presented particular examples of the child’s coping skills and
competence that she had experienced in the mentoring relationship. Thus,

Sara supported her mentee and his autonomous personality in the role of
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advocate in order to improve and personalize the professional social care

services for him4eé:

T: What do you mean exactly when you mention “the case meeting”?

S: It was a meeting of people who have contact with Jan - his teacher from
elementary school, his social worker, his mum, the worker from the asylum home
where they stay now, and the family support worker, and us from BBBS/5P.... was
surprised when they described him as very autonomous in some ways but very
incompetent in some other ways, I haven’t found anything like that...I don’t think, as
they talked about him, that he’s insufficient in any ways, I don't feel it like that at
all...in general he’s got a very good sense of orientation, he can manage different
situations, that’s actually something I wanted to write to the social worker too...she
sent us the paper, the conclusions....I don’t agree with...when I organized the
meetings with him I feel I can rely on him coming more than if I organized it with his
mum, it is more complicated with her...they were thinking about taking him from
her....I am against it, I wouldn't do it even though I know there are risks but...I am
sure it would be very traumatic for Jan...I think it would really cause many
difficulties for him....he loves her I think.

(Sara, June, 2011)

6.2.2.2. RESULTED CHARACTERISTICS OF PROVIDED AUTONOMY SUPPORTS

IN COOPERATION WITH CHILDREN

In addition, the analysis clearly showed that the youth-led approach of
autonomy supportive mentors in cooperation with children supported

children’s autonomy and competence with:

1) Provision of Structure for Regularity of Mentoring Meetings;

2) Provision of Options AND Choice in Negotiation of Mentoring
Activities;

3) Focus on Activities of Interest to Mentees;

4) Mutual Involvement in the Activities of Mentees’ Preferences;

5) Provision of Positive Feedback; and

6) Provision of Challenge.

46 In addition, even though Sara perceived certain issues with mentee’s mother, she had respect
for the parent and the relationship the child had with the mum. On the contrary to controlling
mentors, she did not intend to emphasize the issues on the mentee’s mum’s side in contrast to
her “better” example for the mentee. Instead, she supported the relationship of her mentee with
his mum as she perceived it a significant relationship for the child’s healthy development.
Hence, she advocated for the mentee’s relationship with his mum in front of professional care
workers in the child’s best interest.
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[ discuss all these characteristics in detail in the following section.

1) Perceived Positive Autonomy and Competence in
Children

In general, all autonomy supportive mentors emphasized the children’s
strengths they had experienced in mentoring interactions. In particular, they
perceived the children’s autonomy and high levels of skills. Initially, autonomy
supportive mentors emphasized children’s positive characteristics, abilities,
and skills. In contrast to controlling mentors, supportive mentors did not
mention the weaknesses of children when talking about their autonomy and
abilities, but instead emphasized the children’s positive traits consistently
from the outset of the mentoring relationships, and continued to mention the
children’s positive skills, interests, and talents as positive traits as they
experienced them during the mentoring interactions.

In particular, they emphasized mentees’ pleasant and lively natures and
strengths of character such as perceived resilience and coping skills, as well as
their intelligence and communication skills. For instance, they mentioned the
children’s ability to travel independently by public city transport, their sense
of direction in public spaces, or mentees’ special ability to focus and

concentrate during the mentoring activities among others:

T: How would you describe him to someone who doesn’t know him?

S: ...that he’s a very cheerful boy, energetic, hyperactive...he likes everything, but
just for a short while...but actually it depends, when he likes something, he stays
with it longer...well, he’s friendly, nice...very lively, open so he had no problems
with communication from the very beginning...

(Sara, June, 2011)

I: He is cheerful, lively and sporty, and a very intelligent good fun boy (laugh)...it’s
fun with him, he is reliable for his age which I appreciate in him, I like it (laugh)....I
mean for instance when I lend him money, he brings it back and I don’t have to
remind him or only in a fun way and he even jokes with me...I am not sure if he
would do something bad to me...no, not at all, he’s easy...I think he has very good
social intelligence...

(Ivan, May, 2011)

N: Well, Leny is a ten-year-old boy who is smart, very witty, has a huge imagination,
he is insecure in some ways but when you get him on your side, he is friendly,

open..and more importantly, he is a boy of action, he’s good fun, he is able to talk
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about things with engagement, he has interesting opinions, discoveries, unusual
ideas...I think he is more intelligent than his peers. I like that even though he has a
disability he doesn’t see it as an issue, it’s the way it is...and he’s a very easy and
nice boy and it’s fun with him....he is very creative, a thinker...he’s constantly
creating new ideas about technical things, he likes planning or constructing
machines or plans for them....and more importantly I like the way he’s talking about
it, with such engagement....he’s very articulate, he has a very good vocabulary for
his age I think, he’s really intelligent....I am always again and again surprised with
the abilities of such a young boy, what he’s capable of, I never stop being surprised...

(Nina, June and December, 2011)

S: He is a very lively child. He has an angelic face so one would think he’d be calm
but nope...he is very nice but...just lively, you know...but he’s not naughty, he’s quite
a normal boy, very lively but he wouldn’t do anything bad, not at all...

(Tina, June, 2011)

Following that, I argue that the characteristics of autonomy supports were
evident in the described cooperation style of supportive mentors in

interactions with children.

2) Provision of Structure

Firstly, autonomy supportive mentors considered mentoring meetings as
quality time that they facilitated for children. They suggested child-friendly
places for the mentoring meetings rather than specific mentoring activities.
Thus, they provided children with a structure for choice consisting of activities
of interest to children. Autonomy supportive mentors also suggested child-
friendly activities that took place in the child’s community. This was to avoid
complications with travelling and to maintain the regularity of mentoring
meetings. They explained how this simplified the organization and logistics of
the activities.

Contrary to controlling mentors, who tended to rely on the suggestions of
the BBBS case workers, autonomy supportive mentors actively searched for
child-friendly resources close to the mentees” homes, and so they intentionally
structured mentoring meetings around the child’s community. They did not
hesitate in travelling, even a significant distance, to the child’s community, but
instead highlighted how much the mentoring meetings in the children’s place

were enjoyable for both the mentee and themselves.
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In this way they could overcome any issues around the organization of
meetings that arose in the relationships, and they were successful in
organizing mentoring meetings with high rates of regularity. Moreover, they
introduced children to community resources offered for children and young
people close to their own homes. The mentoring meetings organized around
the children’s community thus supported children’s autonomy and intrinsic
motivation in mentoring activities.

Supportive mentors also organized meetings outside the children’s
communities in different child-friendly places. For instance, they mentioned
playgrounds, parks, and historical sites of Prague that they perceived the
mentees would enjoy. However, I argue that the organization of meetings in
the children’s community was significant in establishing a regular structure to

mentoring meetings:

S: :...so the children’s cinema was nearby so we went there, then we visited the scary
forest also over there by his place, because it’s all somehow very well-reachable
there....because the communication with his mum has been complicated and so he
sometimes didn’t arrive at the meeting point we arranged and stuff so I thought I
would come to his place and pick him up....so for our last meetings I used to go to his
place and pick him up and so we arranged the activities around his place so we
could avoid complicated travelling by public transport....

(Sara, December, 2011)

T: He actually lives in (place of child’s living) and there is a house for children and
youth close to their place and they have a leisure time club there...with different
leisure time games and activities available, so we go there kind of often now...and in
summer we used to go to the park nearby and do outdoor activities ...we mostly go
to the park (name of the place), take the Frisbee or badminton with us...and there
are different playgrounds for Kids, so the time goes fast......so I most often adjust to
him, we build something, play together, through the ball....I try to adjust to him with
this play, he’s still a little boy so...I simply try to match with what he’s playing with,
or I also suggest something that I think he would like and stuff...

(Tina, December, 2011)
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3) Provision of Choice in Negotiation on Activities
In addition, autonomy supportive mentors supported children’s autonomy
with their strong focus on negotiation of activities with children. They made
sure to give children options and choice when they suggested mentoring
activities. Importantly, they listened to children, and so provided them an
opportunity to express their interests and wishes about the mentoring
meetings.

Supportive mentors treated children as partners in discussion about
mentoring activities. Moreover, they also respected children’s expressions of
dislike about activities they suggested. Thus, they authentically included
children in decision-making on activities and supported their autonomy by
respecting their wishes and interests.

As a result, I argue that mentors built up a mentoring bond with children
who were included as equal partners in decision-making. In other words, in
these negotiation events, mentors supported children’s frames of reference,
that is, their autonomy and competence (Ryan, Deci, 1985, Deci et al, 1994).
They provided choice to their mentees by giving them information about
activities and then involving them in the decision-making process. In other
words, mentors allowed children participate in decision-making regarding

mentoring activities.

4) Support of Autonomy in Youth-Led Activities
Finally, when autonomy supportive mentors suggested activities for
mentoring meetings, there was a strong focus on activities that were enjoyable
for children. The suggestions of activities ware led by the mentees” interests.
Contrary to controlling mentors, cooperation on the selection of activities was
youth-driven and prioritized children’s interests before the mentors’
intentions. The general attitude of autonomy supportive mentors primarily
focused on the enjoyability of mentoring meetings for children. Thus,
supportive mentors facilitated activities that were both driven by children’s
interests and the enjoyability of the meetings for children. In addition,
autonomy supportive mentors shared common interests with children, and
did not hesitate in changing activities according to children’s perceived

enjoyment or perceived.
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S: 1 don’t tend to push him into anything, we try to talk about everything and solve
things together...be it about where we’re going in particular, or in general, anyway.

(Sara, January, 2011)

N: ..when he’s bored with something, it is visible that he’s not interested, that he’s
bored so I am not interested either then, why should I be? ...and we stop it then...

(Nina, December, 2011)

Moreover, the children were encouraged by mentors to increase and develop
their autonomous expressions of their interests. As a result, after five months
of mentoring involvement, supportive mentors reported that they allowed
children lead the mentoring activities according to their own interests. They
outlined how they supported children’s interests in activities with empathy

and understanding of the child and his or her choices:

T: How do you select the activities?

I: After mutual negotiation. I think I usually suggest something with him being
excited about it and agreeing on it or adding on and suggesting something on his
own....for instance skating was his idea...because I didn’t know that you could
borrow the skates and skate for free there so he organized everything on his own,
or more likely he chose it and negotiated...or negotiated...he told me that and we
negotiated it together...and I surely have some ideas too so we discuss it together.

(Ivan, May, 2011)

T: How do you choose your mentoring activities?
S: Together in some way...usually I suggest something he might like or stuff...but
recently he came up with his own suggestion, he said he wanted to go to the
theatre...well, I was surprised and said we’ll find something for sure ...he always...as
he remembers the last thing we did together, where he was and stuff, so when I call
him, he’s always like: "Sara, I know where we could go this time...” and he always
mentions where we were the last time, or what he has in the mind at the moment or
stuff (Laughs)...

(Sara, January and June, 2011)

T: ..well, last time I suggested badminton, and he was interested and said yep, let’s
go throwing...and eventually we were building kind of tree houses...we played
badminton for a while and then did something else...so I'd tell him that if the
weather was bad we could stay at home or go the club room, and if it was sunny
outside, we could go out and take his monobike or something with us...and he’d be
like: ,yep, yep, all right.“... and I suggested the children’s club I'd found (around his
place) and he liked it...so he wants to go there quite often now......and now in winter

I am not against staying at home if he wants to, you know, I kind of understand him,
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he has lots of leisure time activities all week so I am not surprised he wants to stay
at home sometimes too.

(Tina, January, June and December, 2011)

6.2.2.3. RESULTED SUPPORT OF COMPETENCE PROVIDED IN SHARED

YOUTH-LED ACTIVITIES

Finally, supportive mentors mentioned that the shared mentee’s interests
supported children in their autonomy and competence during mentoring
meetings. They described how they got engaged and shared mentoring
activities led by children and their interests from the outset of relationships.
In addition, mentors described how they shared a conversation about the
children’s favorite activities and the fun that resulted from the play with the
children. For instance, Tina perceived her mentee to have a great imagination

that she connected with during their mutual play:

S: ..we went to Petfin...into the labyrinth there, and then we played at the
playground, which was awesome because he started to play on the things there,
some X factor or stuff...I don’t follow these much...but the point was the people
doing different tasks and stuff so we were jumping around over crocodiles, played
“run and catch me” etc....

(Sara, January, 2011)

T: ..he has a kind of great imagination and he likes to tell me incredible stories
when we play together...when we're in his place and I ask him what he’d like to do,
he always mentions what he’d like to play with and wants me to play with him and
he can just watch me and I'm like well, if he wants it this way, I support him in it...

(Tina, December, 2011)

Following the autonomy supportive approach, supportive mentors showed
strongly that they provided competence and enactment support to children in
mentoring interactions. Firstly, they sensitively supported children’s
spontaneous expressions with positive feedback on the children’s strengths
that they experienced in the mentoring interactions. In particular, supportive
mentors focused on supporting children’s confidence, self-esteem, creativity,
and skills. They gave the mentees a chance to express their own abilities that
they mutually shared, and they reflected with positive reinforcement. Thus,
they provided children with positive feedback on their skills, interests, and

abilities and hence supported the mentees” self-esteem and competence.
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For instance, Sara and Ivan illustrated their general approach and
examples of events when they provided positive feedback and encouragement
to children. Furthermore, Tina showed that she supported the child’s
competence in his imagination during play. She gave an example of play she
was involved in with the child, where she supported him in his autonomous
expressions as well as with his cognitive skills, when Tom played with stories.
Similarly, Nina described how she supported Leny’s imagination and ideas
when she provided positive feedback to him and encouraged him to further
develop the ideas he had shared with her. She emphasized her focus on
positive feedback in relation to the child’s expressed autonomous skills and
abilities. Hence, her positive and authentic supportive attitude to the child’s
interests and skills helped her to build the confidence, self-esteem, and skills

of her mentees.

S: I think that what he needs is exactly someone who encourages him about
everything he can do, because he can do many things. I don’t know if this is the time
when he’s gaining this feeling but...you can see it when he takes the menu and starts
to read it aloud intentionally and he just waits for me to tell him: “Yes, great, you're
very good.” ...and it is great, (I mean it)...so I simply want him to feel that he is good,
he is able to do many things and that’s what I think, anyway.....when he’s doing
something well or stuff, I am always with him, I always cheer him in it, support him
in it....the positive feedback, the appraisal....I see how much he always likes and
appreciates this kind of thing....

(Sara, June and December, 2011)

I: ..and I'm not sure...but I am always ready to admire him...for instance his sports
achievements in ice skating, his rotations and stuff...that’s something I can’t do,
apparently, so I think it is about the praise...and I don’t know if he likes it or not, or
if someone else praised him or stuff, but I do it because I couldn’t do the same
activity myself...

(Ivan, January, 2011)
T: He's got a great imagination, so I am trying to support him in it, encourage him in
it... The thing he likes most is to build from Lego, that’s something he can do for a
good while....always when we build together, we do both, houses or ships...and he’s
telling different stories with it...and he tells them to me and shows me what he’s
building and stuff...and then he tells me: ,You do this now...and we build
this...“...and today he praised me for how nice the ship I built was (Laughs)

(Tina, June, 2011)
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N: We talked about what he likes to do...and he told me that he likes to draw the
plans of different machines...and his mum tells him that it’s nonsense...and I tell him
that I like it and that when he grows older and becomes an engineer...constructing
something, it might help him then, he’s got great imagination and he can use it in
the future when he constructs something....and that it’s certainly not wrong and to
continue in it... he’s got special ideas and I actually tell him that it sounds good and
how would he do it in detail...and as I actually don’t know anything about all those
airplanes, tanks, and stuff, I always get to know something new and
interesting...when he’s interested in something, he reads about it or he talks about
it with his dad and I look at it and admire him about all that stuff he knows, and
many times I let him teach me in it...and I like it and enjoy it, you know...

(Nina, December, 2011)

Finally, supportive mentors supported children’s competence in events in
which they challenged children’s skills. They believed that children could
further develop their skills and abilities when they are optimally challenged
(Csikzentmihalyi, 2013). Thus, they provided mentees with activities that
challenged them to test their skills. Mentors provided children with a chance
to experience the need for competence intrinsically from IPLOC when
challenge was created around activities of interest to the children. As a result,
mentees got a chance to experience and further develop competence in skills
they employed in these activities.

Thus, I argue that supportive mentors facilitated optimal challenges, and
thus helped to satisfy children’s needs for competence when they followed
children’s interests through play. In particular, supportive mentors facilitated
the child’s need to feel competent when they noticed a particular skill the
child used in play and created an optimal challenge for it. [ argue that the
experience of flow in this play further provided opportunities for the children
to experience feelings of competence.

Ivan in general presumed that the experience of success in the challenge
he provided to the mentee supported the child’s competence and self-esteem.
Thus, Ivan identified his role of mentor as supporting the child to experience
optimal challenge in enjoyable mentoring activities. In particular, Ivan
mentioned the child’s skills in sports and fishing that he shared and
challenged during mentoring meetings. Ivan described how he supported the

child’s competence and self-esteem through challenging him when he agreed
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to play the child’s favorite board games regularly even if he was usually losing
the game.

Sara described how she optimally challenged the child with the use of
positive verbal supports. Interestingly, Sdra emphasized the authentic nature
of the event when she described how it developed by chance in response to

her attunement to the child’s interests and needs.

I: He's quite tolerant when I am not very good at football...he’s kind of a pro player,
he shows me some tricks...he’s very good at all sports...lastly he showed me how to
throw Frisbee behind the back correctly...and he wins at chess all the time...he was
quite surprised that I still wanted to play with him....because no one else wants to
play it with him as they always lose which I don’t really mind at all...

T: He mentioned he’s into fishing I reckon...He goes fishing with his grandad?

I: He goes with his grandad fishing quite often and then talks with me about his
catches...well, it is his interest so he’s got a good chance to train me in it because I
don’t know anything about it at all...so it might make him feel good that he can
(train) such an older (guy)...and then he always wins in any competitive matches we
play together...be it table tennis or board games or football...he’s always simply
better, more skilled...and I think that he can see that he can do well in these
activities...and that’s something that is probably very good for him...

(Ivan, May and December, 2011)

S: ...he can’t say R and R separately even though he is able to pronounce it in speech
it’s only not very clear sometimes....but there are times when he says it very clearly
and well...and it surprised me once because he often can’t say it and then he says it
easily just by the way....so I don’t intend to push him anywhere but I tell him: ‘Now,
you said it, it was very good, let’s try it again’....and it was an amazing story...we
went roller blading to Letna and he really couldn’t say R and there was a dog around
called Klara...and as he’s crazy about dogs, he was calling her: “Klalo, Klalo...” and I
told him: “Jan, see, she won’t come because it’s just simply not her name, her name
is Klara.” ...and he was trying really hard, and eventually he really called her KLaRa,
he said it and what happened was the dog really came to him...and I was so thankful
that it worked out, it was amazing and I was really happy for it, you know...

(Sara, June and December, 2011)

As a result of the mentors” approach, the children became more active in
talking about their interests and initiating activities with their mentors.
Supportive mentors described children’s increasing autonomy in terms of
higher confidence and openness in mentoring interactions. Nina mentioned
that she noticed the child’s decreased shyness and increased easiness,

closeness, and trust during mentoring meetings. Supportive mentors also
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shared the development of increased autonomy in their mentees during

youth-led mentoring activities:

T: And what does he talk about with you?

N: He talks very often about computer games because, as he puts it, he’s a maniac about
computers ...he loves to play PC games for hours, he’s kind of a bit addicted to it and he
can spend hours talking about it...he also shows me what’s new in it, how many levels
he’s achieved already and what it all contains...and in terms of his interests...he used to
talk for quite a good while about it... and I used to suggest the activities mostly myself but
he’s more active in it now in the way that when he finds or comes across something he’s

interested in he suggests that simply, he has no issues with that...

(Nina, December, 2011)

In sum, Figure 8 summarizes the pathways of developed characteristics of
social supports provided by mentors in supportive relationships. In particular,
Scheme 4 shows how the helping attitudes of autonomously motivated
mentors further developed into autonomy and competence supports of
children. In addition, they provided optimally matched enactment social

supports (See below).
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Figure 8: Summary Scheme 4 - Pathways of Provided Autonomy
Enactment Social Supports

Perceived Children’s Needs: Identified from
Interactions with Children. Initial Info about
Needs taken with Minor Importance

Perceived Role of Mentors: 1) Positive Available Add-On Activity to Daily
Routines of Kids, 2) Primarily Not for Facilitating Children’s Needs, 3)
Supportive Adults who are Part of Mentees” Natural Social Networks, 4)
Emphasis on Facilitation of Enjoyment of Activities, 5) Benefits for Children
Seen as Subtle and Implicit only, 6) Positive Interaction in Experiences of Fun
in Activities seen as Major Benefit

Characteristics of Provided
Supports in Autonomy and
Competence

Characteristics of
Provided Enactment
Supports

/Support of Autonomy in I“teractions\ /1) Provided as a Response to Expressed\

with: 1)Perceived Positive Characteristics
and Strengths in Autonomy and Skills in
Children, 2) Emphasis on Activities led by
Children’s Interest, 3) Provided Structure
for Regularity of Meetings, 4) Provided
Options and Choice in Negotiation on
Activities, 5) Mutual Involvement in

Activities, 6) Acknowledging and Following \ /
the Child’s Interest in Play

N Y, L

/ Support of Competence \

in Play with: 1) Provided
Positive Feedback on
Children’s Strengths in
Activities, 2) Provided
Optimal Challenge on
Children’s Interests

\_ /

Needs of Children in Interactions, 2)
Perceived as: Lower Coping SKills in
Stress, Socio-Emotional Needs,
3)Perceived Needs of Children Treated
Sensitively with Respect to the Child, 4)
Supports Followed Child’s Pace

Evidence of Increased
Autonomy in Interactions with
Children: Decreased Shyness,
Increased Confidence, Easiness

and Openess.
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Table 2: Summary of Chapter VI - Comparison of Characteristic
Features of Control and Supports in Mentoring Cooperation
In the following table I compare the main characteristic features of

cooperation in relationships arising from the initial quality of motivations for

volunteering and initial coping styles and the consequent dynamics of

mentoring bonds. The features of controlling and supportive relationships are

compared in terms of helping attitudes of mentors and cooperation in

mentoring interactions.

Initial Controlling

Motivations

Initial
Autonomous

Motivations

Helping Attitudes

Perceived Role of

Mentor

Intentional Role Model:
Judgemental Approach with
Non-Acceptance of Children

Significant Adult
and Informal
Supporter: Non-
Judgemental
Authentic Approach
with Acceptance and
Provided Social
Supports in
Information, Socio-
Emotional
Integration, Self-
Esteem, Autonomy,
and Competence;
and Advocacy for
Children

Perceived
Efficacy in
Children’s Well-
Being

Children’s needs presumed
on the basis of background
info.

Constant comparison of
mentors’ right (normal) and
children’s wrong (excluded)
social background

Intention to help children

Children seen as in need of
mentors” help

Non-Judgemental
regarding mentees’
background needs:
Can’t say why the
mentee is in the
programme. Does
not want to make
judgement.

Benefits of mentors
seen in facilitation
of relaxation, fun,
enjoyment, and
positive interactions
with children

Mentor seen as a
positive add-on to
children’s daily
routines

No presumptions on
mentors” efficacy in
children’s general
well-being

Enactment Social

Supports

Supports provided according
to presumed needs.

Supports did not match

Mentors saw
themselves as older,
wiser, supportive,
and close significant
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children’s needs in real time

Supports emphasized
children’s perceived needs
and deficits.

adults who were
available to discuss
topics of mentees’
interest

Aimed to develop a
secure and trustful
mentoring bond
Perceptive and
sensitive to
children’s needs
expressed in
mentoring
interactions

Provided optimally
matched enactment
social supports

Cooperation in Nature of Activities selected Youth-Led approach
. . intentionally to meet to selection of
Mentoring Mentoring . , « L
children’s needs, as “good- activities:
Interactions Activities for-children”
Activities facilitated
Repetitive in children’s
community secured
Perceived as limited in high regularity of
enjoyability meetings and
confidence of
Activities instrumental to children in
satisfaction of mentors’ negotiation
initial motivations
Focused on
facilitating
enjoyability and
positive experiences
for children
Control/Support Children’s Autonomy and Mentors’
of Autonomy in competence seen as weak or | emphasized

Cooperation with
Children

in terms of negative
characteristics

Control of children’s choice
in the negotiation and
selection of activities

Activities of mentors”
interests

Activities agreed in
cooperation with
mentees parents/guardian

Activities pre-agreed before
the mentoring meetings
commenced

Children expected to show
interest and be responsible
for organizing the meetings
and activities

Matches often joined and
emphasized the group
activities organized by BBBS

children’s autonomy
and sKills in various
activities

Selection of
activities supported
children’s autonomy

Provided structure
on activities of
children’s interests

Provided options
and choice to
children in
negotiation of
activities

Focus on facilitation
of activities of
mentees’ interests

Mutual involvement
in activities of
mentees’
preferences
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Support of

Competence

No Significant Evidence

Optimal challenge
for mentees” skills
provided in play
based on mentees’
interests

Provided positive
feedback on
mentees’ skills

Resulted
Evidence of
Support/Control
in Children

Children rarely suggested
their own ideas

Children complied with
mentors” choices

Children were active
in suggesting
activities and
interests to mentors

Children initiated
activities

Children sought
advice and support
from mentors

Mentors perceived
decreased shyness
and increased
confidence and
openness in
cooperation with
children
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CHAPTER VII: CHARACTERISTICS OF
SATISFACTION AND RESULTED

DYNAMICS OF MENTORING BONDS

7.0. INTRODUCTION

The previous three chapters of analysis showed how the initial quality of
motivation impacted on characteristics and quality of developed mentoring
bonds. Chapter VII will argue that the quality of initial motivation had an
impact on relational satisfaction; and resulted in 1) dynamics of decline and
dissolution in controlling relationships; and 2) dynamics of supportive natural
mentoring bonds in supportive relationships.

After five months of mentoring involvement, the dynamics of controlling
and supportive relationships developed differently. Controlling relationships
were characterized by perceived relational dissatisfaction, emotional distance,
and conflict. Contrary to supportive relationships, the dynamics in controlling
relationships was moderated by a two-month summer break in meetings, and
they were not very successful at renewing the mentoring bond after the
summer break. Thus, the controlling relationships entered a phase of decline
and dissolution before/after eight months of mentoring involvement. In total,
five out of six controlling relationships terminated their regular meetings in
the BBBS programme before or shortly after ten months of meetings.

By contrast, strong qualities of mutuality, trust, and durability of
relationships were evident in autonomy supportive relationships. In
particular, the supportive relationships were characterized by closeness. I
argue that the focus on children’s interests in activities facilitated their
enjoyment of meetings and their general satisfaction with the mentoring
relationship. As a result, supportive relationships developed into mentoring
bonds with long-term durability and the qualities of informal (natural)

mentoring relationships.
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7.1. CONTROLLING MENTORS

As we saw in previous chapters, controlling mentors’ expectations of the
children’s behavior were related to their initial controlling motivation for
mentoring involvement. Children’s explicit feedback on mentors” efficacy in
the mentoring role was crucial for their mentoring satisfaction and
involvement in the mentoring bond. Firstly, I argue that mentors with initial
controlling motivations made children responsible for the quality of the
mentoring experience and their relational satisfaction. Thus, the children
experienced conditional acceptance in return for their compliance with the
mentor’s expectations. Secondly, I argue that the developed closeness had
loose relational boundaries and imposed risks of emotional overinvolvement
of mentors. As a result, five out of seven controlling relationships had
dissolved by 12 months of mentoring involvement. Two relationships

continued meetings with controlling dynamics evident in the mentoring bond.

7.1.1. RESULTED SATISFACTION IN THE MENTORING ROLE

The Chapter V argued that mentors with initial controlling motivations left
their mentoring challenges unresolved. In addition, they tended to control and
prevent the experiences of perceived challenge by controlling children’s
behavior; satisfaction in the mentoring role was similarly contingent on
children’s behavior. Mentors expected explicit positive feedback on their
efficacy to make them feel satisfied in the mentoring activity. Mentors’ sources
of satisfaction were thus regulated from EPLOC in children’s behavior, and so
children’s positive feedback became instrumental to mentors” positive
involvement in the mentoring interactions. This dynamic led to the
development of risks in mentoring interactions imposed on children. The
following part of the chapter will discuss the characteristics of mentors’

satisfaction in controlling relationships.
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7.1.1.1. CONDITIONAL SATISFACTION AND INVOLVEMENT OF CONTROLLING

MENTORS

[ argued in Chapter V that expectations regarding the involvement of children
were aimed at the fulfilment of mentors” initial controlling motivations from
EPLOC. Thus, perceived explicit positive feedback from children facilitated
mentors” feelings of efficacy and acceptance, and thus their perceived
satisfaction in the mentoring role. Controlling mentors were satisfied with the
explicit feedback of children that expressed their appreciation of their
attention during the mentoring meetings. After five months of mentoring
involvement, controlling mentors interpreted children’s satisfaction as
relatively high. This satisfaction was perceived as children’s active
involvement with explicit positive feedback on the mentor’s performance.

For instance, Marta and Luisa expressed how the children’s feedback on
their efficacy in the mentoring role was crucial to their satisfaction and
involvement. The children’s explicit feedback satisfied mentors” initial
controlling motivations from EPLOC and thus mediated their satisfaction in

the mentoring role:

M: ...basically there are times when one is annoyed and bored with it. It only costs
time and seemingly there is nothing in return, but then the feedback comes and
those are the nice moments....when she suddenly runs to me and tells me that she
likes me a lot and that she was looking forward to meeting me, that’s something that
warms my heart...these are the moments when I don’t regret doing it...so I think it is
very important to keep up the regularity of meetings and share activities where we
mutually confirm our satisfaction....

(Marta, June, 2011)

L: We got lost together during a meeting, and we had to walk a long way before we
found our direction...and she didn’t complain...it was nice that she didn’t tell me off
for it...and we went shopping together once and I bought her a hoodie and she
always wears it since then...so it was a good experience for me - to go shopping with
her (Laughs)

(Luisa, June and December, 2011)

Children’s explicit acceptance of the mentor expressed with closeness towards
them moderated mentors” involvement in a mentoring bond. Thus, I argue
that mentors with initial controlling motivations made children responsible

for the quality of their mentoring involvement and experience in the
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mentoring bond. They emphasized that the explicit feedback of joy was
perceived as evidence that the needs of the mentees had been satisfied. These
feelings, in turn, were relevant to mentors’ initial motivations and thus their

satisfaction that mediated their involvement into the bond from EPLOC:

M: There certainly are moments when she is happy enjoying things, that kid then
opens up and says something from her past and then I feel the bond is strong...at the
same time I like it, as I am pushing myself to do something...I think it is time
meaningfully spent for me and I have a good feeling that I am doing something that
needed for society...We certainly spent time together that was amazing...I took her
on a trip and she was excited....and it was clear that she wasn’t used to someone
paying this kind of attention to her...it was the time when I realized that these kids
need the attention of the mentor.

(Marta, December, 2011)

V: For me the best thing is that what I'm doing is not pointless...that when I am with
Aaron he lets me know why I do it...that I bring him joy.
(Viki, June, 2011)

K: I was thinking it was clear that she doesn’t have enough impulses and that it is
good that, not that she appreciates it, but how she was discovering new things...she
told me she knew many things from classes they had about Prague but that she was
only seeing it in reality with me...she took photos of everything and we had fun...it
was nice...

(Kvéta, June, 2011)

In other words, mentors’ involvement was mediated by the perceived
fulfilment of their expectations by children from EPLOC. They were willing to
become involved, accept, and support the children as far as the children
complied with their expectations and satisfied their initial needs. In this way,
controlling mentors emphasized the features of the children’s role they
expected the children to perform that would fulfil them in their mentoring
role.

Controlling mentors expected mentees to share responsibility for
organizing mentoring meetings. For instance, Barbel and Matylda expected the
children to organize the mentoring meetings and supply ideas for mentoring
activities. Luisa also expected the child to become a relationally equal partner,
sharing responsibility and supporting the mentor with her personal issues,
and thus to fulfil her initial motivation around need for emotional integration
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(Weiss, 1973). In other words, the child was expected to provide emotional
support to the mentor and thus facilitate satisfaction in the mentoring

involvement:

L: T: What would be the ideal relationship for you?

L: To make her talk more...to be able to talk about what makes us worried, etc....if
this could change, she would be more chatty and would come to me and ask me how
am I doing or what I was doing...she doesn’t have to come up with the questions, but
when I ask her, she could ask the same, it would be significantly different then (I'd
be happier with her)...for instance I have a friend, she is 18 but no one would guess
she is that age...she is practically blind and she has other issues...I meet her
occasionally...she is still very childish...and we talk together...I ask her about her
boyfriend and she asks me about mine and...I told her last time that I moved to his
place and she replied how romantic it was...so if it was something similar with
Denisa it would be perfect...

(Luisa, June, 2011)

M: I told him to make an effort, that I won't meet him unless he makes some effort
to show that he wants to go somewhere... I told him: “If you want to go to the view
tower...there is a Planetarium nearby there...you only need to text me that you want
to go there...and we’ll go....”

(Matylda, May, 2011)

T: Have you ever felt emotional distance, or some issue or been annoyed with her or
similar?

B: I did...It was in winter. We agreed where she would wait for me, but she came
here (to the BBBS club room) as her mum told her to, but I was looking for her, and I
was little bit annoyed. It wasn't her fault, but she should remember what I told
her...I didn’t even hear her apology, she wasn’t bothered that I was looking for her
there...

(Barbel, June, 2011)

7.1.1.2. SATISFACTION MEDIATED WITH OVER-INVOLVEMENT OF

MENTORS: COMPULSIVE HELPING

[ argue that mentors regulated from EPLOC needed to satisfy their initial
motivations through mentoring interactions. They intentionally created
mentoring interactions as an instrument for their own satisfaction. To satisfy
their initial introjected motivations, some of them became instrumentally or
emotionally over-involved in the children’s well-being. 1 argue that the

experience of over-involvement for the children was developed from EPLOC to

199



satisfy the initial controlling motivations for volunteering of mentors. Thus, |
argue that they developed emotional and instrumental over-involvement in
the well-being of the child and their family, outside of the mentoring match,
with the aim of satisfying these initial introjected motivations.

For instance, Luisa felt her needs were satisfied by taking responsibility
for her mentee’s care and well-being, thus showing how controlling mentors
got satisfaction from caring for mentees” material needs, such as buying them
expensive gifts. They became responsible for the child’s well-being outside the

mentoring match to get external approval for their mentoring involvement:

L: ..I take care of someone, I mean I have a responsibility for someone...and when I
told my mum a bit about Denisa, she started to accept the idea that I can be
important for her, that it is not just childminding, that it can have an impact on
her...I wanted to do something for her so she could become at least as wealthy as
you, you know...but you have limited options, time...I only have one afternoon a
week, and I can’t make her life the same as most peoples’...you just don't live with
them...so I originally thought...I could take up the role of her parents and go to her
school and talk with her teachers...but I know it should be her decision, shouldn’t
it?...and they don’t recommend it to me, anyway (BBBS case workers)

(Luisa, December, 2011)

The over-responsibility they developed consisted of an intention to facilitate
and satisfy children’s emotional needs as perceived by them. Nevertheless,
mentors who were over-involved in children’s emotional well-being soon
began to feel the burden of emotional over-responsibility in the mentoring
role. As their over-involvement was regulated from introjections, they were
unable to balance the challenge of emotional boundaries in the mentoring
bond, and as a result, as the mentors could not impact directly on children’s
general well-being outside the mentoring match, they began to experience the
mentoring role as a burden and with feelings of frustration. In other words,
the emotional over-involvement directly developed from the dynamics of the
initial perceived challenges around closeness that were not resolved. The
initial inability to establish secure emotional boundaries in the mentoring

bond was followed by the emotional over-involvement of the mentor:
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T: What do you think would be the biggest challenge for you?

V: I think of the situation in Aaron’s family, it makes me worried. I'd like to help him
somehow, but don’t know how...can’t do much with it...and when he’s sometimes
unhappy at home, or when it’s not the way it should be...it is his situation in general
(that is difficult for me)...because I like him, and I know that he’s a lovely kid who
deserves something better...so I often wonder if he’s doing well, if he’s getting what
he needs, and if there’s any physical violence in his family....

(Viki, June and December, 2011)

7.1.2. RESULTED EXPERIENCES OF CLOSENESS WITH DYNAMICS OF
RELATIONAL DISSATISFACTION AND DISTANCE, DECLINE AND

DISSOLUTION OF THE MENTORING BONDS

As we will see in the following section, the closeness in the controlling
mentoring dynamics imposed several risks on children. Firstly, the mentees
experienced a lack of boundaries in the mentoring roles, and thus the
insecurity of their involvement was ethically questionable (Rhodes et al,,
2009, Spencer et al, 2006, Brumovska, Seidlova Malkova, 2010). The
closeness in controlling relationships was based on similarities in background
and interests. In addition, mentors developed emotional over-involvement in
the mentoring bond. Secondly, the emotional bond was experienced with
dissatisfaction; the emotional and physical distance of mentors and mentees;
experiences of boredom and detachment; and decline of involvement in the
mentoring bond. As a result, four out of six controlling relationships dissolved

during the first 11 months of mentoring involvement.

7.1.2.1. CLOSENESS IN SIMILAR BACKGROUND OF CHILDREN AND

CONTROLLING MENTORS

In general, controlling mentors identified with background experiences that
they shared with children ranging from childhood experiences to shared
interests. For example, they mentioned that they shared experiences with the
children that they were familiar with from their own experiences of childhood.
For instance, Barbel identified how the child’s issue with reading reminded

her own childhood experiences:
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T: What do you have in common?

B: Drawing, and maybe shyness to some extent...maybe I'd also say that the
challenge of reading she has, she makes lots of effort...when I think of myself in her
age I also had issues with it (reading) and I remember I also read a lot the same way.

(Barbel, June, 2011)

Experiences of Mutuality in Shared Mentoring Events

Controlling mentors highlighted the fact that experiences of closeness did
occur when mentors took part in activities that the children actively enjoyed.
They described mutual involvement in events that spontaneously evolved
from mentoring activity into play as experiences of relational closeness and
flow (Csikzenmihalyi, 2013).

The mentoring meetings that were facilitated with spontaneity around
children’s interests, that is, outside of the usual routine structure prescribed
by controlling mentors, were experienced with mutual involvement and
enjoyment. Consequently, the activity developed a flow of play that mediated
feelings of mutuality and relational closeness. In other words, similarly to
supportive relationships, the mutually shared enjoyment, interest, and/or
excitement of children in mentoring activities mediated the experiences of
quality relational closeness. This mutuality can be described in terms of the
autonomous genuine involvement of mentors who shared children’s
enjoyment of activities. However, these experiences were mentioned as

exceptional, and occurred only rarely in controlling relationships:

L: ..when we run together to catch the bus or metro there are times when I feel no
difference between us. I told her: “Look, there is a metro waiting...” and I caught her
hand and we both wanted to catch it so we ran together...and then I told her: “Look,
there’s a tram waiting, do we want to catch it?” ...and I really meant: Do we want to
run to catch it? ...and she caught my hand and let me lead her, and we ran together
..that was a time I felt close to her.

(Luisa, June, 2011)

M: ..when we were in the labyrinth, he was running around; he likes to go up with
the funicular, there are simply things he likes to do...

T: And what did you do when he was enjoying the activities?

M: We did silly things together, we were naughty together...it wasn’t that he was all
alone in it...

(Matylda, May, 2011)
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T: Is there some experience or period of time that would be best of all of it?
B: The visit to the swimming-pool. That process of getting to know what it is because
she had never been there before...so I had an experience, thanks to her, because she
had never been in such a huge swimming-pool before, she had only ever played in
the children’s pools. That moment before she went in, it was the best.

(Barbel, June, 2011)

Mutuality and Physical Closeness

Moreover, I argue that in controlling relationships, three out of seven initially
tracked mentors did not provide secure experiences of closeness in the
mentoring bond due to unresolved dilemmas of mentoring involvement (Deci
et al,, 1994, Ryan, Solky, 1986, Bowlby, 2010, Brumovska, Seidlova Malkov3,
2010). In general, children in mentoring relationships expressed their
engagement with mentors with physical touches, such as hugs and cuddles?’.
Controlling mentors recalled experiences of physical contacts in close
interactions with children. In particular, physical touches were emphasized as
experiences of closeness with children in interactions by controlling mentors
only.

[ argue that the physical and emotional closeness in relationships was
linked to mentors” initial introjected motivations, as well as with the initial
dynamics of unresolved challenges in the mentoring role. Physical closeness
was an instrument that regulated mentors” satisfaction from EPLOC, and I
argue that the high degree of emotional closeness and physical contact in
mentoring interactions was satisfying for mentors as the instrument for
experiencing their initial introjected motivations for volunteering.

Firstly, controlling mentors highlighted that they perceived physical
touch to be the spontaneous expression of the children’s character, needs, and
involvement in the mentoring match. They recalled that the children were
emotional towards them in mentoring interactions, and that they occasionally
hugged the children to respond to their needs as they perceived them. They

also interpreted children’s hugs as a sign of trust towards them:

47In general, physical touch, such as hugs, are acceptable by the rules of the BBBS Czech
Republic programme. According to the BBBS CZ programme’s policy, physical contact supports
children’s positive development and satisfies their needs in mentoring interactions. In addition,
mentors are encouraged to dedicate more than three hours a week to children in occasional
activities such as sleeping over in mentors” places, and these activities occur often among BBBS
CZ matches.
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L: ..we occasionally do that when we meet up or when we say good bye, we hug each
other...it's not a rule really... but she needs physical contact too.

(Luisa, December, 2011)

T: Do you ever feel close to her? Why would you feel that way?
B: I am thinking about her running to me when we meet up and saying “hi,” and she
hugs me many times when she sees me, when we meet up, which wouldn’t be usual
with everyone.

(Barbel, June, 2011)

M: Very, very emotional...she likes physical touch, and she’s like:“You re kind of like
my sister”...very sensitive, really...and cuddling...she likes to talk, she likes to
cuddle...

(Marta, December, 2011)

Secondly, I argue that the patterns of physical closeness breached the secure
boundaries of the mentoring bond and posed emotional risks to children
(Brumovska, Seidlova Malkova, 2010). For instance, Kvéta described the
characteristics of mutuality in mentoring interactions with an emphasis on
physical contact as a significant feature of quality and satisfaction in her
mentoring bond. She described her understanding of the mentoring role in
terms of the parenting role, and emphasized that she was fostering the role of
mother in relation to the child during the mentoring meetings. Hence, she
intended to respond to the child’s emotional needs by taking on a mothering
role (Ryan, Deci, 2000, Ryan, 1991, 1993).

Furthermore, Viki mentioned how she let the mentee kiss her briefly
when giving her birthday greetings. Following that, as the mentee continued
with the same expressions of closeness on other occasions, Viki concluded that
the mentee was becoming more close and intimate with her. In fact, it seemed
that Viki had not reflected on the possibility of crossing emotional boundaries
towards intimacy in her mentoring relationship before talking about it in the

research interview:

K...she missed the experience of the mothering bond, and so I think that my role is
half friendly, that I'm Kind of a close friend to her, but at the same time she sees the
adult woman in me so she tends to cuddle and hug and says that she’s my baby...so
it is not just a friendship between us...it is natural and with the spark of
motherhood...she’s interested in me as well, and she knows I care for her, so it is not
just about picking her up and going swimming together and then bringing her

back...we also chat together, the interaction is personal and more intimate as she
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needs to cuddle, hug ...so we play together and it involves physical touch which I
haven't experienced with boys before...

(Kvéta, December, 2011)

V: ...the only thing I am aware of is that he gives me a kiss on his own...he’s not
ashamed anymore, and he knows he can do it...so when we were in his current
place, he came to me, stood next to me and said: “I looked forward to seeing you so
much.” ...and Kissed me, yep, it happens...even when I had my birthday in July, he
congratulated me and gave a Kiss...so I think that, in this way, it is visible that he
really...that he likes me more and more....

(Viki, December, 2011)

Therefore, the characteristics of closeness in three controlling relationships
developed features of intimacy with dynamics of lack of respect of and control
over emotional boundaries (Ryan, Deci, 1985, Weiss, 1973, Brumovska,
Seidlova Malkova, 2010, Ryan, Solky, 1996, Deci et al., 1994). Viki and Aaron
maintained regular meetings with the deeply close involvement of both
parties. Hence, after five months of mentoring experience, Viki had positive
expectations for the future of the relationship. However, after the summer
break the situation in Aaron’s home became serious. Viki stayed involved in
the relationship and remained supportive to the mentee during that time. The
situation was emotionally overwhelming for Viki as she was challenged with
maintaining healthy boundaries, and so after 11 months of mentoring
experience, she reported feeling significant stress due to the responsibility she

had taken on for his support and well-being:

V: ..I am very worried about how he is going to end up...if they are separated, I'd be
worried he’d not end up well...because I would be able to help him anymore if he
moved away from me...I probably wouldn't know what to do in such a situation, and
I'd be very sorry about it because I really, really like him a lot.

(Viki, December, 2011)

Kvéta and Caroline’s meetings were interrupted after the first three months,
but renewed again after eight months. I argue that the break in the
relationship was part of the controlling dynamics of closeness vs. distance in
the mentoring bond that Kvéta developed. Kvéta neither reflected on the level
of closeness and intimacy in the relationship, nor the possible reasons for the
interruption in the mentoring meetings. On the contrary, she remained active

in her mentoring role as it was satisfying her controlling motivations
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instrumentally from EPLOC. Kvéta expected that the mentoring relationship
would endure in spite of the unresolved dilemma of closeness in the

mentoring bond:

K:....even though we were not meeting regularly for a while, because Caroline had
another friend and had lost interest in meeting up with her older friend (a mentor),
we started to meet up again regularly, and it was evident that the bond was still
there and it was quite strong, so we could start to meet up again and continue with
what had already been initiated but interrupted...it’s just like we go on as if nothing
had happened...it's not that anything was wrong.

T: How long do you think you'll be meeting up?

K: I'd like it to be for as long as possible...and I would really like to see her
adolescent years (laughs)...I hope the relationship deepens into a friendship outside
of the BBBS/5P programme...and I'd like our cooperation to last longer so I could
see how she’s doing, how she’s growing up, it would be nice...

(Kvéta, December, 2011)

Finally, the third relationship with the dynamic of emotional overinvolvement
had to be reported to child protection services due to the consideration of
potential harm to the child. Thus, the match was not included in the analysis

and reporting of research results due to ethical considerations.

7.1.2.2. RELATIONAL DISSATISFACTION, DECLINE AND DISSOLUTION OF

CONTROLLING RELATIONSHIPS
In addition, the data showed strongly the characteristics of resulted dynamics
of relational dissatisfaction, decline, and dissolution in controlling

relationships. I discuss the details in characteristics in the following part.

1) Dissatisfaction in Mentors” Unfulfilled Expectations for
Children’s Involvement
Firstly, controlling mentors reported significant dissatisfaction in the
mentoring role and in the relationships. They developed features of emotional
distance in the mentoring bond in reaction to the unfulfilled expectations they
had about their and the children’s involvement. They emphasized the
expectation that children were responsible for providing positive feedback as
part of their active involvement in the mentoring relationship. In other words,
they were unwilling to become involved in and share mentoring activities with

mentees unless the children behaved according to their expectations.
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Controlling mentors mentioned how the lack of fulfilment of their initial
controlling motivations mediated their own low commitment to further
involvement. They emphasized that the lack of positive feedback from
children on their mentoring activity mediated their dissatisfaction and
consequent emotional distance and withdrawal from the mentoring
relationship. Controlling mentors felt they were not benefiting from the
mentoring experience with the children any longer. Furthermore, they
specified that the mentoring experience did not provide the satisfaction they
initially expected. They described how the communication with the children
and the overall experience became rather frustrating and dissatisfying for
them.

[ argue that the reasons for mentors” dissatisfaction and consequent
distance towards children in the mentoring bond developed due to their
inability to accept children’s autonomous natures and styles of involvement,
as these conflicted with mentors” initial expectations. Thus, mentors
confirmed that their initial controlling motivations remained unsatisfied by
children’s mode of involvement in the mentoring bond. Consequently, they
concluded, in congruence with their initial motivations, that the perceived
distance and consequent decline and dissolution of the mentoring
relationships was caused by the mentees’ character, their lack of interest, and
their inappropriate involvement in the mentoring bond. In other words,
children’s natural characteristics were given as the reasons for the mentors’
dissatisfaction and emotional distance in controlling matches. In this way, they
could still attest to their own competence in the mentoring role when the

relationship dissolved:

B: ...I think the year with her brought me experience. But I think if I had stayed
another year, I wouldn't have gained anything from it as we know each other
now...even if it’s better the more we know each other, I would not have the
challenge; so the fact is that it doesn’t bring me anything new anymore...It just feels
like I am only giving to her now, I am teaching her...but she can’t give me anything
like that because she is a little kid...kids can give a lot but this is just not enough...
(Barbel, December, 2011)

M: ..now he comes, smiles, and keeps quiet...before he was a bit chatty, but now,
when I don’t ask him, he can go all the way to the viewing point without saying a
word...he’s old enough and quite capable ...so he should be willing to show an

interest!
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T: And how do you feel about seeing him once a month only?
M: I always ask him where he wants to go or what he wants to do. He replies that he
doesn’t know, he doesn't care. I ask him then: “Do you want to go to the swimming
pool?” and he replies: “Yeah, we could go there.” ...but ultimately he says he doesn’t
care.
T: And what do you think about it?
M: I kind of don’t care now either where I go with him since he doesn’t
care...Meeting up once a month and being bored, having no plans where to go - I
don't like that.

(Matylda, May, 2011)

M: ...she got used to things and adapted to the common routines and lived at home
again and I felt like she liked me, she enjoyed the time spent with me, but on the
other hand she didn’t directly need me...and I felt like I didn’t have that much to
give her because, to be honest, I am not her peer ...so it was more like the way I
organized some activity, she liked to take part in it, but it wasn’t that she needed me
and took things from me directly...even though she surely liked to talk about certain
issues with me more than with her peers.

(Marta, December, 2011)

L: Well, I often feel like the adult, not exactly a parent but I don’t feel we are on the
same level...
..because the level and tastes of Denisa...this family functions completely
differently, and they live differently...I could not imagine living there, you know
..she just gets on better with kids like M. who is 6...they enjoy farting on their hands
and that kind of thing, and laugh at the silliest things, and I just simply can’t lower
myself to this primitive kind of level if I say it in a mean way...I just can’t laugh with
her at these things, or enjoy such things...and I just can’t make myself like her...if I
was in her skin, I would feel like I was just hanging around from nothing to nothing,
I would be bored, but she just seems to be happy in it...and this is my general
impression actually...she draws some kind of signs on paper...if I was in her skin, I
would feel like...drawing something ugly...but she is evidently happy in it...she’s just
unpretentious, very simple in some ways...

(Luisa, December, 2011)
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2) Distance and Disconnection of Mentors in Children’s Play
Mentors reported that they perceived feelings of distance due to differences in
the mentoring match. These feelings of emotional distance in relationships
were mediated by perceived differences in backgrounds, characteristics, and
interests between controlling mentors and their mentees. In particular,
controlling mentors emphasized the age and background differences between
them and the children. They also described feeling emotional distance in
mentoring interactions.

Controlling mentors argued that, because of this, they could not accept
children as equal partners in the mentoring bond. They considered their adult
status to be the reason for the perceived emotional distance in the mentoring
bond. Thus, the distance in the relationship developed due to mentors’
decreased involvement in the mentees” interests. In particular, controlling
mentors mentioned the distance and detachment in terms of their own lack of
willingness to communicate with mentees, to become involved in mentees’
interests and play, and to provide support in response to mentees’ expressed
desires.

For instance, mentors mentioned how they spent time on their own in
activities they were interested in while the children were doing another
activity that they enjoyed more alongside them. In other events, even though
mentors shared an interest in the activity with the child, they did not
participate in the activity in a way that the mentee would prefer and enjoy.
Finally, mentors also mentioned spending time in activities that children were
interested in, but not being actively involved in the events. As a result, the
mentors and mentees did not share activities in such a way as to be two
individuals engaged in activities in parallel. Thus, controlling mentors were
challenged by regular feelings of emotional distance and detachment in
interactions with the children they felt dissatisfied with.

Luisa and Marta, for example, emphasized both the difference between
them and the children in the general enjoyment of the activities, as well as

their inability to get involved in play because they did not accept it due to the

209



perceived differences. They even concluded that the mentees” enjoyment of

play was not acceptable to them*s:

M: I certainly feel bored sometimes...you can’t avoid it, the kid is younger, she is 12.
We don’t share an interest in animals for sure...she can talk about dogs for hours
which is something I'm not in to much...and then sometimes I don't like to listen to
what the boys are doing...she’s very busy with childish love affairs, so I have to talk
to her about it to some extent to fulfil our obligations to talk about everything but
these childish views I don’t share any longer...I am surely a few years older already
(than her) ...

(Marta, June, 2011)

I perceive it like I am the older, wiser, and more responsible one, we are not on the
same level...I am just kind of an adult in it, you know...when she goes to swing at the
playground, I sit on the bench and wait for her and start to look at my phone or
stuff...and Denisa is swinging there and then she stops and says: “let’s go.“...to be
honest I don’t enjoy swimming with her...I like swimming, I used to like going
swimming on my own...but the way I do it is to get into the pool and really swim
..but I don’t like doing silly things, but with Denisa we spend the time separately
there...I could be swimming around, she’d be trying her water hand-stands and
other silly stuff...I kind of expected that during the time we spent together we would
become closer but...I don't feel like we are there together...we are just two separate
individuals...

(Luisa, June and December, 2011)

3) Experiences of Boredom; Physical Distance of Children
and Dissolution of Relationships
As a result of controlling characteristics, experiences of emotional distance
and dissatisfaction in the mentoring bond, it appeared that children
themselves became amotivated for mentoring meetings. Thus, after 3-8
months of mentoring involvement, the experiences of boredom marked a
phase of decline (Keller, 2005) in controlling relationships.

In particular, mentees themselves started to express their lack of interest
in mentoring activities, expressed boredom, and finally withdrew from
mentoring meetings. Controlling mentors described the relational distance in
terms of the perceived boredom they experienced during the mentoring
activities. They mentioned that the children expressed boredom as they

disliked the nature of mentoring meetings. In addition, the perceived distance

48 ] argue that the EPLOC regulation of their involvement prevented them from having empathy
with children, and thus from authentic interactions with the mentees.
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in mentoring interactions was caused by the rigid routine of the mentoring
meetings, perceived as boring by children, as well as by the low level of

mentors” involvement in the activities:

M: Of course when she dislikes something, or when she’s already bored, she
becomes silent and a bit bored with things...but that would be occasionally
only...there must be something to make her really bored...otherwise she’s always
the same...it certainly depends, one meeting is good, another not so good...but in
general the meetings are all the same...we walk somewhere, go to the park, take a
walk etc....I felt for sure the distance during the summer holidays, and then after
summer I felt the distance was there...and it was strong with her...she expressed the
explicit view that she didn’t want to keep the meetings ongoing...you know she was
the kind of person who would cling to you quickly, but quickly become distant too...

(Marta, June and December, 2011)

V: The library is always the same...it is always about the same thing...we have to
adjust the meetings taking into account that there is no money available for us...so
when we go to the library three times in a row, I think it is kind of boring and
routine for him...so when I suggest it a fourth time again, even though he says yes,
let’s go there, I feel he’s not enthusiastic, he’d like something else...

(Viki, June, 2011)

Consequently, controlling mentors highlighted that the feelings of distance in
relationships deepen when the children start to express their dissatisfaction
and withdraw from the relationships by cancelling meetings. Thus, the
controlling relationships finally moved into dissolution and closure during the
first year of mentoring involvement*°.

Barbel firstly recalled feelings of distance with the child when she
compared the mentee’s physical contact with other adults and with herself.
The experience challenged her to reflect on her feelings of emotional distance.
Following that, Barbel and Agnes’s match did not successfully maintain
regular meetings after the summer break. On the contrary, the mentee started
to cancel meetings and withdraw from the relationship, and Barbel became

dissatisfied. Thus, at the time of the third interview, the case worker was

49 In particular, three controlling relationships (Luisa, Viki, Barbel) were still ongoing with
irregular meetings after 11 months. I argue that these relationships were at the stage of decline
and dissolution (Keller, 2005) at the time. In particular, controlling mentors described the
experiences of conflict with the children due to children’s intentions to withdraw from the
mentoring bond. In addition, one relationship was renewed after 5 months’ break. Finally, the
relationships of Marta and Matylda were officially closed by BBBS at the time of the third round
of interviews.
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supporting the match to organize regular mentoring meetings every two
weeks. Barbel expected the match to break down soon under the new

arrangement:

B: on the trip to the Valley...I was challenged by the fact that she ran to get attention
from M. (the BBBS case worker) and wasn’t with me much...then she came, but at
the beginning of it...I felt like...after 34 of the year spent together, we've always done
arts & crafts activities, and it’s true that she doesn’t want to hold my hand at the
crossroads, or we don’t have any cuddling contact like the other matches would
have as far as I know...I know when she sees her mum she cuddles with her
immediately, which is something we never did together...she’d long for physical
touch in different ways (but with other people)...

T: Are you worried about the future?

B: well, I have just been worried that I will keep coming to the meetings and she
won’t show up again, that’s all...

(Barbel, December, 2011)

Similarly, Marta and Manon’s matches dissolved shortly after the summer
break. The slow decline of the relationship started with irregular meetings
before the summer break, and continued until the dissolution of the
relationship after nine months duration. Marta confirmed that her mentee
explicitly expressed dissatisfaction and withdrew from meetings. She intended
to stay in touch with her in the future, as she felt responsible for the child as a

result of her mentoring involvement:

T: And what do you expect for the future, would you meet up again?
M: Yep, I'd definitely like to meet up again, but I'd like to meet up after some time
now because I more or less know how she is doing now and so it wouldn’t be that
interesting for me now, and so I think it would be more interesting to meet up in six
months to see if anything is different.

(Marta, December, 2011)

Finally, Luisa highlighted that after 11 months of involvement, the match
showed signs of decline, with both strong feelings of detachment and physical
distance on the part of the child during the mentoring meetings. The mentee
appeared to prefer to seek support from other people and peers and to
become defiant with Luisa. Conflict emerged between the child and the
mentor when the mentee attempted to withdraw from the bond. Luisa

explained that her involvement in the mentoring bond had grown gradually
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over the 11 months, and expected that it would continue to grow deeper over

the second year of the mentoring match:

L: We could be closer in the relationship...I wish it were more evident from her that
she likes being with me and stuff....and I could be more important for her...she could
stop running away from me when we arrive somewhere together and stuff...
T: How long do you think you'll keep meeting up?
L: Well, I think for a long time yet, easily...we are not together for that long...even
though the contract is for ten months minimum but it is expected that you might
end after that...but I was planning to stay in it for two years or so from the
beginning....

(Luisa, December, 2011)

7.1.3. SUMMARY OF DYNAMICS OF DISSATISFACTION, DECLINE AND

DISSOLUTION IN CONTROLLING RELATIONSHIPS
In sum, two dynamics of closeness and satisfaction were developed in the

controlling relationships following the initial dynamics of coping with the
perceived mentoring challenges.

Firstly, the initial dynamics of unresolved challenge of closeness vs.
distance (Brumovska, Seidlova Malkova, 2010, Stech, 1997) developed into
relationships with experiences of closeness in physical contact and emotional
co-dependence between the mentor and mentee. Thus, the analysis showed
clearly that the initial introjected motivations of mentors developed into risks
that were imposed on children and their positive socio-emotional
development (Brumovska, Seidlova Malkova, 2010, Weinstein, Ryan, 2010,
Ryan, 1991, 1993, Ryan, Solky, 1996). In particular, the characteristics of
closeness developed in these mentoring relationships lacked a secure
structure and emotional boundaries (Deci et al., 1994, Ryan, 1991, 1993, Ryan,
Solky, 1996). I argue that introjected ego-involvement in the mentoring role
gave rise to ethical issues in the mentoring role (Rhodes, et al., 2009, Spencer
et al., 2006, Brumovska3, Seidlova Malkova, 2010).

Secondly, controlling mentors described how the initial dynamics of
unresolved challenges in terms of acceptance vs non-acceptance of the child
(Ibid) developed into dynamics of emotional distance that were evident after
five months of mentoring involvement. Besides some rare experiences of
mutuality and relational closeness, controlling mentors mostly experienced

significant dissatisfaction in the mentoring role and emotional distance in
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their interactions with children. The emotional distance manifested as
disconnection in the mentoring bond with experiences of boredom.

I argue that they were challenged to provide unconditional emotional
involvement in the mentoring bond. They were not emotionally involved with
children in the mentoring interactions unless they felt that their own initial
introjected motivations were satisfied in some way. As a result of mentors’
dissatisfied controlling motivations, mentors felt dissatisfaction in the
mentoring role and developed emotional distance in the mentoring bond with
children. Thus, I argue that the experiences of relational dissatisfaction,
emotional distance, detachment, and dissolution developed as regular
patterns for controlling relationships. In addition, 1 argue that these
characteristics stemmed from mentors’ initial introjected motivations and the
consequent controlling characteristics of their involvement in the mentoring
bond. Finally, Figure 9 summarizes pathways of moderators of dissatisfaction,

decline, and dissolution in controlling relationships.
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Figure 9: Summary Scheme 5 -Pathways of Dynamics of

Dissatisfaction, Decline and Dissolution
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7.2. AUTONOMY SUPPORTIVE MENTORS

Autonomously motivated mentors identified with the mentoring activity they
developed in congruence with their authentic selves. Thus, they experienced
interactions with children as inherently satisfying whereby the mentoring
activity itself became a source of intrinsic satisfaction. They emphasized
experiences of relaxation, enjoyment, and fun in play with children as major
benefits of their involvement and a source of their satisfaction in the
mentoring role. Furthermore, mentors were perceptive to the inherent
benefits of mentoring for children. In addition, they were perceptive to subtle
intrinsic signs of mentees” satisfaction, such as mutual enjoyment and
mentees” autonomous activity.

As a result, the relationships were experienced with a high mutual
satisfaction that further mediated the quality experiences of closeness,
mutuality, and trust. In particular, mentors described feelings of closeness
with high mutual relational satisfaction and perceived benefits of flow. They

experienced trust expressed by children in mentoring interactions as follows:

1) Subtle physical closeness by mentees;

2) Deepened communication on personalized topics of children’s
interest;

3) Higher autonomous activity of children;

4) Children sought instrumental, emotional, and advice supports from
mentors during the meetings progressively especially after eight

months of mentoring involvement.

As a result, the relationships developed characteristics of highly beneficial
supportive and long-term mentoring bonds with qualities of natural

mentoring relationships.

7.2.1. PERCEIVED SATISFACTION IN SUPPORTIVE RELATIONSHIPS

Firstly, the data showed that, following their initial autonomous motivations,
the supportive mentors were highly intrinsically satisfied with the mentoring
role they developed in interactions with children. Following that, they could
perceive signs of intrinsic satisfaction in children. Thus, they supported

children’s authentic expressions of satisfaction, and thus their development of
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authentic self. As a result, the supportive relationships reported experiences

of high mutual relational satisfaction.

7.2.1.1. PERCEIVED POSITIVE INTRINSIC SATISFACTION OF MENTORS

[ argue that the sources of mentors” perceived satisfaction in the mentoring
relationship were linked to their initial autonomous motivation for
volunteering. Contrary to controlling mentors, they were aware of the
difference between a sense of obligation and the enjoyment of the
mentoring role. Thus, they emphasized that the opportunity to enjoy the
relationship itself made them satisfied. I argue that they identified with their
mentoring role to the extent that their activity was internalized in congruence
with their authentic selves. The mentoring activity itself became an inherent
source of intrinsic satisfaction in the mentoring role. As a result, being active
as a mentor made them feel good in the mentoring relationships they created.
Their autonomous mentoring activity emanating from IPLOC was a source of
their satisfaction. They mentioned experiences of enjoyment of the
relationships and emphasized the lack of any sense of obligation in their role.
For instance, Sara, Tina, and Ivan mentioned that the source of their
satisfaction in the mentoring role was the experience of the mentoring
relationship itself. In particular, the friendly close bond they developed with
their mentees was the source of their satisfaction. Similarly, Nina mentioned
the benefits of the new experience of the relationship with her mentee for her
socio-emotional and personal development. In particular, she emphasized the
enrichment she gained from the experience of mentoring that was different to

other relationships she had experienced in her social networks so far:

S: The best of it? Well, the relationship itself that it is of this good nature, I enjoy it
and...it’s a kind of fulfilment for me...that it’s just nice, he is a very nice boy, so I look
forward to meetings as with meeting a friend, so there’s nothing I would take as my
obligation or stuff....

(Sara, December, 2011)
N: ...The fact that I don’t know Kids his age...we have all girls in our family...so I had
no experience with such a young boy, so it’s new for me, very different to my daily
experiences...completely different to the relationships I have with my friends and
peers...I don’t take it as volunteering, I go to enjoy it, I really take it as a part of my
leisure time...

(Nina, June, 2011)
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T: In the first interview, you mentioned your primary motivation. Can you remind
me what it was?

T: Well, I was interested in it because I wanted to help kind of for my own inner
good feeling...

T: And is it still the same or has anything changed since then?

T: Well, I think it is going well, I feel really good about it, it is nice that it has
developed this easily and nicely

(Tina, June, 2011)

I: Idon’t need to tick the box that I am doing good or stuff...but I am pleased inside
that I can help someone even though the help is very unspecified, non-materialized,
abstract...it is nothing difficult for me, but I can still can feel good about doing
something even though it is a minimum. More like fun, nothing too
complicated...Sure (there are benefits in it for me) ...I really enjoy social
interactions with people...and the more unusual and variable they are the more fun
I have.

(Ivan, May, 2011)

The experiences of satisfaction in the mentoring role were described as the
interest, enjoyment, relaxation, and excitement experienced during the
interactions with the children. All autonomously motivated mentors
emphasized experiences of enjoyment, relaxation, and fun in mentoring
relationships that were in turn personally valuable, enriching, and satisfactory
for them. Thus, supportive mentors emphasized the particular experiences of
relaxation, enjoyment, and interest experienced in play with children as major
benefits of the mentoring commitment. I argue that they identified with the
mentoring role to the degree that they could experience enjoyment, interest,
and excitement in the mentoring activities due to congruence with their
authentic selves. These in turn became a source of their intrinsic satisfaction.
As a result, after 11 months the mentoring experience became more authentic
for them and mentors perceived the inherent benefits of their activity.

For instance, Sdra emphasized that the experiences of mutual enjoyment
further evoked the positive feelings of satisfaction in the mentoring
interactions for her. Similarly, Nina and Tina mentioned the experiences of
general relaxation, enjoyment, and fun as major benefits of their involvement.

Finally, Nina summarized how the experience of shared play became
mutually interesting for both mentor and mentee. She also especially valued

the experience of play with the child for the new interests she came across, the
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connection with the child in fun, and the feeling of being back in her

childhood:

T: The best thing about it is the relaxation, letting go. Those two hours we spend
together are very relaxing, so I think we enjoy it together...

(Tina, December, 2011)

T: ..and what is your source that makes you continue in it?

S: Well, probably the fun we have together (laughs)...it’s simply that when we
experience something, I feel like he likes it, and I like it too....these are the feelings I
have with him (that satisfy me)...on the one hand it’s a fulfilment for me, but I also
enjoy being with him....it"s simply fun, we're both enjoying it....

(Sara, December, 2011)

N: Well, the best or easiest thing about it are the meetings themselves...when I
started meetings with him, I wasn’t interested in snails farms or computers, I am
just not the technical type and he is interested in tanks and airplanes...I wouldn't
have come across that stuff before, but as we started meetings, and because of the
way he talks about it, I became interested in it too...I probably wouldn’t be
interested in this stuff on my own, but as we have been meeting in this way for some
time now....It is a kind of relaxation, I don’t have to be worried about anything. Even
though when we are together I watch him, of course, it is still really relaxing, a kind
of total relaxation and release.....in summer we climbed trees together, and it was so
different that it took me back to my childhood years, you know...and I also tell him
about me, what I like to do, and he also becomes interested in my bits and
pieces...so we find common themes in this way...and climbing the trees was
definitely lots of fun, anyway (laughs).

(Nina, June and December, 2011)

7.2.1.2. PERCEIVED POSITIVE RELATIONAL SATISFACTION IN SUPPORTIVE

RELATIONSHIPS

Autonomously motivated mentors perceived children’s and relational
satisfaction as highly positive. Contrary to controlling mentors, supportive
mentors did not expect to receive explicit expressions of children’s
satisfaction in the mentoring bond. They emphasized the link between their
personal positive feelings in mentoring involvement and thus perceived
children’s satisfaction. In particular, they perceived the similar intrinsic
benefits of relationships for children as they experienced on their own. Thus,
they were perceptive to subtle intrinsic benefits of mentoring experiences for

children as they experienced them on their own. In particular, autonomously
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motivated mentors valued the experiences of relaxation, play, and new
experiences of mentoring activities, and presumed that the children would
benefit from experiences of these as they did.

For instance, Nina and Sara mentioned the difference between the signs
of satisfaction autonomously expressed by a mentee in mentoring interactions
and the explicit feedback on satisfaction in the meetings (expected by
controlling mentors). Nina emphasized how autonomy supportive mentors
were perceptive to autonomous expressions of satisfaction in children. In
addition, she mentioned how strong and surprising the explicit feedback on
satisfaction was for her in comparison to subtle perception of satisfaction in
mentoring interactions. The explicit feedback added to her good feelings about
the mentoring role, but was not an instrument that mediated her satisfaction
in the mentoring involvement. In addition, contrary to controlling mentors,
Sara mentioned the difference between the subtle perception of child’s
enjoyment she shared and the explicit outcomes of the enjoyable mentoring

activities as an add-on to her perceptions of relational satisfaction:

N: I feel that he likes it, and his mum even sent the message after the meetings
..when we’re going to meet, he’s waves from a long distance at me and laughs...so
even though I have a good feeling about it, | am always surprised that he’s looking
forward to meeting me that much...so I even have a better feeling after that...

(Nina, June, 2011)

S: Well, it’s simply when we experience something together and I feel that he
enjoyed it and I enjoyed it with him...and in addition when we did some arts and
crafts...he can have something from it to brings back home that he likes...

(Sara, December, 2011)

In other words, autonomously motivated mentors were sensitive to children’s
autonomous feedback and could perceive subtle signs of children’s authentic
(dis)satisfaction in their enjoyment of mentoring activities. In particular, they
perceived mentees’ autonomous willingness to participate in activities. In
addition, they perceived children’s enjoyment and happiness during the
activities. Perceived mutual enjoyment of activities was in turn interpreted as
an experience of relational satisfaction. Thus, they were not afraid to let
children express autonomously and authentically their feelings of

(dis)satisfaction in mentoring interactions. As a result, mentors” intrinsic
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satisfaction with the ability to perceive children’s authentic enjoyment
created high perceived satisfaction in the relationships.

For instance, Tina and Sara perceived children’s enjoyment and
satisfaction in the mentoring bond that gave sense to their own involvement.
In addition, Ivan perceived child’s satisfaction in his autonomous activity and

interest:

T: I feel back from it that he likes to see me, he is glad that we do things together...I
am glad that he probably likes it...and those two hours I spend with him are no big
deal...

(Tina, June, 2011)

S:Ijustlike itin general. I look forward to meeting him and that enthusiasm, his
eyes when we're laughing together, I think it’s the best thing about it...his shining
face..when I see the fun he’s having...and the more I see he’s happy, the better it is
for me...Irevisit it later in my thoughts when I get home from the meeting...I think
he likes it, he’s looks forward to our activities as he feels that something’s going to
happen and it will be fun...and for me - the feeling, when I see that he is happy, he’s
enjoying it, he’s laughing, it is a kind of reward for me...when I leave the meeting
with a good feeling, it actually makes me happy too...

(Sara, June and December, 2011)

I: He showed me recently throw to a Frisbee behind my back, so I was happy that we
shared our skills and knowledge on things...and I am also very glad that he also
enjoys playing board games...

T: How do you know he likes it?

I: Well...for instance, we finish all the games we play, you know...and if I compare it
with Luke (previous mentee), he sometimes just stopped in the middle of the game,
it wasn't fun for him or stuff...and I am enjoying it with Jon at almost every meeting.
He’s never bored or complaining about the activities I suggest, and he’s always easy
about them, happy about them, and so then I enjoy it too with him, you know...

(Ivan, May and December, 2011)

In sum, the autonomous motivation for the mentoring involvement was
salient for perceived intrinsic satisfaction and perceived benefits in the
mentoring role of mentors. Mentors emphasized that the enjoyment of the
shared activities with the children were sources of relational satisfaction in
the mentoring bond. As a result, they mentioned that their mentoring activity
became integrated into their daily routines as a natural part of their leisure

time.
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7.2.2. RESULTED QUALITY AND DYNAMICS OF SUPPORTIVE MENTORING

BOND

The perceived mutual satisfaction further created experiences of closeness
experienced with mutuality and trust. Contrary to controlling mentors,
supportive mentors were actively involved in mentoring activities selected
according to children’s interests; and thus they connected equally with
children. In addition, they shared the activities and their enjoyment with
children from the outset of relationships. As a result, supportive mentors
talked about the experiences of enjoyable play in the present moment, and
feelings of mutuality and trust that were shared in mentoring activities in play

and were perceived as experiences of closeness in the mentoring bond.

7.2.2.1. RESULTED QUALITY: CLOSENESS IN MUTUALITY AND TRUST

MEDIATED IN PLAY

As a result, the supportive mentoring relationships developed features of
quality in experiences of closeness. In particular, the closeness in supportive
bonds was experienced in mutuality and enjoyment of flow of play with
children. The data strongly showed that play with children mediated quality of
mentoring bond in mutuality, consequent trust, and further benefits of

mentoring interactions.

1) Closeness in Experience of Mutuality Mediated in Play
After five months of mentoring involvement, supportive mentors mentioned
that shared enthusiasm and enjoyment in mentoring activities became a
leading feature that mediated closeness in the mentoring interactions. They
described experiences of enjoyable play with children. The experiences of
shared enjoyable play, where both the mentor and the mentee were equally
involved in the activity, mediated the feelings of closeness experienced as
mutual enjoyment of the mentoring meetings.

I argue that the experiences of play facilitated intrinsic motivation in
children (Ryan, Deci, 1985, Deci, 1975, 1980) and their satisfaction in the
supportive mentoring relationships. In particular I argue that the experiences
of enjoyable shared play in activities of children’s interests have the qualities
and benefits of flow experience (Csikzentmihalyi, 2013). Thus, the supportive

mentors described the experiences of closeness in terms of mutual enjoyment
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mediated in shared play in mentoring interactions. In addition, I argue that
mentoring benefits were mediated in the flow achieved through play. Thus,
mentors described the benefits of the mentoring bond for children as benefits
of flow experience (Ibid).

For instance, Sara generally described how the feelings of closeness were
mediated with the mutually shared experiences of play with the mentee. In
addition, she explained how the experience of play had the qualities and
benefits of flow experience. Similarly, Nina mentioned that she felt close to the
child when she shared the enthusiasm and enjoyment of play with the mentee
during the mentoring meetings. Finally, Ivan and Tina also emphasized that
the initial mutual involvement developed into the feelings of closeness when

the matches shared the experiences of plays°.

T: What do feel you share together?
S: ..I justlook forward to meeting him, and when I see him in the distance we wave
to each other and I think in that moment we tune into the same wavelength, if I can
call this a sharing, because we don’t have stories or strong experiences to share
...they are moments that are difficult to describe in some way...I think it’s that we
share the moment at those moments. We share similar feelings when we do things
together, we are both in it together....I think it is about the play...the kind of
playfulness, because I kind of get into the position of the child with him (in
play)...we just play together...like when we go up the stairs and he acts like he can’t
make it and it’s fun...it is kind of inventive, creative...the child’s reality where things
look different than they are (Laughs)...

(Sara, June, 2011)

N: ...I think he can be enthusiastic about things, that’s what we have in common...for
instance there is a playground for kids with a large slide close to here, it was great
there, we played there and both enjoyed it...or when we were climbing the tree, I
loved climbing...when I was little we played in the trees constantly, so I was happy
to climb trees with him again after years...we played, waved the branches, and
pretended we were falling...silly things and I quite liked it...

(Nina, June, 2011)

I: I am happy that he also likes and enjoys board games...I was happy last time
because we finally had time to play the game for two...it’s a card game. I play the one

for 3-4 players. It is not simple with the rules this one for two people. And last time

50 Similarly, controlling mentors described the experiences of quality closeness in mutuality in
the activities that had the nature of play (and a flow experience).
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we learnt it, well, I showed him the game and he liked it and he won in it...so it was
nice (laughs).

(Ivan, May, 2011)

T: Do you remember an experience that would be extraordinary?

T: I think there is something about every meeting. For instance, Matéjska (annual
carousel park) was nice, we went to an exhibition after that. Today was nice too. It is
kind of the more we know each other, the more we just meet, go somewhere, he
tells me his stories and stuff...

(Tina, June, 2011)

2) Resulted Trust and Benefits of Play
Consequently, an experience of play with children mediated the synchronicity
and higher creativity in cooperation in mentoring interactions. Thus, after 11
months of mentoring involvement, supportive mentors described that the
emotional experiences of closeness mediated in mutually enjoyable play
deepened and developed into regular, steady, and synchronized patterns of
mentoring interactions. In particular, they mentioned that the range of
mentoring activities was reduced, and that the activities became enjoyable in
more subtle interactions during the play the mentoring match knew they liked
to share. Thus, the feelings of closeness became regular, and after 11 months
of involvement, developed into a steady trustful bond between supportive

mentors and their mentees:

S: ...that kind of thinking about what to do is no longer there. We always think up
something together...in the last meeting we were doing arts & crafts at his
place...and I was laughing quite sincerely myself in that meeting because we were
playing, doing arts & crafts, and it was really very pleasant...

(Sara, December, 2011)

N: ...itis kind of calmer now, we like to go for walks and he just chats and chats so it
is kind of calmer but there is something about it on every meeting, I always laugh
because of his ideas...or we make fun of ourselves, of each other and we are
witty...so there’s always something about it...

(Nina, December, 2011)

T: What do you think you have in common?

I: Osadnici z Katanu (name of the board game), I mean an interest in board games.
We like some things in common...swimming, we played paintball together and he
liked that too, we have a shared interest in eating in McDonalds. We go there

sometimes once a week together...so we are not too busy with thinking up activities
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any more, it doesn’t need to be especially entertaining to make him interested in it.
We can simply stay with board games and even that’s enough, and I think he is
hopefully enjoying it....

(Ivan, December, 2011)

As a result, the data showed clearly that experiences of mutually enjoyable
flow experienced through play mediated the feelings of trust expressed by
children towards mentors in mentoring interactions. In particular, supportive
mentors described that the trust of children developed continually over the 11
months of mentoring involvement. After 11 months of mentoring experience,
they described trust as the subtle expressions of 1) children’s comfort; 2)
subtle physical closeness with secure boundaries with mentors; 3) mentees’
sharing of personal topics with interest in mentors” views; and 4) children’s
support seeking expressed in the mentoring bond.

Supportive mentors firstly felt that the children trusted them when the
mentees spontaneously expressed their subtle physical affections to mentors.
Thus, contrary to controlling relationships, trust was spontaneously expressed
by the children and accepted as a subtle physical closeness with the authentic
involvement of mentors. I argue that it was expressed and accepted non-
instrumentally and thus without imposing the risks of loose relational
boundaries on children. For instance, Tina described how the mutually shared
enjoyable activity invoked the feelings of closeness and trust in the child

expressed with subtle physical closeness towards a mentors?.

T: Do you feel that Tom is close to you or that he trusts you?

T: Well, sometimes I do...when he sees me or when we walk on the street and he
catches my hand or when we cross the road he catches my hand...or when the
weather was bad, we watched TV together and he came to me, sat by me and we
watched it together...so, sometimes he has this kind of moment...

(Tina, June, 2011)

Secondly, after 11 months, supportive mentors described trust in terms of
progress in communication and more autonomous activity of the children at
the mentoring meetings. They noticed that the trust of children emerged when

the themes of the conversation developed from general topics into personal

51 Contrary to controlling mentors, she recognized and accepted it as the child’s subtle
expression of comfort and trust, and thus shared it sensitively by facilitating the secure
boundary on the child’s spontaneous expression.
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topics on mentees’ personal interests that were important to them. In
addition, supportive mentors described that the trust emergent in the
personalized topics of conversation further developed into talk on children’s
personal and intimate feelings, interests, and topics that children initiated and

wanted to share with their mentors:

T: Tom looked forward to it and told me everything immediately...so I think that we
progressed from the very beginning when I had to ask him to talk to now when he
always comes and starts to tell me things on his own...so I think we have progressed
well in this way...

(Tina, December, 2011)

N: ...he talks about himself more now. In the beginning, when I asked him about his
peers, he replied very briefly only, didn't add anything else to it but now he talks
about it much more...and I know that he wouldn’t talk about his peer relationships
with his mum in this way, so I think it means he trusts me and stuff...and I think that
we have become better friends, closer now...last meeting we wouldn’t play that
much, we also talked a lot about everything, he was quite chatty and I was surprised
that he wanted to talk that much...and I had a good feeling about it...

(Nina, June, 2011)

I:...I think our relationship changed for the better in terms of trust because he told
me about his intimate things...or intimate...I mean his relationship with his
girlfriend which I think is a big deal at his age, there needs to be good trust towards
the person he talks with because it is a fragile topic, you know, one could make fun
of him about it, and it wouldn’t be good...and he took me fishing with him so...52

(Ivan, December, 2011)

Thirdly, I argue that the trust of the children towards the mentors was
expressed when the mentees were open to talking about personal issues and
dilemmas and asked the mentors for support and advice. Following that,
mentors mentioned how they provided their supports for these children’s
expressed needs that they sensitively perceived and optimally matched
(Cutrona, 2000; Cutrona, Russell, 1990, see Chapter V). In addition, they

recalled that children’s support seeking became more regular over the time:

2 n contrast, lvan mentioned earlier that the personal topics were not part of conversation during
the mentoring meetings after five months of relationship duration: “I: Well, we don’t talk about
girls together at all...even though when we were ice-skating there were girls who fancied
him..who were grabbing his hat which I think is the sign of interest but he didn’t want to talk
about it and stuff....so I don’t know how it will be in the future...” (Ivan, May, 2011).
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N: Leny loves to walk and he talks and talks when we walk through the streets of
Prague and he talks and talks and I almost can’t get a word in (laughs)...and he can
tell me about his worries or when he’s sad of something, he can tell me that, and he
wants to talk about it more now, so he is well again after that...

(Nina, December, 2011)

I: ...and he also borrowed my cell phone to contact her (mentee’s girlfriend) which I
considered as a good sign of trust from him...

(Ivan, December, 2011)

7.2.2.2. RESULTED DYNAMICS: LONG-TERM SUPPORTIVE INFORMAL

MENTORING BOND

After 11 months of mentoring experience, autonomously involved supportive
mentors were generally motivated for further commitment in mentoring
relationships for the long-term perspective. In particular, after 11 months, the
supportive mentors were interested in keeping the meetings with children
going, and they expected that the relationships would continue naturally
under the same relational dynamics in the long-term future. In addition, they
hoped that the mentoring bond with the mentee would never definitively end.
At the same time, they were aware of the factors in children’s changing
social environments that could become a challenge for keeping the meetings
ongoing in the future. In particular, they predicted that if the interruptions in
relationships occurred in the long-term future, it would be as a result of
children’s changed interests during their adolescence. Thus, mentors
presumed that the regularity of mentoring meetings could be challenged with
them. Nevertheless, based on their experience of 11-months-involvement,
supportive mentors believed that their youth-oriented approach and the
stability and durability of the mentoring bonds they developed with children
during the 11 months would endure the potential risks they presumed. Thus,

they planned to accompany mentees for as long as possible:

N: I am actually really interested in how he will be in the high school, what he will
decide to do and stuff...I just really look forward to it...I hope it will never definitely
finish, we may keep meeting up occasionally, and it might become outside the
programme...but I think it would be his suggestion...and I hope he will trust me
more and take me as his friend, that at least it will stay the way it is, and when he
becomes older, the relationship will last...

(Nina, December, 2011)
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I: I think he will grow into puberty more. And it’s grand, it is feasible...

T: You are not worried about it?

I: No, why would I? It is a normal part of human development...I don’t think he

would change to the extent he would become annoying for me and I'd lose interest

in meeting him...It is possible that he might lose the interest in meetings over the

time...but I am willing to adjust the activities for him and his age and mode so...
(Ivan, December, 2011)

S: ...I'd definitely like to keep in touch with him permanently somehow...but sure
there are factors that can become a challenge...he could move out of Prague, which
is a real possibility, so we’ll see...

(Sara, December, 2011)

In sum, Figure 10 summarizes the pathways of developed quality of closeness
in mutuality mediated in play, and resulted dynamics of long-term supportive
natural mentoring relationships with developed trust and benefits of

experiences of flow in play (See below).
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Figure 10: Summary Scheme 6 - Pathways of Resulted Quality
and Dynamics of Supportive Relationships

Sources of Satisfaction of Suportive Mentors: 1)The Nature of
Experience of Relationship with the Child Itself, 2) Perceived Inherent
Benefits of Relaxation, Enjoyment, Play with the Child

Experiences of SHARED
PLAY mediated:

P

erceived High
Relational Perceived
Benefits 9f FLOW Satisfaction R Higher
Experience Experienced as: " Emotional
1) Mentees’ Closeness in
Spontaneous Higher
Activity and Synchronicit
Interest y and
Perceived by Creativity in
Mentors 2) Cooperation
Mutual with
Enjoyment of Children
Mentoring
Activities and

Experience

Resulted Dynamics: Informal
Mentoring Bonds with Quality and
Benefits of Informal Mentoring
Relationships in:

A 4

Reeul d /Expressed Trust by Children to\ Perspective ofa
Sigudar and Mentors in: 1) Subtle Long-Term
s ei ya-n d Expressions of Comfort, 2) Involvement of
ynehronize Expresions of Subtle Physical Mentors and
Patterns of the . Mentees in the
Mentoring Bond Closeness, 3) Sharing Personal
entoring Bon Topics with Mentors, 4) Future of
Relationships

kSupport Seeking from Mentors/

229



CHAPTER VIII: DISCUSSION,
CONCLUSIONS, AND

RECOMMENDATIONS

8.0. INTRODUCTION

Following the initial aims and objectives, the final chapter discusses,
highlights, and integrates the most important arguments of the thesis with the
current literature. It reflects on the implications of the research results for
future research and evidence-based practice of formal youth mentoring
interventions.

The overall aim of the thesis was to explore how formal mentors
become/don’t become mediators (Feuerstein, 1988, Malkova, 2009), informal
supporters, and significant adults of children over one year of mentoring

involvement. Thus, the thesis had three main objectives:

1. To explore the impact of initial motivation on the quality and dynamics
of FYMR during one year of mentoring involvement.

2. To explore the characteristics and dynamics of risk factors in FYMRs.

3. To explore the characteristics features in FYMRs that develop the
experiences of quality, benefits, and dynamics of the informal

mentoring bond.

[ will now review the objectives and demonstrate how they were addressed in

the research study.
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8.1. DISCUSSION OF OBJECTIVE 1: IMPACT OF INITIAL

MOTIVATION ON QUALITY AND DYNAMICS OF FYMRS

The first objective was to explore whether the initial motivation of mentors
for volunteering impacts on quality of formal mentoring relationships over
one year of mentoring involvement. In particular, the objective was to explore
whether the motivation of mentors to volunteer during the one year of the
mentoring relationship is a factor that predicts the quality of the helping
processes in the mentoring relationship and the resulted relational quality of
the formal mentoring bond.

[ argue that experiences of mentoring involvement firstly differed
according to motivations of the volunteers to become mentors in the BBBS
programme. The results showed clearly that six out of ten mentors were
initially amotivated, or regulated for mentoring involvement, from EPLOC
with controlling external or introjected regulations (Ryan, Deci, 1985). In
addition, four mentors were motivated with expectations of experiencing
satisfaction with mentoring involvement for its nature, enjoyment of the
mentoring bond with children, and good feeling from giving back to society. In
other words, they were motivated from IPLOC in congruence with their pro-
social values and attitudes (Ibid) and with intrinsic motivation (Ibid).

Following the initial motivations of volunteers, two distinct types of
formal mentoring relationships were developed during 11 months of
mentoring involvement: 1) Controlling relationships; and 2) Autonomy
supportive relationships (Ryan, Solky, 1996, Ryan, 1991, 1993, Ryan, Deci,
1985, 2000, Deci et al., 1994). The results showed clearly that the quality of
mentors” initial motivation impacted on the characteristics and quality of
mentoring involvement in common mentoring themes. Firstly, styles of coping
with mentoring challenges and limit setting on children’s behavior differed
significantly in quality following the initial motivations. Following that, quality
of helping attitudes of mentors, and cooperation and support in mentoring
interactions also differed significantly according to initial motivations for
volunteering. Furthtermore, the satisfaction in the mentoring role and bond
subsequently followed the quality of mentors” approach. Finally, dynamics of
the mentoring bond resulted from characteristics developed by mentors

following the initial quality of motivations. The involvement of mentors was
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characterized by differences in coping style that mentors employed when they

experienced a perceived challenge in the mentoring role.

[ argue that the emerging coping styles with mentoring challenge were
mediated with the initial quality of motivation for mentoring involvement.
Mentors perceived mentoring challenges differently and, consequently, they
developed different ways of coping with the challenges in the mentoring role. |
argued that mentors” perceived competence and ability to employ optimally
matched mentoring skills (Csikzentmihalyi, 2013) and cope with perceived
mentoring challenges were mediated with mentors” acceptance/non-
acceptance of responsibility for coping with a mentoring challenge in
congruence with the authentic self. As a result, following the experiences of
coping with the perceived mentoring challenge, 1 argued that mentors
developed three dynamics of coping with three major dilemmas/challenges in
the mentoring role (Brumovska, Seidlovd Malkova, 2010). In particular, I
argued that autonomously motivated mentors accepted responsibility for
recognizing, reflecting, and employing autonomous mentoring skills to deal
with the perceived mentoring challenge. Autonomously motivated mentors
were motivated to deal with perceived challenges in congruence with their
skills (Ryan, Deci, 1985, 2000, Deci, 1980). They reflected on and accepted
both their mentoring skills and their limits. As a result, they felt competent to
deal with the perceived challenges in the mentoring role. Following that, they
accepted children and their authentic behavior. In addition, they developed an
informative style in limit setting (Deci et al., 1994) on perceived children’s
challenging behavior. As they accepted responsibility for coping with the
mentoring challenge in congruence with their authentic self, they in turn
provided authentic feedback with information and choice on children’s
challenging behavior. In this way, they negotiated and maintained the
dynamics of secure emotional boundaries with an authentic approach,

feedback, and information on challenging behavior provided to children.

On the contrary, mentors with initial controlling motivations did not
successfully face up to the perceived challenges of the mentoring role. In
particular, as they intended to attest to their mentoring skills in the future,
they did not accept responsibility for reflecting on their skills and limits in the

mentoring role. On the contrary, in congruence with their initial controlling
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motivations, they labeled children as the source of the mentoring challenges
they were afraid to cope with. Following that, they tended to impose controls
on children’s expected challenging behaviors with limit setting (Deci et al,,
1994) in advance of experiencing it. They put expectations on children’s
involvement, and so tried to control the perceived mentoring challenges from
EPLOC. As a result, they expected the experience of unresolved challenge to be
repetitive in the mentoring bond in the future.

The initial dynamics of experienced challenges further developed and
deepened in the relationships after five months of mentoring involvement in
three dynamics of satisfaction in the mentoring bonds under two types of
mentoring relationships: controlling and autonomy supportive (Ryan,
Solky,1996, Deci et al., 1994).

Firstly, after five months of mentoring experience, the controlling
relationships reported a low relational satisfaction, experiences of emotional
distance (detachment), and conflict or a slow dissolution during the first year
of mentoring involvement. As a result, five out of six controlling relationships
analyzed had terminated mentoring meetings by 11 months of mentoring
involvement.

On the contrary, the relationships with initial autonomous motivation of
mentors reported experiences of closeness described in terms of mutuality,
trust, and durability of relationships. Closeness was experienced as mutually
shared enjoyment of the mentoring activities in the flow of play
(Csikzentmihalyi, 2013). I argue that the focus on children’s interests in the
activities facilitated enjoyment of mentoring meetings by children, and thus
general satisfaction in the mentoring match. As a result, the supportive
relationships developed into a mentoring bond with long-term durability and
the qualities of informal (natural) mentoring relationships.

In addition, I argued that the initial motivation of mentors further
developed the quality of helping attitudes, quality of cooperation with
children, and resulted quality of provided social supports.

Mentors with initial controlling motivations expressed controlling
attitudes in helping and provision of social supports (Ryan, Solky, 1996, Deci
et al, 1994). Following that, the mentoring interactions with children had
controlling characteristics (Ibid). On the contrary, mentors with initial

autonomous motivations had autonomy supportive attitudes towards children
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and the provision of support to them, and developed mentoring interactions
with autonomy supportive characteristics (Ibid). They provided optimally
matched enactment of social and autonomy supports (Cutrona, 2000; Cutrona,
Russel, 1990; Csikzentmihalyi, 2013) to children while matching their needs
authentically expressed during the mentoring meetings.

The results showed clearly that mentors” initial perceived efficacy in
facilitating benefits of mentoring to children mediated the quality of provided
social supports in cooperation with mentees after five months of mentoring
involvement. I argued that the quality of initial motivation and perceived
competence in coping with experiences of mentoring challenge further
mediated the initial helping attitudes of mentors in: Initial perceptions of
children’s needs, strengths, and abilities; Mentors” helping attitudes in the
perceived role of mentors and its benefits in children’s well-being; Perception
of children’s autonomy and competence; Quality of cooperation and provided
autonomy supports; Quality of provided enactment supports; and Resulted

satisfaction and dynamics of mentoring bond.

In the following part of this chapter, I review in detail the resulted
characteristics of controlling and supportive FYMRs, and the pathways of their
development following the quality of initial motivations. [ discuss the findings
together with the current research literature. The risks of FYMRs are reviewed
in the dynamics and characteristics of controlling relationships. Similarly, the
findings are summarized in the graphical scheme and discussed with the
current literature. Secondly, the review of dynamics and characteristics of
autonomy supportive relationships is presented and followed with the graphic

summary scheme on features of quality in dynamics of FYMRs.
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Figure 11: Summary Scheme VII: Features of Quality in FYMRs
over 11 Months of Mentoring Involvement
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8.2. DISCUSSION OF OBJECTIVE 2: CHARACTERISTICS
AND DYNAMICS OF RISKS IN FORMAL YOUTH

MENTORING RELATIONSHIPS

The literature on youth mentoring previously argued that not all formal
mentoring relationships develop quality features and benefits associated with
an informal mentoring bond for children (Brumovsk3, Seidlovd Malkov3,
2010, Spencer, 2007, Spencer et al,, 2006, Rhodes et al., 2009). In particular,
the research literature on youth mentoring relationships highlights that the
formal mentoring bond brings inherent dilemmas and risks (Brumovska,
Seidlova Malkova, 2010, Stech, 1997).

Ryan, (1991, 1993, Ryan, Deci, 1985, Ryan, Solky, 1996) argued that
relationships where one relates to the other as to a social object (e.g. when
one’s value or worth is measured as possessing some attribute or enacting a
particular script) widen the gap between authentic self and social-
psychological persona. In particular, in controlling relationships, one becomes
more preoccupied with the external feedback in contact with the other to the
extent to which one is concerned with approval and evaluation. One is less
likely to expose oneself in an authentic manner to the degree that one is
vulnerable to rejection (Ryan 1991:231). As a result, the difference between
authentic self and social-psychological persona creates alienation, emotional
distance, and detachment to the extent to which social roles and personal
values are incompletely internalized and assimilated (Ibid).

Research on mentoring identified several features that predict risks of
developed formal mentoring bonds for children. The research proved that
mentors’ helping behavior differs in quality that is influenced by mentors’
intentions to stay in the relationship (Grossman, Rhodes, 2002). The intention
of the mentor in turn impacts on the quality of the relational bond that the
mentor creates with a mentee (Brumovska, Seidlova Malkova, 2008, 2010).
Madia and Lutz (2004) found a correlation between a discrepancy in the
expected and actual role of mentor in the relationship and the quality of
formal mentoring relationships. In particular, a higher discrepancy between
the mentor’s expected role and his or her actual role in the relationship

predicted a lower intention on the part of the mentor to remain volunteering.
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The discrepancy in expectations of mentors was found to be a cause of
premature termination of the mentoring relationship. Similarly, Brumovska
and Seidlova Malkova (2009, 2010) found that the congruence between the
mentor’s expectations and the role a mentor performed in the real mentoring
relationship positively influenced the character and quality of the relationship.
In addition, Grossman and Rhodes (2002) showed that mentees in formal
mentoring relationships that terminated within three months reported
decreased self-worth and perceived scholastic competence. The risk factors of
FYMRs were also identified in terms of external mediators in the environment
of the mentoring participants

Nevertheless, researchers in youth mentoring emphasized that the details
of principles and pathways that mediate the risks and benefits in formal
mentoring relationships have not been studied sufficiently to date
(Brumovska, Seidlova Malkova, 2010, Stech, 1999, Ryan, 1991, 1993, Spencer,
2006, Spencer et al., 2006, Rhodes et al., 2009, Zand, Thomson, 2009).

This research study identified risks in FYMRs with controlling dynamics. [
identified the pathways of developed risks in formal youth mentoring bonds
following the qualities of initial motivations for volunteering (See Figure 12).
In particular, I argue that the initial motivation of mentors impacted on their
ability to cope with dilemmas in the mentoring bond. Consequently, the seven
mentors in the research study developed a controlling style and dynamics
(Ryan, Solky, 1996, Deci et al., 1994, Ryan, 1991, 1993) that imposed risks on
children

Figure 12 shows the pathways of risk factors developed in FYMR arising
from the initial controlling motivations of mentors. Following that, the risk
features developed in FYMR over 11 months of mentoring involvement are

summarized in detail below.
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Figure 12: Summary Scheme VIII: Pathways of Risk Factors in

FYMRs
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8.2.2. INITIAL CONTROLLING MOTIVATIONS

Following the theory on controlling motivations (Ibid), I argued that six out of
ten mentors were motivated with controlling motivations and subsequently
developed mentoring bonds with the qualities and risks of controlling
relationships (Ryan, Deci, 1985, 2000). In particular, they were firstly
motivated with controlling motivation to initiate mentoring involvement. For
instance, they expected to gain extrinsic rewards, and to feel emotionally
supported by the peer volunteers, and to attest to their own competence in
different roles in the mentoring role.

Secondly, I argue that these mentors were regulated with an introjected
controlling motivation with ego-involvement driven towards the experience of
relatedness need specified as a need in opportunity for nurturance (Ryan,
Deci, 2000, LaGuardia, 2009, Weiss, 1973). In particular, they intended to feel
needed, useful, and responsible for the child. That in turn was expected to
make mentors feel good about them. Thus, the expressed hope to “save” or be
needed by at least one child in need in the mentoring role that would make a
mentor feel good about them was evident.

Thirdly, I argued that controlling mentors expected to experience social
and emotional integration (Ibid) in the mentoring role (Ibid). Finally, one
mentor was amotivated with serious doubts about becoming involved in the

relationship with the child (Ibid).

8.2.3. UNRESOLVED PERCEIVED CHALLENGES IN THE MENTORING ROLE

Following the initial expectations that motivated them for mentoring
involvement, controlling mentors were firstly challenged to accept the
perceived distance in differences between them and the children from the
early stage of the mentoring involvement. They expected negative
characteristics of children. Following that, they experienced contradictions
between their negative expectations on children’s risk behavior and positive
experiences with children during the first mentoring meetings. Thus, mentors
were challenged by the discrepancy between their initial expectations and the
emotional experiences of the first mentoring meetings with the children. As
they identified with the negative expectations about the children, they were
resistant to accepting the real positive experiences with children from the

outset of relationships. In other words, the ego-involvement of initial
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motivations challenged mentors to accept the reality they experienced with
children in discrepancy to their expectations from the outset of their
involvement (Ibid).

Controlling mentors described their acceptance of children in terms of
initial positive involvement and emotional availability for the meetings with
the children. Nevertheless, they expressed feelings of sacrificing enjoyment in
order to meet the mentees and their needs. As a result, mentors expected
positive feedback from children on their involvement as a contingent reward
in return for their sacrifice in the mentoring role. Thus, they put pressure on
the child to appreciate the mentors” commitment in the relationship in the
way a mentor expected according to the initial motivation.

As a result, mentors challenged with the dilemma of acceptance of the
child, (Brumovska, Seidlova Malkova, 2010, Stech, 1997) developed initial
dynamics of the mentoring bond with several characteristic features. In
particular, mentors challenged with the dilemma of acceptance of the child
became involved in relationships slowly and hesitantly from the outset of
mentoring meetings. Their involvement was moderated with the child’s
positive feedback and enthusiasm for involvement during the first mentoring
meetings. They let the children be active and lead the initial involvement in
the mentoring bond. Thus, their initial involvement in a mentoring bond was
contingent on the children’s explicit positive feedback on children’s
acceptance of mentors.

Secondly, in line with initial motivations, controlling mentors were
challenged to cope with the experiences of intense emotional closeness
expressed with emotional overinvolvement and co-dependence of children
from the outset of relationships. In particular, I argued that due to their initial
ego-involvement with the intention to feel needed and/or useful, the
emotional over-involvement in the mentoring bond was satisfying for mentors
(Weiss, 1973, Ryan, Deci, 1985, 2000, Deci et al., 1994).

As a result, mentors who were challenged to cope with the dilemma of
closeness (Ibid) became involved in the mentoring bond quickly. In addition,
they perceived the initial connection during the first month of mentoring
involvement to be more intense and close than they expected. At the same
time, they justified the close nature of the initial involvement. As a result, they

perceived they had low competence to cope with the perceived mentoring
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challenge and expected to be challenged with the same experiences in the

future of the mentoring involvement.

8.2.4. CONTROLLING LIMIT SETTING ON CHILDREN’S BEHAVIOR IN

MENTORING INTERACTIONS

Following the initial unresolved experiences of a challenge in the mentoring
role, controlling mentors developed a controlling style in limit setting on
children’s expected challenging behavior. In particular, the controlling style in
limit setting (Deci et al, 1994) was intended to limit the experiences of
challenge in children’s behavior in advance in line with their expectations.
They set up strict rules that the children were required to follow from the
outset of relationships. In particular, in advance of the experience, they
delimited the features in children’s behavior that they were not willing to
accept in mentoring interactions.

Controlling mentors intended to control perceived challenges in children
with the positive regards on the children’s expressions of obedience and
compliance to their expectations. Thus, the children were contingently
rewarded and accepted with mentors” positive involvement only when
mentees complied with their rules. Mentors” involvement was contingent on
children’s acceptance of their authority in the mentoring bond. As a result,
they could limit expected challenges in children’s behavior from EPLOC (Deci
et al., 1994, Ryan, Deci, 1985, 2000) with the control of children’s behavior

that was set up in accordance with their initial motivations.

8.2.5. INITIAL HELPING ATTITUDES: ROLE OF INTENTIONAL ROLE

MODEL

Finally, the quality of initial motivation mediated the characteristics of
mentors” initial helping attitudes in the mentoring role. In particular, I argued
that mentors developed the role of an intentional role model.

Following their initial controlling motivations, controlling mentors
emphasized that a mentor is someone who is needed by the child, and that
their role for the child was to help the child’s social and emotional needs. In
particular, they approached the role of a mentor as someone who crosses

social differences and overcomes the social boundaries in society. They
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expected to be beneficial for the child by acting as someone who significantly
contributes to mentees” well-being with their skills and knowledge.

As a result, they developed the approach of constant comparisons of the
“good” background they came from, with the “deficit” background of the
mentees” families. They constructed and emphasized the needs of the children
as the consequences of the deficient social background, and intended to
achieve a direct visible change in children’s well-being. In other words, they
perceived themselves as role models in the social norms in response to
perceived children’s background’s deficits and consequent children’s needs.
Following that, they intended to achieve a direct change in helping children’s
deficits and needs. An achievement of a direct change in the prescribed goal
would be in turn considered as evidence of mentors” efficacy in the mentoring
role. I argue that the identified characteristics of controlling helping attitudes
of mentors are similar to characteristics of Dissatisfied and Prescriptive
FYMRs (Morrow, Styles, 1992, 1995).

As a result, controlling mentors developed two dynamics of control in the
mentoring bonds from the outset of mentoring involvement. Firstly, they
developed conflicts over the negotiations of relational boundaries in the
mentoring interactions from the outset of relationships. Their strict initial
expectations on children’s behavior imposed control and evoked tension and
conflict in mentoring dynamics from the outset of relationships. In particular,
they expressed disappointment and initiated conflict when children’s
behavior differed to their expectations; they thus dismissed children’s
autonomous relatedness (Ryan, 1991, 1993). Secondly, encouragement of
compliance in children limited their autonomy, developed their compliance
and emotional co-dependence in the mentoring bond (Ryan, Deci, 1985, Ryan,
1991, 1993, Ryan, Solky, 1996).

[ argued that the initial dynamics of unresolved mentoring challenges in
the mentoring bond were further developed and deepened after five months
of involvement. Thus, the experiences of perceived mentoring challenges were
mentioned by controlling mentors repeatedly after five and 10 months of their
involvement and underlay the dynamics of controlling relationships. In
addition, the mentors developed a strong control of mentees” choice in

mentoring interactions.
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8.2.6. CONTROL OF CHOICE IN COOPERATION WITH CHILDREN AFTER

FIVE MONTHS OF MENTORING EXPERIENCE

Spencer (2006) identified collaboration in the mentoring bond as one of the
features of quality FYMRs. She argued that the experiences of cooperation
developed mentees” skills. In addition, Ryan (1991, 1993)) argued that
provision of choice and structure mediate benefits of cooperation in
supporting children’s autonomy and competence. Similarly, Brumovska and
Seidlova Malkova (2010) argued for a particular quality feature in cooperation
with children in mentoring relationships. [ argue that the cooperation with
children in controlling relationships controlled a choice in children’s options.
Thus, I argue that their cooperation in mentoring interactions did not support
the development of mentees” skills but rather amotivated them (Ibid).

In particular, after five months of mentoring involvement, controlling
mentors developed an approach with strong controlling features (Ryan, Solky,
1996; Deci et al, 1994). The enjoyability of the mentoring meetings was
described as limited. The mentoring activities were frequently selected by
mentors intentionally as good for children and directly focused on facilitating
of children’s perceived background needs.

As a result, I argue that controlling mentors developed the features of
control and amotivation in mentoring interactions that dominated the overall
children’s experience of cooperation with mentors in the mentoring bond.
Controlling mentors evaluated the autonomy and competence of children with
rather ambivalent and negative perceptions of these qualities in children.
Children were especially perceived as lacking autonomy when facing the
social risks in their background environment.

In addition, controlling mentors developed features of control of choice in
cooperation with children. They followed the perceived child’s background
needs in activities; organized the mentoring activities around their own
interests; and dismissed children’s autonomy when mentees expressed their
own interests in mentoring interactions. Mentors took control over decision-
making when negotiating mentoring activities. Thus, children were not
actively supported in giving their ideas on activities. Finally, I argued that
controlling mentors controlled children’s choice and options in decision-

making in cooperation with children’s parents/carers.

243



As a result, dynamics of relational dissatisfaction and decline and
dissolution of relationships developed strongly in the controlling mentoring

bond after five months of mentoring involvement.

8.2.7. DISCUSSION OF RISKS AND ETHICAL DILEMMAS OF

OVERINVOLVEMENT AND RESPONSIBILITY IMPOSED ON CHILDREN

[ argue that the perceived satisfaction of controlling mentors followed the
initial quality of motivation. In particular, controlling mentors emphasized
that their expectations on children’s behavior were salient to their initial
controlling motivation and consequent satisfaction in mentoring involvement.
In particular, perceived explicit feedback from children facilitated mentors’
feelings of efficacy and acceptance, and thus their perceived satisfaction in the
mentoring role.

Moreover, children’s explicit satisfaction and enjoyment mediated the
experiences of closeness in the mentoring bond. In particular, children’s
explicit acceptance of a mentor, expressed with closeness towards a mentor,
mediated mentors” involvement in a mentoring bond. They emphasized that
the explicit feedback of joy was perceived as satisfied needs of the mentees.
These in turn were salient to mentors initial motivations, and thus their
satisfaction. I argued that the explicit feedback the children provided in
congruence with their expectations was crucial for their mentoring
satisfaction and involvement in the mentoring bond. Mentors involvement
was mediated with the perceived fulfilment of their expectations by children
from EPLOC (Ryan, Deci, 1985, 2000).

Furthermore, I argued that controlling mentors developed emotional and
instrumental over-involvement in the well-being of the child outside the
mentoring match to satisfy the initial introjected motivations. In particular,
controlling mentors got satisfaction from care of mentees” material needs,
such as buying the mentees expensive gifts. Thus, in order to receive the
external approvals for their mentoring involvement, they became
compulsively responsible for the child’s well-being outside the mentoring
match.

The over-responsibility they developed consisted of the intention to
facilitate and satisfy perceived children’s emotional needs. Mentors who were

over-involved in children’s emotional well-being soon started to feel a burden
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of emotional over-responsibility in the mentoring role. As the mentors could
not impact directly on children’s general well-being, they started to feel
dissatisfaction and a burden in the mentoring role with feelings of frustration.

As a result, the developed closeness in the controlling mentoring bond
had several features of risks imposed on children. In addition, the perceived
relational satisfaction was low. Firstly, the mentees experienced a lack of
boundaries in the mentoring roles, and thus an insecurity of their involvement
that I argue was ethically questionable (Rhodes et al., 2009; Spencer et al,,
2006; Brumovska, Seidlova Malkova, 2010). Secondly, the mentees’
experienced the burden of responsibility for the mentors” satisfaction and
enjoyment.

In general, the closeness in controlling relationships was based on the
perceived similarities in the background and interests, and on emotional over-
involvement of mentors in the mentoring bond. Moreover, the controlling
mentoring relationships were experienced with high relational dissatisfaction;
emotional and physical distance of mentors and mentees; and detachment;
decline and dissolution by 11 months of mentoring involvement.

The relationships imposed a risk of closeness with insecure relational
boundaries and blurred mentoring roles. I argue that the physical and
emotional closeness in relationships was linked with mentors” initial
introjected motivations; and with the initial dynamics of unresolved
mentoring challenges in the mentoring role (Deci et al., 1994, Ryan, Solky,
1996, Bowlby, 2010, Brumovska, Seidlova Malkova, 2010). In particular,
physical closeness was an instrument that regulated mentors” motivation to
be needed by the child from EPLOC (Ibid). Thus, children in mentoring
relationships were encouraged to express their engagement with mentors
with physical touches such as hugs and cuddles.

Moreover, the patterns of physical closeness overstepped the secure
boundaries of the mentoring bond and posed emotional risks for children
(Brumovska, Seidlovd Malkova, 2010, Spencer et al, 2006, Rhodes et al,
2009). In particular, three out of seven initially tracked matches’ mentors did
not provide the experiences of secure emotional boundaries in experience of
closeness. The relationships developed features of intimacy with the dynamics
of lack of control over the emotional boundaries together with the strong

controlling features in mentoring interactions (Ryan, Deci, 1985, Weiss, 1973,
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Brumovska, Seidlova Malkova, 2010; Ryan, Solky, 1996; Deci et al., 1994). In
particular, controlling mentors with unresolved challenges of closeness
(Brumovska, Seidlova Malkova, 2010; Stech, 1997) developed the experience
of closeness with the features of intense physical contact, over-involvement in
the child’s well-being outside the mentoring match, and meetings with
overnight stays in the mentor’s place or more frequent than once a week. In
addition, mentors regarded these signs in the mentoring bond as significant
features of quality and relational satisfaction in the mentoring bond.
Moreover, mentors avoided reflection and responsibility for establishing
secure emotional boundaries in the mentoring bond even if they felt
overwhelmed with the intensity of the mentoring contact. I argue that the
overinvolvement of mentors, together with their lack of reflection and control
over their involvement, created an ethical issue of involvement in FYMRs
(Rhodes et al, 2009, Spencer et al, 2006, Brumovska, Seidlova Malkova,
2010).

Mentors imposed the risk of burden of responsibility for mentors’
satisfaction and conditional involvement on children. I argue that mentors
with initial controlling motivations made children responsible for the quality
of their mentoring involvement and relational satisfaction in the mentoring
bond they developed. They were willing to become involved, accept, and
support the children as far as the children complied with their expectations
and satisfied their initial needs. In addition, controlling mentors expected the
mentees to share the responsibility for organizing the mentoring meetings as
a part of the mentee’s role. For instance, they expected the children to
organize the mentoring meetings and supply the resources for the mentoring
activities. Thus, the children experienced conditional acceptance for their
compliance to the mentor’s expectations. They expected the children to be
responsible for successful communication on engaging mentors into the

mentoring activities.
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8.2.8. RESULTED DYNAMICS OF RELATIONAL DISSATISFACTION AND

DECLINE AND DISSOLUTION OF CONTROLLING RELATIONSHIPS

As a result, controlling relationships reported high relational dissatisfaction.
Firstly, following their unfulfilled expectations, controlling mentors felt
dissatisfied in the mentoring role. In particular, they emphasized that the lack
of children’s positive feedback on their mentoring activity mediated their
dissatisfaction, and they felt they were not benefiting from the mentoring
experience with the children any longer. Furthermore, they specified that the
mentoring experience did not provide them the satisfaction they initially
expected. On the contrary, they described how the communication with
children and all the mentoring experience became rather frustrating and
dissatisfying for them.

Controlling mentors developed the features of relational emotional
distance and detachment in the mentoring bond. They were unwilling to get
involved and share mentoring activities with mentees unless the children
behaved according to their expectations. Controlling mentors mentioned
distance and detachment in terms of lack of willingness to get involved with
mentees’ interests and play, and to provide support in reaction to children’s
expressed desires.

As a result of controlling characteristics, experiences of emotional
distance and dissatisfaction developed in relationships. The mentors and
mentees did not share time in activities but as two individuals doing activities
parallel to each other. Children themselves became amotivated for mentoring
meetings. In addition, mentors explained that the perceived distance and
dissatisfaction in relationships developed due to the perceived differences in
backgrounds, characteristics, age, and interests between controlling mentors
and their mentees. Following the perceived mentoring challenge and
consequent differences in the match, controlling mentors argued they could
not accept children as equal partners in the mentoring bond. They concluded
in congruence with initial motivations that the perceived distance and
consequent decline and dissolution of the mentoring relationship were caused
by the mentee’s character, their insufficient interest, and inappropriate way of
involvement in the mentoring bond. In other words, children’s natural

characteristics and way of involvement were given as the reasons for the
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mentors” dissatisfaction and emotional distance, and the decline and
dissolution in the controlling matches.

As a result, after 3-8 months of mentoring involvement, the relational
dissatisfaction was expressed as experiences of boredom that marked the
phase of decline (Brumovska, Seidlova Malkova, 2010; Keller, 2005) of
controlling relationships. In particular, mentees themselves started to express
their dissatisfaction with a lack of interest in mentoring activities, expressed
boredom, and finally withdrawal from mentoring meetings. Thus, boredom
was experienced as a consequence of the rigid routine of mentoring meetings
with the low level of mentor involvement in the activities. The mentoring
meetings were generally perceived as boring by children. Consequently, the
feelings of distance, boredom, and dissatisfaction in controlling relationships
strengthened when the children started to express their dissatisfaction
physically and withdraw from the relationships by cancelling the mentoring
meetings. Thus, the controlling relationships finally developed into dissolution
and closure during the first year of mentoring involvement.

[ argue that the experiences of relational dissatisfaction, emotional
distance, detachment, and dissolution developed as the regular patterns
specific to the controlling relationships. In addition, I argue that the
characteristics and dynamics of relational dissatisfaction, experiences of
emotional distance in boredom, and consequent decline and dissolution of
relationships, followed mentors” initial introjected motivations and
consequent controlling characteristics of their involvement in the mentoring

bond.
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8.3. DISCUSSION OF OBJECTIVE 3: PATHWAYS OF THE

KEY MEDIATORS OF QUALITY IN FYMRS
The current model on pathways of helping processes in FYMRs (Rhodes, 2002,

2005) and the qualities of mentoring bonds are experiences of mutuality,
trust, and empathy. According to the model (Ibid), these qualities further
mediate the benefits of mentoring relationships described in terms of socio-
emotional, cognitive, and individual development (Ibid). Following that,
Spencer (2006) identified the features of authenticity, mutuality,
companionship, and collaboration that she argued mediated the benefits of
FYMRs. In addition, researchers in both formal and informal youth mentoring
relationships identified factors of enjoyment, fun, and relaxation (Liang et al.,
2009); closeness (Rhodes, 2005); and a sense of emotional connection
(Spencer, 2006) as the features of quality in mentoring bond. Finally, research
studies in FYMRs also identified characteristics of quality and risk types of
FYMRs (Morrow, Styles, 1992, 1995; Brumovsk3, Seidlova Malkova, 2010).
Furthermore, Ryan (1991) argued that the experience of autonomy is
mediated with the quality experiences of relatedness in social relationships
(Ryan, 1991: 210; Ryan, Deci, 1985, 2000; Ryan, 1993). The experience of a
secure relationship that satisfies the need in relatedness further facilitates
satisfaction of needs relating to autonomy and competence. Central to the
need for relatedness is the individual’s (child’s) experience of the other
(adult) as accepting and supporting their core autonomous self in the
relationship (Ryan, 1993: 6). Such relationships facilitate positive
development and organization (Ibid). Furthermore, Ryan (1991: 224-231)
argues as follows:

Support of autonomy and healthy individuation involves negotiation
of one’s authentic tendencies towards greater autonomy and self-
direction while maintaining one’s connectedness with the significant
other. Such relationship affords openness and trust that in turn
allows a mutuality of autonomy and dialogue. Thus, the more the
relationship is characterized with mutuality and acceptance of what
is authentic in each, the more the one’s self is developed in an
authentic way and the relationship facilitates the experiences in
needs of autonomy and relatedness. One can freely experience
greater spontaneity and self-revelation, and attest and confirm
aspects of self as well as share the experience of the relationship with
another. As a result, these characteristics promote integration within
the relationship as well as within the self of the individuals. One
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learns to create meaningful relationships with others expressing
one’s autonomy (Ryan, 1991:224-231).

[ argue that supportive mentors develop mentoring bonds with the quality of
authentic autonomy supportive relationships with the benefits for children
described and discussed by Ryan (Ibid). Nevertheless, a complex study on
pathways of quality features in FYMRs has not been carried out to date (Zand,
Thomson, 2009). Following this, the results of this study showed that the
quality and benefits in FYMRs were mediated by several factors previously
omitted by mentoring researchers. In particular, it showed that the quality of
FYMRs is congruent with the quality of autonomy supportive relationships
(Ryan, Solky, 1996; Deci et al.,, 1994), and it adds the details in dynamics of
quality in FYMRs to the previous studies.

In the following part, | summarize and discuss the pathways of quality
features in FYMRs developed over 11 months. In particular, Figure 13 shows
the identified features of quality and how they developed over 11 months of
mentoring involvement (See below). Following that, | summarize and discuss

the features of quality in FYMR identified in the study in the following part.
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Figure 13: Scheme IX: Dynamics of Quality FYMRs with Key
Mediators developed over 11 Months of Mentoring Involvement
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8.3.1. INITIAL AUTONOMOUS MOTIVATION

Mentors with initial autonomous motivations became involved in the match
due to their autonomous interest in volunteering. Data showed that mentors
with autonomous motivations (Ryan, Deci, 2000) identified the mentoring role
with their own values, attitudes, and authentic autonomous self. Thus, their
mentoring involvement was driven autonomously from IPLOC (Ibid). In
particular, their involvement was based on their pro-social values and
attitudes that matched with the mission of the BBBS programme and its
mentoring role. They identified their own values and attitudes with the
mission of the BBBS programme and the value of the mentoring relationship
they recognized. Thus, they expected to experience their autonomous values
and attitudes in the mentoring involvement with children.

In addition, they were intrinsically motivated to build a nurturing
relationship with the child. They initiated mentoring involvement out of the
interest, enjoyment, and excitement they felt about the experience of the
relationship with children. They recognized the intrinsically satisfying nature
of mentoring relationships and so expected the nature of the mentoring
relationship itself to be inherently satisfying (Ryan, Deci, 1985, 2000). Thus,
the data showed that their statements about motivation for mentoring
involvement had a more general character and were expressed in terms of

values, attitudes, and general expected experiences.

8.3.2. ACCEPTANCE OF RESPONSIBILITY TO COPE WITH THE PERCEIVED

MENTORING CHALLENGE AUTONOMOUSLY AND AUTHENTICALLY

Similarly to controlling mentors, mentors with initial autonomous motivations
were challenged with the need to establish secure relational boundaries
around the uncomfortable feelings that followed children’s challenging
behavior. In addition, they recognized the personal challenges of the
mentoring involvement. Contrary to controlling mentors, they firstly
recognized and coped with the perceived challenge of responsibility in the
mentoring role.

[ argue that autonomously motivated mentors importantly recognized
and coped with the perceived mentoring challenges because they accepted
responsibility for coping with them autonomously, that is, in congruence with
their authentic self (Ryan, 1991, 1993). They reflected on challenging feelings
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arising from the mentoring role and accepted responsibility for coping with
these challenges autonomously. Following this, they expressed positive beliefs
in their skills and employed the mentoring skills they believed would help
them to cope with the challenges. As a result, I argue that they coped with the
perceived challenges authentically. As they were motivated to enjoy the
mentoring role with children, they were motivated to establish the interaction
with mentees securely and in congruence with the authentic skills they
perceived themselves to have for coping with challenges in the role.
Consequently, accepted responsibility mediated the perceived positive
competence in dealing with a challenge in the mentoring role. Thus, contrary
to controlling mentors, autonomously motivated mentors dealt with
experiences of optimal challenge (Csikzentmihalyi, 2013). I argued that the
autonomous motivation for mentoring engagement driven in congruence with
authentic self from IPLOC mediated mentors” acceptance and internalization

of responsibility for recognized challenge.

8.3.3. AUTHENTICITY

Spencer (2006) identified authenticity as one of the key features of quality
FYMRs. I argue that authenticity in the approach of mentors followed their
autonomous motivations and competent coping with perceived mentoring
challenges with accepted responsibility. In particular, mentors intended to
develop involvement that reflected their autonomous selves in order to enjoy
the mentoring role as they were motivated. Thus, they approached perceived
challenges in interactions with children with the intention to be authentic.
Authenticity was a key feature they felt competent in and responsible for in
maintaining a good mentoring relationship, and experiencing enjoyment in

their mentoring involvement.

8.3.4. INFORMATIVE LIMIT SETTING ON CHILDREN'S CHALLENGING

BEHAVIOR

[ argue that the accepted responsibility in a mentoring role led to the
challenging behavior perceived in children being negotiated with an
informational limit setting style (Deci et al, 1994). The informative limit
setting they developed was mediated by the intention to be authentic in the

mentoring role. Supportive mentors felt secure and competent to inform
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children about their authentic uncomfortable feelings, and so they provided
authentic feedback on children’s challenging behavior (Deci, et al., 1994).
They often used a sense of humor when providing feedback. In addition, they
negotiated boundaries relating to children’s behavior with information on
mentors” attitudes towards the mentees” challenging behavior. They also
provided children with a choice in terms of reaction to the information they
gave them. The informative coping style facilitated children’s autonomous
integration of the mentor’s behavioral regulations (Deci et al., 1994; Ryan,
Deci, 1985, 2000; Ryan, Solky, 1996). As a result, they allowed children
express themselves autonomously, but also let them know about their own
boundaries and the consequences of the children’s behavior with the
autonomy supportive informative approach they developed (Ibid). Following
that, the informative limit setting on perceived mentoring challenges became
an underlying root dynamic of mentoring interactions with children from the

outset of the mentoring involvement.

8.3.5. EMPATHY IN MENTORS  PERCEPTION OF INTRINSIC SATISFACTION

OF CHILDREN

Autonomously motivated mentors perceived children’s and relational
satisfaction as highly positive. They emphasized the link between their own
positive feelings in the mentoring involvement and perceived similar intrinsic
benefits of the relationship for the child. Thus, just as they experienced the
intrinsic benefits of mentoring, they were perceptive to the subtle intrinsic
benefits of the mentoring experience for the child from the outset of the
relationship. Autonomously motivated mentors valued the relaxation, play,
and new experiences provided by the mentoring activities, and they presumed
that the children would benefit similarly. Thus, I argue that autonomously
motivated mentors were empathetic to children’s autonomous feedback and
were able to perceive subtle signs of children’s authentic (dis)satisfaction and
needs in mentees” enjoyment of mentoring activities. Following that, mentors
were perceptive to the inherent benefits of mentoring for children. In addition,
they were perceptive to the subtle intrinsic signs of mentees” satisfaction, such
as willingness to participate, enjoyment, happiness, and mentees” autonomous
activity in the mentoring interactions. 1 argue that mentors” intrinsic

satisfaction mediated their ability to perceive children’s authentic enjoyment
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and high perceived intrinsic satisfaction and benefits of mentoring in the
relationships. As a result, the relationships experienced high mutual
satisfaction that further mediated the relational quality features of closeness

in mutuality and trust.

8.3.6. HELPING ATTITUDES: ROLE OF FACILITATOR OF POSITIVE SOCIAL

INTERACTIONS, ENJOYMENT, AND PLAY

Following their autonomous motivations, supportive mentors considered
themselves to be one of the children’s available supportive significant adults,
and considered their direct impact on children’s well-being to be rather
neutral. In addition, they perceived that the supportive part of the mentoring
role was their authentic approach to children. They perceived the enjoyment
of the mentoring activities to be a value that added to children’s positive
development and well-being. Thus, they emphasized that the benefits of
mentoring for children consisted of mentoring experiences that differed from
children’s routines and presented an additional option in mentees” daily lives.
They understood that the facilitation of enjoyment in mentoring meetings was
their main contribution to the child’s well-being. Thus, they perceived that the
facilitation of positive social interactions experienced in mentoring
relationships through enjoyable activities with children was the main benefit
of their mentoring role for mentees. As a result, the enjoyment of activities
with children became the main focus of the mentoring interactions they
developed.

In addition, from the outset of the mentoring involvement, autonomously
motivated mentors emphasized that facilitating children’s needs was not part
of their role unless they perceived that children expressed the needs on their
own in mentoring interactions. Thus, autonomy supportive mentors
interpreted children’s background needs based on their experience in the
mentoring bond. In particular, they were not focused on facilitating children’s
needs “prescribed” before the match, but rather waited until mentees
themselves expressed their needs during the mentoring meetings. Following
that, they were able to sensibly respond to children’s autonomous expressions
of needs in the relationship. They primarily focused on creating a secure
relationship in which children felt free to express their authentic needs and

mentors were ready to follow and support them. Thus, they interpreted
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children’s needs and reacted to them as they experienced them in mentoring

interactions.

8.3.7. INTRINSIC SATISFACTION OF MENTORS IN THE MENTORING ROLE

After five months of mentoring involvement, autonomously motivated
mentors experienced interactions with children as inherently satisfying. The
mentoring activity itself became a source of intrinsic satisfaction. I argue that
the sources of mentors” perceived satisfaction were linked with their initial
autonomous motivations for volunteering that further developed during their
mentoring role. They emphasized that the opportunity to enjoy the
relationship itself satisfied them, as their activity was internalized in
congruence with their authentic selves (Ryan, Deci, 1985). Thus, mentoring
activity itself became an inherent source of intrinsic satisfaction in the
mentoring role.

As a result, being active as a mentor made them feel good in the
mentoring relationships they created. Their autonomous mentoring activity
emanating from [PLOC was the source of their satisfaction. In particular, they
emphasized experiences of relaxation, enjoyment, and fun facilitated in play
with children as major benefits of their involvement and the source of their
satisfaction in the mentoring role. Thus, experiences of enjoyment, relaxation,
and fun in mentoring relationships in turn were personally valuable,
enriching, and satisfactory for them and became major benefits of their
mentoring commitment. These in turn became the source of their intrinsic

satisfaction and involvement.

8.3.8. SUPPORT OF AUTONOMY AND COMPETENCE IN COOPERATION

WITH CHILDREN

After five months of mentoring involvement, the supportive mentors
developed autonomy supportive interactions in cooperation with children in
mentoring activities (Ryan, 1991, 1993; Ryan, Solky, 1996). In particular,
supportive mentors, during the cooperation in mentoring interactions,
provided supports in autonomy and competence with the provision of choice,
structure, and positive belief in children.

Firstly, all autonomy supportive mentors emphasized children’s positive

characteristics, strengths in autonomy, and high level of various skills from the
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outset of mentoring involvement. Following that, autonomy supportive
mentors considered the mentoring meetings to be a quality time spent with
children that they facilitated for them and suggested the children-friendly
places in children’s community for the mentoring meetings rather than the
particular mentoring activities. As a result, the meetings were established on a
regular basis. In addition, the organization of meetings in mentees’
community supported children in their spontaneous expressions in activities
they shared with the mentors.

Following that, supportive mentors established an autonomy supportive
youth-led approach in cooperation in mentoring activities with: 1) Provision
of Options AND Choice in Negotiation on Mentoring Activities; 2) Focus on
Activities of Mentees” Interests; 3) Mutual Involvement in the Activities of
Mentees” Preferences; 4) Provision of Positive Feedback; and 5) Provision of
Optimal Challenge (Deci et al, 1994; Ryan, Solky, 1996). I argue that the
mentors” approach was congruent with the identified characteristics of
Developmental relationships (Morrow, Styles, 1995) and autonomy

supportive relationships (Ryan, Solky, 1996).

8.3.9. OPTIMALLY MATCHED ENACTMENT SOCIAL SUPPORTS

After five months of mentoring involvement, supportive mentors experienced
particular needs of mentees that they further supported during the mentoring
meetings. They perceived emotional needs, needs in resilience to stress, and
socio-relational needs of children as they experienced them after five months
of mentoring involvement. Thus, [ argue that mentors provided optimally

matched enactment social supports (Cutrona, 2000; Cutrona, Russell, 1990).

8.3.10. MUTUALITY AND SATISFACTION MEDIATED IN PLAY WITH

CHILDREN

Mentors described the feelings of closeness as perceived mutual attunement
with high mutual relational satisfaction, and the perceived the benefits of play
with children that the mentoring bond facilitated. In particular, supportive
mentors were actively involved in mentoring activities selected according to
children’s interests; and they thus connected with children on an equal level.
In addition, they shared the activities and their enjoyment with children from

the outset of the relationship. I argue that shared play mediated enthusiasm
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for and enjoyment of mentoring activities, intrinsic motivation, and
satisfaction of children, as well as the benefits of mentoring relationships. In
other words, I argue that play is a key feature that mediated the quality and
benefits of FYMRs.

In particular, when mentors described experiences of enjoyable play with
children, they talked about the experiences of enjoyable play in the present
moment and feelings of mutuality and trust that were shared in play. The
experiences of shared enjoyable play, where both the mentor and the mentee
were equally involved in the activity, mediated the feelings of closeness
experienced as mutual enjoyment of the mentoring meetings. Thus, play with
children was experienced as mutual closeness and mediated intrinsic
relational satisfaction in the mentoring bond.

I argue that the experiences of enjoyable shared play in activities based
on children’s interests mediated the quality and benefits of flow experience in
the mentoring bond (Csikzentmihalyi, 2013)53. In particular, data showed that
experience of play with children mediated the synchronicity and higher
creativity in cooperation in mentoring interactions. In addition, mutually
shared play in mentoring activities revealed the needs of children that
mentors consequently supported. Thus, after 11 months of mentoring
involvement, the data showed that experiences of mutually enjoyable play
deepened and developed into regular, steady, and synchronized patterns of
mentoring interactions. Mentoring activities became enjoyable in subtle
interactions during the play the mentoring match knew they liked to share. In

addition, children started to trust mentors and to seek support from them.

53 Furthermore, controlling mentors mentioned that the experiences of closeness in the
mutually shared enjoyable mentoring events did occur in controlling relationships when
mentors joined the children in the activities that the mentees were experiencing with active
enjoyment. In particular, mentors described the mutual involvement in the events that
spontaneously evolved from a mentoring activity into a play that the matches mutually shared
as the experiences of relational closeness and flow (Csikzenmihalyi, 2013). In other words, the
mentoring meetings that were facilitated with spontaneity around children’s interests, that is
out of the usual routine structure prescribed by controlling mentors, were experienced with the
mutual involvement and enjoyment of the mentoring activities. Consequently, the activity
developed into a flow of play that mediated the feelings of mutuality and relational closeness. In
other words, similarly to supportive relationships, mutually shared enjoyment, interest and/or
excitement of children in mentoring activities mediated the experiences of quality relational
closeness in mutuality in relationships. Thus, the mutuality was described in terms of
autonomous genuine involvement of mentors who shared children’s enjoyment of the activities.
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8.3.11. DEVELOPED TRUST

The data showed clearly that the experiences of mutually enjoyable play in
flow mediated the feelings of trust expressed by children towards mentors in
mentoring interactions. In particular, supportive mentors described that the
trust of children developed continually over the 11 months of mentoring
involvement. After 11 months of mentoring experience they described trust as
the subtle expressions of 1) children’s comfort; 2) subtle physical closeness
with secure boundaries with mentors; 3) mentees” sharing of personal topics
with interest in mentors” views; and 4) children’s support seeking expressed
in the mentoring bond.

Supportive mentors primarily felt that the children trusted them when
they spontaneously expressed affection in subtle physical acts. I argue that,
contrary to controlling relationships, trust was spontaneously expressed by
the children and accepted as subtle physical closeness with the authentic and
secure involvement of mentors.

After 11 months, supportive mentors described trust in terms of progress
in communication and more autonomous activity of the children at the
mentoring meetings. They noticed that the trust of children was apparent
when the conversation moved from general topics to issues of personal
interest to mentees. In addition, supportive mentors described that the trust
that was apparent in the personalized topics of conversation further
developed into conversation about children’s personal and intimate feelings,
interests, and other issues that children initiated and wished to share with
their mentors.

[ argue that the trust of the children towards the mentors was expressed
when the mentees were open to talking about personal issues and dilemmas,
and to asking the mentors for support and advice. Following that, mentors
mentioned that children’s support seeking became more regular over time.
Children felt free to make their own suggestions and initiate activities, and to
try out their skills in shared play with mentors. In addition, they trusted
mentors and confided in them about personal issues. Finally, they turned to

mentors with their needs.
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8.3.12. RESULTED DYNAMICS OF SUPPORTIVE INFORMAL MENTORING

BOND

The feelings of closeness and satisfaction in relationships mediated steady and
regular mentoring interactions. After 11 months of involvement, the
relationships developed into steady and trustful mentoring bonds. As a result,
autonomously involved supportive mentors were generally motivated for
further long-term commitment to mentoring relationships. In particular, the
supportive mentors were interested in keeping the meetings with children
going, and they expected the relationships to continue naturally under the
same relational dynamics in the long-term. In addition, they hoped that the
mentoring bond would be indefinite. I argue that formal mentoring
relationships with supportive mentors developed the dynamics of mentoring
bonds with the same qualities and benefits as natural mentoring relationships.
The analysis clearly showed evidence of support of children’s socio-emotional
needs, and of their autonomy and skills. Thus, I argue that autonomously
motivated mentors became a part of the children’s social networks as
supportive significant adults and positive role models who supported

children’s positive development and well-being.

8.4. DISCUSSION: CAN INITIAL MOTIVATION FOR
MENTORING INVOLVEMENT BE CONCEPTUALIZED AS A
CONTINUUM?

It can be argued that the initial motivation of mentors is a dynamic feature
that changes in quality over time. Thus, the mentors” approach and the
consequent quality of mentoring relationships develop and change overtime.
As such, it can be argued that initial motivation of mentors for mentoring
involvement can be displayed as a continuum that tracks the change in its
quality over time (Ryan, Deci, 1985).

Nevertheless, | argue according to the data analysis that the initial quality
of mentors’ motivation has a clearly controlling or clearly autonomous
character (Ryan, Deci, 1985, 2000). The initial motivation in mentors was
composed of more than one reason for mentoring involvement. Nevertheless,
the quality of motivation mentioned clearly had the features of an autonomous

or controlling quality (Ryan, Deci, 1985). According to the research results, |
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did not find the qualities of initial motivation mentioned by mentors that
would have both autonomous and controlling features when starting
mentoring involvement.

Intial controlling motivations of mentors were expressed as expectations
of experiences and benefits the mentors would gain for themselves through
performing the mentoring role. The mentoring role was expected to be an
instrument for the fufilment of their initial expectations that motivated them
for mentoring involvement. On the contrary, initial autonomous motivation
was expressed in terms of values, attitudes, and expected experiences of
enjoyment that mentors perceived could be experienced in the mentoring role
due to the nature of the mentoring role and mentoring relationship with the
child.

Following that, I argue that the initial motivation impacted on the
perceived satisfaction the mentors expressed in the mentoring role after 5 and
10 months of mentoring involvement. In particular, I argue that the initial
quality of motivation consequently impacted on the perceived satisfaction of
mentors in the mentoring role and perceived benefits in mentoring
involvement.

As such, the relationships with initial controlling motivations -
controlling relationships - reported in general high dissatisfaction of one or
both mentoring participants. Thus, controlling relationships tended to
dissolve rather than bring about a change in mentors” motivation and
consequent change in relational satisfaction and dynamics towards more
quality relationships. Due to high dissatisfaction, 4 out of 6 of the tracked
controlling relationships dissolved before 12 months of mentoring
involvement. On the contrary, the autonomous motivation in supportive
reationships developed in quality towards more integrated types of
motivation.

As a result, I argue that the initial motivation can be tracked in the
continuum that develops in its autonomous quality only. The initial
autonomous motivation of mentors expressed in terms of identifications
developed into more integrated and qualitatively higher motivations of
integration. In addition, autonomy supportive mentors, initially motivated
with an intrinsic quality of motivation, perceived high satisfaction in the

mentoring role that deepened over time. The relationships developed into
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long-term steady and supportive mentoring bonds. These changes in quality of
autonomous motivation tracked over 12 months of mentoring involvement

can be displayed as a continuum as follows:

Initial Motiation: Identification with values of
mentoring experience or/and with the mission
of BBBS CZ programme

After 8 Months of Mentoring Involvement:

Intrinsic Satisfaction in Experience of
Mentoring Relationship with the Child

8.5. DISCUSSION: IMPACT OF SOCIAL AND CULTURAL
CONTEXT ON QUALITY OF FORMAL YOUTH
MENTORING RELATIONSHIPS

The impact of the cultural context of the mentoring intervention on the quality
of mentors” initial motivation, and consequent approach and quality of
relationships that mentors developed with children, should not be omitted.
Nevertheless, as the thesis has a qualitative social-psychological perspective
on th quality of mentoring relationships, the social and cultural contexts were
not the subjects of the presented research study. The data collected in the field
work and consequent analysis do not provide sufficient evidence for the
analysis of the impact of social and cultural context on the results of the study.
In conclusion, it is a limitation of the study in social-psychological perspective
on the quality of mentoring relationships. Nevertheless, the impact of cultural
and social context on quality of FYMRs and FYMIs could be addressed,
explored and discussed in future studies. In addition, I argue that the patterns

of controlling and autonomy supportive relationships would match with the
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theory of secure and insecure attachment styles. I did not question the
attachment theory in the analysis and suggest that could be done in future
research. However, I argue that regardless of the cultural context, the same
identified features and dynamcs of relationships I analysed would be found in
other one-to-one youth mentoring relationships in different countries and
mentoring organisations as the characteristics of attachment appear
universally in human relationships across cultures. For instance, the prevalent
attachment styles in different European cultures and societies, and the
consequent measures of characteristics of supportive relationships that are
deemed quality features according to the cultural perspectives and social

structures would be valuable to explore in a future comparative study.

8.6. LIMITATIONS OF THE STUDY

The limitations of the study will be acknowledged according to several
perspectives: methodological limitations, limitations of theoretical framework,
and limitations in social-psychological theoretical perspective in the
exploration of the initial motivation and its impact on the quality and
dynamics in FYMRs.

Firstly, the methodological limitations of the study are discussed in detail
in Chapter III. The analysis is focused on mentors’ experiences only, omitting
the perspectives of children; the qualitative limitations focus without
subsequent validation of research results, on a larger quantitative perspective
on mentoring experiences; and the limitations in the longitudinal design, in
which the mentoring matches could not be tracked for more that 12 months,
were mentioned.

Secondly, I wish to acknowledge the limitations of the theoretical
framework that was used in the study. The SDT framework was deemed
suitable in analysis of mentoring experiences. In particular, the themes of
mentoring experiences matched well and were generalizable with SDT
concepts of quality of motivation in human behavior and with the perspective
on quality of approach of significant adults in developmental relationships
with children and youth. Nevertheless, the concepts of SDT describe the
characteristics of relationships in a rather static, non-dynamic perspective. On
the contrary, the longitudinal qualitative approach to the exploration of

characteristics and quality of formal youth mentoring relationships revealed
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the dynamics in which the relationships were developed following the quality
of initial motivation. In particular, the dynamics of controlling relationships
showed that there was more than one controlling dynamic in the development
of these relationships. Thus, I argue that SDT limits the analysis of initial
motivation and its impact on the a quality and dynamics in FYMRs to rather
non-dynamic perspective. As a result, | recommend the use of the theoretical
concept that considers the relationships not only in their characteristics but
also in the dynamics that develop over time. For instance, | recommend the
use of attachment theory (Bowlby, 2010) in future in-depth qualitative studies
with longitudinal research design.
Thirdly, the limitations of social-psychological perspective in exploration

of quality and dynamics of FYMRs that omits the impact factors of cultural and

social context were also mentioned above.

8.6. CONCLUSIONS

In conclusion, this thesis brings new original knowledge on the principles of
the archetypal mentoring relationship formed in formal youth mentoring
interventions. The thesis articulates the benefits and risk factors of the formal
mentoring bond. In addition, it highlights the dynamics in which these factors
were linked in mentoring bonds developed over 11 months. In particular, the
thesis contributes to the research and knowledge on formal youth mentoring
relationships in several key areas.

Firstly, the thesis is the first in-depth study on the motivation of volunteers
and its impact on the quality and dynamics of FYMR. It identifies the pathways
and mediators of risks and quality through an in-depth analysis that
illuminates the relational dynamics of FYMR. As such, the thesis has the
potential to contribute significantly to the quality of future mentoring
relationships and interventions; and to the research on processes on benefits
in mentoring relationships.

Secondly, the thesis used the theoretical framework of SDT, an in-depth
longitudinal methodology and a phenomenological approach for the first time
in the context of a qualitative study on FYMRs. As such, it contributes to the
body of knowledge in both theoretical and methodological terms.

Finally, the study identified the features of risks of FYMR. As such, it brings

attention to the ethical dilemmas of mentoring volunteering in FYML
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Importantly, it also enlights the characteristics of supportive processes in
FYMR, and detailed pathways in which formal mentors become informal
supportive significant adults available for children and youth during their
transition to adulthood. It particularly draws attention to the phenomena of
play as a mediator of children’s communication and subsequently a mediator
of mentoring benefits. As such, it makes an important contribution to the
theory of formal mentoring as well as to the better practice in formal youth
mentoring interventions. Thus, it will potentially bring more people who are
genuinely interested in volunteering with children into playful and supportive
mentoring relationships. Ultimately, it has the potential to reduce or eliminate
the risks, while increasing the benefits of mentoring for the more vulnerable

children in our post-modern societies.
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8.7. RECOMMENDATIONS FOR FUTURE RESEARCH
AND EVIDENCE-BASED PRACTICE

The following and final part of the thesis offers recommendations for the
mentoring practice of mentors and professional case workers, as well as for

future research on mentoring relationships and interventions.

8.7.1. RECOMMENDATIONS FOR MENTORING PROFESSIONALS

The research results showed that seven out of 11 formal mentoring matches
became controlling and potentially harmful for children. Nevertheless, I argue
that the risks of the controlling approach can be minimized through the
professional approach of case-workers.

Firstly, I strongly recommend working with the mentors” awareness and
ability to reflect on their approach, both in the phase of recruitment and in the
course of the mentoring involvement. During the recruitment and screening
process, the case-workers should carefully check the initial motivations of
mentors and consequent ability to reflect on the potential challenges they
perceive in the mentoring role. In this way, case-workers can assess potential
risks for the future mentoring bond accordingly.

Secondly, the data showed that mentors with initial autonomous
motivations have the ability to reflect on the skills they feel competent to
employ in dealing with perceived mentoring challenges. Thus, they accept
responsibility for establishing authentic limits in the mentoring role and the
mentoring bond with children. On the contrary, as controlling mentors intend
to fulfil their own personal needs instrumentally through the mentoring role
and are not willing to reflect on the challenges and limits in their own skills.
They do not accept responsibility for authentic involvement. On the contrary,
they impose control and consequent risks on children in order to deal with
mentoring challenges.

Because of this, | recommend that mentoring professionals be made
aware of the features of risks associated with mentors” involvement from the
beginning of the recruitment process. In this way they can develop and
support supportive mentoring relationships, and so avoid the ethical
dilemmas that the controlling involvement of mentors can give rise to. Thus, |

recommend that mentoring professionals be trained in their practice to the

266



point that they can recognize the characteristics and dynamics of controlling
mentoring relationships, as well as the features of quality in mentoring bonds.
Thus, they will be able to support children and avoid the risks inherent in
formal mentoring.

In addition, I recommend that mentor training and supervision screen
mentors’ motivations and consequent satisfaction in the mentoring role
regularly, as these are predictors of mentoring quality and risks for children.
Professional case-workers should be aware of the differences in mentoring
approaches. Importantly, they should be familiar with and capable of
recognizing the signs in a mentor’s language and attitudes that indicate the
risks. Furthermore, professional case-workers should be responsible for
facilitating the relationships based on best knowledge of mentoring qualities,
with a high awareness of the warning signs of potential risks to mentees, and
with the responsibility for and competence to deal with the mentoring
challenges ethically and in the best interest of the child.

The present thesis clearly shows that a mentor’s ability to reflect on their
approach to children and accept responsibility for this approach is crucial for
the development of a quality beneficial mentoring bond, and as such, it should
be a core theme of mentoring training and supervision. In addition, mentoring
professionals should question the motivation of mentors, as well as their
willingness to approach children with responsibility and authentic mentoring
skills they feel competent in. Mentors” ability to reflect on the limitations of
their mentoring skills, and to develop their approach accordingly, also
predicts the future quality of the mentoring bond and should be considered in
the mentoring training. For instance, I recommend employing experiential
methods - creative therapies that can reveal mentors” deeper motivations,
helping values, and attitudes, along with the ability to accept responsibility in
the mentoring role and the talent to develop playful activities with children.

Thirdly, based on the study, I recommend improving the practice of
quality management of mentoring matches in BBBS CZ. In particular, the
organization should be aware and reflect deeply and honestly on the helping
values and attitudes it is based on, and that are thus reproduced in the
mentoring matches. I recommend mentoring professionals to reflect on their
own helping motivations, attitudes, and values, and revise them according to

ethical mentoring practice: with the value in service for children always first
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and foremost aimed at making children secure and allowing them to benefit
from the mentoring bond.

Finally, as the controlling attitudes of mentors were not reflected on and
supervised, but instead supported by mentoring professionals, it is essential
that a clear policy on what the organization values ethically and aims to
produce in the mentoring programme needs to be developed with authentic
and honest reflection by BBBS CZ management and case-workers, and stated
accordingly in a written document. In this way, the socially-disadvantaged
children, as the clients of the programme, and their parents can have a clear
image of the kind of service and support they can expect to receive in the
BBBS CZ mentoring intervention.

Similarly, mentoring policy makers and funders should reflect on what
and who they intend to support with funding in the youth mentoring
programmes. [ recommend they would require independent evaluations of the
quality of mentoring services in the Czech Republic. The funding of mentoring
services should be available to only those programmes that reflect, and
consciously and responsibly follow, the ethical values of social service for
socially-disadvantaged vulnerable children and young people that they have
established in practice.

Clear ethical values and helping attitudes of mentoring organizations are
crucial for ethical practice with vulnerable children. I recommend adapting
the Children First policies to include clear ethical statements and guidelines
on ethical mentoring practice in Czech formal youth mentoring policy and
practice. The majority of the potential risks of formal mentoring for vulnerable

children can be avoided in this way.

8.7.2. RECOMMENDATIONS FOR MENTORS

Firstly, I recommend each potential voluntary mentor reflect on their
motivations for volunteering in an individual relationship with a
disadvantaged child. In addition, it would be a healthy exercise for each
mentor to reflect to their helping values and attitudes, and the reasons behind
them. Such reflection could be facilitated by the mentoring professional or
group of peer-volunteers. Alternatively, potential mentors could address these
themes honestly in self-reflection. Thus, mentors could avoid many personal

difficulties, disappointments, and frustrations in their future mentoring role.
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The research results showed that formal mentoring naturally triggers
dilemmas and challenges in the mentoring role for all mentors. However, the
difference between mentors lies in their skills in coping with mentoring
challenges. I recommend mentors self-reflect honestly on the mentoring
challenges they perceive in the mentoring role. Acceptance of the challenge
with responsibility leads to recognition of personal resources that can be
deployed to cope with the challenge. Mentors would consequently have the
courage to deal with mentoring challenges authentically, in congruence with
their authentic mentoring skills. Thus secure mentoring relationships are
established, and mentors, as well as mentees, report high satisfaction and
intrinsic benefits in their mentoring involvement. I recommend future
mentors reflect on this process, and inquire with honesty if they are willing to
accept the process of coping with mentoring challenges.

The research showed that the mentors who enjoyed the mentoring role
most and were most beneficial for children were those who enjoy the nature
of the relationship with children. They emphasized the enjoyment and
excitement they felt playing with children. Their talent and ability to play
motivated them for the mentoring role with children. Thus, I recommend all
adults, who enjoy playing and relationships with children intrinsically out of
the enjoyment of playing with the child, become voluntary mentors, as they

can gain strong intrinsic satisfaction from involvement in the mentoring role.

8.7.3. RECOMMENDATIONS FOR FUTURE RESEARCH AND EVALUATION

Finally, the mediators of quality following the initial quality of motivation for
volunteering have not previously been identified in the literature on FYMRs.
Thus, | recommend that the mediators of risks and quality identified in the
thesis will be used in future surveys and evaluation studies on FYMIs.
Secondly, the thesis concluded that play is a mediator of mentoring
benefits in FYMRs. [ recommend exploring and incorporating phenomena of
play into FYMR research and practice. For instance, future research could
explore the nature and themes of mentoring play in a participatory action
research, with mentoring matches incorporating creative activities and
facilitating play for the next research study. As a result, the ability of mentors

to play and the benefits of mentoring mediated through play for children

269



would be explored closely. Thus, I recommend conducting a research study
that explores play in mentoring interactions.

In addition, I recommend exploring the potential of training in play and
improvisation skills in mentors for the practice of mentoring interventions.
For instance, the methods of Child-Centered Play Therapy or Expressive Arts
Therapies could be suitable and very useful for the training and supervision of
mentors in order to facilitate better play in the mentoring bond for children.
Mentors can be trained in understanding the play of children, and thus
develop their ability to facilitate play for mentees. I recommend exploring
these themes in future research.

In particular, [ recommend for the future research to follow the in-depth
longitudinal qualitative research design with phenomenological approach to
exploration phenomena of play in mentoring interactions with children. The
study showed that SDT framework is useful for explaining mentoring
characteristics and dynamics. Following the results of the presented study I
think that attachment theory (Bowlby, 2002) would be useful theoretical
framework for the future in-depth qualitative studies especially on mentoring
interactions when exploring play. Attachment theory could offer complex in-
depth theoretical framework for the work with mentors in mentoring
interactions in play.

Finally, I recommend exploring the natural mentoring relationships in the
social networks of children in future research. An in-depth qualitative study
on natural mentoring relationships of children and young people would be
beneficial for future mentoring practice. For instance, the mentoring
programmes where mentees identify their potential natural mentors, and are
consequently matched with them by the mentoring programme, have good
potential and I recommend further research on this theme. In addition, I
recommend research on natural mentoring relationships in social institutions
such as youth clubs that children and youth attend and use. As such, |
recommend the participatory research approach in which children and young
people would explore the natural mentors in social networks through creative
methods. I think this approach would identify more positive mentors that

could contribute to children’s positive development more naturally.
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APPENDIX 1: PREVIOUS RESEARCH IN DETAILS

Brumovska and Seidlovd Malkova (2008, 2010) studied the development of 12 mentoring
matches during 10 months of mentoring engagement formed under the Big Brothers Big Sisters
programme in the Czech Republic. In particular, the case workers” notes on mentors” regular
reports on the mentoring experience were taken regularly during the group supervision
meetings for 10 months, and consequently analysed. As a result, the data showed that the
different stages of relationships were distinguished with themes of mentoring experience that
were shared by all mentors at the time. As a result, three types of formal mentoring
relationships were described according to the differences in characteristics of the shared
themes on mentoring experience:

1. The Relationships with a Quality Friendly - Equal Approach
2. Relationships with Dilemmas of Mentors in Mentoring Role,
3. Relationships with Authoritative-Intentional Approach of Mentors

The Stage Before the Match: The Expectations of Mentors expressed before the initiation of
mentoring relationships:

1. Friendly - Equal volunteers felt confident about the mentoring role and did have
positive expectations towards the personality of mentee and the future relationships

2. Mentors with Dilemmas expressed insecurity concerning to the acceptance of them by
the future mentee.

3. Mentors with the Authoritative-Intentional Approach had concrete ideas about the
character of mentees. Thus, they had an expectation of the results of the relationships for
mentees after 10 months of commitment.

The Stage between 1st - 2nd Months: First Meetings of the Matches: The initial phase of the
match differed in the way in which mentors developed the first connection with mentees:

1. Mentors with the Friendly - Equal Approach described the immediate connection with
mentees maintained during the first meeting of the match when the mentor and mentee
“clicked” very fast?.

2. Mentors with Dilemmas described a slow initial connection that was developed during
the first 4 meetings of the match.

3. Mentors with an Authoritative - Intentional Approach expressed a negative
impression from the first connection and insecurity towards the issue of their acceptance by the
mentee.

The Stage between 2nd - 4th Months: Mentoring Role in the Match: The middle stages of
mentoring relationships concerned “getting know each other” in mentoring activities,
interactions and roles. In particular, the perceived experiences were influenced by the manner
of involvement of mentors in the mentoring role. In addition, some children at this stage
exhibited testing behavior and challenged mentors As a result, the way mentors negotiated
their mentoring role, coped with challenging behavior and got attached to children differed. The
analysis recognized three roles of mentors in relation to children:

1. Mentors with the Equal - Friendly Approach developed a role of a friend had equal
friendly approach towards mentees, were involved mutually into activities and shared
experiences together with children.

2. Mentors with Dilemmas developed two variations of mentoring role: In the role of
rescuer they intended to save the child from the “evil” of his environment putting the emphasis
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preferably on mentees” needs regardless of their own enjoyment of the mentoring meetings. On
the other hand, mentors in the role of observer facilitated activities but observed children’s play
without getting involved and sharing the mentoring activities and experiences.

3. Mentors with the Authoritative - Intentional Approach developed the role of a strict
parent in which they were authoritative to children and tried to discipline mentees towards the
norms they respected.

The Stage of between 5-8 Months: Satisfaction in Relationships: After 5 months of relationship
experience the level of satisfaction was strongly evident and differed according to the previous
approaches in mentoring interactions and consequent mentoring experiences:

1. Mentors with the Equal - Friendly Approach were satisfied with the development of
the bond they maintained with the children, and reported that the children exhibited non-
problematic and engaged behavior. Their contact was maintained on the regular basis at this
stage.

2. Mentors with Dilemmas reported that they would be satisfied with the course of the
relationship but children started to skip the meetings un/intentionally and were perceived as
unengaged. Thus, they had to deal with personal dilemmas and dissatisfaction with the nature
of the bond they developed with the children. They doubted whether the children appreciated
their effort and the support they tried to offer and felt dissatisfied as they didn't perceive
enough appreciation from the mentees. They also had an issue in getting connected with
children emotionally and looked for ways they could develop deeper closeness in relationships.

3. The Relationships with Authoritative - Intentional Mentors finished pre-maturely and
did not reach this stage of the relationship.

Further development beyond the 8 months: Expectations for the Future: After 8 Months of
mentoring experience the dynamics of relationships developed in different directions:

1. Relationships with Equal - Friendly Approach of Mentors continued beyond the
formal contract with BBBS programme. They appeared to develope into more informal long-
term supportive relationships that would foster the functions of natural mentoring.

2. Most of the relationships with the Mentors with Dilemmas terminated upon the end of
formal contract and mentors” feedback on the experience was reminded as controversial. In
addition, mentors who continued into the second year showed intentions to change the
character of their mentoring involvement in order to be satisfied in the mentoring role.

3. Relationships with the Authoritative - Intentional Mentors mentors terminated pre-
maturaly . In particular, 2 relationships terminated pre-maturely by the 5th month of mentoring
involvement

Similarly, the research on dynamics of formal mentoring relationships were reported by Bogat,
Liang and Rigol - Dahn (2008). Bogat at al. (2008) analyzed the mentors” experiences (n=42) of
their participation in a formal school-based mentoring programme with pregnant adolescent
women. Mentors were asked by the mentoring scheme to report in detail each contact with
mentees. They also participated in both, individual and group supervision meetings that were
noted by case-workers each month. The length of reported matches were from 1 - 9 months (M
length = 6,8 months). The results of the analysis concluded that during the 9 months of formal
mentoring duration three main phases were observable in development of relationships:

Initial Stage (Months 1 - 3): was described as the most difficult stage for both mentor and
mentees due to experiences of mentees’ challenging behavior the mentors had to cope with:

2. Mentors who were challenged, often responded to mentees” ambivalence and
avoidance with reducing the interest in contact with them. In addition, they also withdrew from
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mentors’ support group meetings more often. As a result, they were less likely to develop a
close bond in the mentoring relationship.

3. Mentors who recognized mentees” challenging behavior as a way to test acceptance of
the mentor and to establish the security in relationship were more likely to progress into
regular meetings and succeeded in establishing a close bond. In addition, they perceived the
support meetings as a useful opportunity to reflect on their experiences, compare them with
other matches and as a result not to take the challenges the mentees” expressed too personally.

Middle stage (Months 4-6): During the middle stage of relationships, mentors and mentees got
to know each other and decided whether or not they further continue in forming the close
relationship. The conflicts in the match were most often during the 9 months. Thus, a risk of
premature termination was higher at this stage. Mentees started to address their needs and to
rely on mentors for support. Mentors in turn 1) felt both, overwhelmed by mentees
requirements and feared from the intensity of mentees” needs, or 2) they were able to negotiate
the boundaries of mentees needs and mentors role in helping them to satisfy them. The conflict
most often arose when mentors started to set the boundaries of their support:

1. Mentors who felt overwhelmed tended to reduce contact with mentees. In addition,
mentors who felt obliged to fulfill all mentees” requirements, became dissatisfied in the
mentoring relationship. As a result, they tended to withdraw from the relationship. In addition,
mentees in these relationships tended to express excessive dependency as a response to the
ambivalent feelings of mentors.

2. Mentors who were able to regulate the amount of assistance for mentees while
providing a range of support according to mentee’s needs and at the same time encouraging the
mentee’s individual abilities for self-help were found as those who developed the relationships
towards deeper level of closeness.

Final Stage (7 - 9 months): At the last stage of the relationships, patterns of more realistic
awareness of each other and less frequent contact, gradual distancing from each other and
negotiation of formal separation were observed. The formal end of relationships under the
mentoring scheme was a source of anxiety and difficult feelings that both mentees and mentors
had to face:

Mentees tended to meet mentors less often excusing themselves with different reasons. As
mentees tended to avoid the meetings increasingly, mentors faced the challenge to
communicate the formal end of relationship with them. Similarly, mentors reinforced mentees
tendency to dissolute the relationships with less attendance and involvement into it.

As a result, the level of closeness and intimacy developed over the previous stage became less
intense during this period. Some mentors expressed their intention to continue informally
beyond the 9 months but expected mentees who meanwhile withdrew from meetings to make
an initial contact that would assure mentors regarding their interest in continuing:

1. Those who were not successful in negotiation of the relationship end felt frustrated and
unsure about their contribution to the mentees life at the end of their mentoring engagement.

2. Mentors who successfully communicated the further way of contact with mentees kept
meeting them and often became a part of mentee’s informal social network.

I mention the results of the studies in greater details as the first one was published in the Czech
language only; and they form an important base of the current research study.
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APPENDIX 2: MEMORANDUM OF UNDERSTANDING

1) AMEMORANDUM OF UNDERSTANDING BETWEEN:

The UNESCO Chair on Children, Youth and Civic Engagement at the National
University of Ireland at Galway,

and
Faculty of HumanitiesCharles University in Prague, Czech Republic

SUGGESTED TITLE: International Comparative Research on Youth Mentoring
Relationship in program Big Brothers Big Sisters/5P in the Czech Republic and
Republic of Ireland.

1. Joint mission -

1.1 This memorandum of understanding intends to contribute to improving children and
young people’s outcomes for children and young people globally by building
knowledge regarding the role of mentoring intervention in wellbeing.

1.2 Mentoring represents one of the core domains of interest of the Chair and this
Partnership is central to realising the Chair’s intentions in this regard.

1.3 It is intended to give effect to the UNESCO Chair on Children, Youth and Civic
Engagement’s Mission statement:

To promote civic engagement for children and youth by providing relevant
expertise in research, teaching, policy and good practice and establishing
national and international networks.

1.4 The partners to this memorandum have made a particular commitment to
contributing knowledge concerning building mentoring relationships among children
and young people and develop quality mentoring interventions in post conflict and
fragile states and countries in development and/or transition and more specifically
have made a commitment to capacity build in these nations.

1.5 This MOU establishes a Partnership with the UNESCO Chair on Children, Youth and
Civic Engagement with the explicit purpose of securing UNITWIN network status for
partners.

1.6 The MOU records the partners’ intentions to secure an enduring and sustaining
relationship that will allow them to maximise the value that can be obtained by
pooling resources and working together in ways that are mutually beneficial.

1.7 This is a working Partnership the members of which have made a commitment to

actively advance the interests articulated in the UNESCO Chair on Children, Youth and
Civic Engagement’s Strategic Plan and this requires demonstration of ongoing work in
the key areas of the work programme. This reflects past work in this area and ongoing
commitment to work together actively in the future.

2. Value statement
2.1 The Partnership established in this MOU is based upon the following key values:

211 The parties share a common strong commitment to using their work to
contribute to practice development both in their own countries and
internationally.



2.1.2

2.1.3

2.1.4

2.1.5

2.1.6

The parties recognise and have a commitment to the participation of
children and young people in their work and in particular to Article 12 of
the United Nations Convention of the Rights of the Child
The parties are committed to making the best possible use of the resources
they already have in their networks for benefit of children and young
people.
The parties are committed to sharing information and reciprocal respect
for each others’ work, intellectual property and relationships locally and
internationally and to working together on in-country projects.
The parties are committed to capacity building for resilience research and
practice in post conflict and fragile states and countries in development
and/or transition.
The parties are committed to working within the Guiding Principles of the
UNESCO Global Strategy on Youth and with the five Guiding Principles
contained in the UNESCO Chair on Children, Youth and Civic Engagement’s
Strategic Plan:

e A human rights based approach

e  Participation of children and youth

e A particular focus on vulnerable children and youth

e Non-discrimination and gender equality

e  (Co-operation and dialogue among partners and concerned

stakeholders

3. Fields of activity.

3.1 The partners have determined a joint work programme and a schedule of activities
which is attached to this MOU. It details work which is aligned with the UNESCO Chair
on Children, Youth and Civic Engagement’s Strategic Plan in the areas of research,
teaching, advocacy/policy and programme development.

3.2 The partners will keep each other informed of their work programme in these areas
and will consult with each other in relationship to the development of mentoring
project work.

4. Cost and budget issues

4.1 In principle:

4.1.1 The partners recognise the need to capacity build in post conflict and fragile

states and countries in development and/or transition. In this regard their
primary commitment is that resources be applied to these states in the first
instance.

4.1.2 The partners agree to pay for their own travel and costs. Where a partner has

difficulty the network will try to provide for this.

4.1.3 The workplan identifies a range of activities the partners agree together will

enable them to begin work towards the central mission in this MOU. This
agreement is based upon a high level of goodwill between the partners and a
joint commitment to work collaboratively to achieve the mission. Wherever
possible costs of partners’ work in terms of cost of time will be absorbed by
partners within their existing capacity. However there are a number of major
activities identified within the workplan that will require significant
additional external resources. Here the UNESCO Chair holder, Child and
Family Research Centre agrees to fund relevant pre-agreed costs of the
project up to 1000 Euro according to the agreed budget.

5. Work programme

5.1 The work programme is attached to this MOU. It is planned across 3 phases. Phases of
the project broadly align with the three year life of the project.
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6. Governance

6.1 The UNESCO Chair governs this Partnership and will work with partners to secure
UNITWIN network status for the Partnership.

6.2 The Partnership is not exclusive and future partners may be brought into the network
by mutual agreement of all parties.

7. Life of agreement and review
7.1 The life of agreement covers the period from January 2010- March 2013.

7.2 This MOU will be reviewed as part of the responsibilities of the UNESCO Chair on
Children, Youth and Civic Engagement.

8. Resolving Disagreements

8.1 This MOU is based upon a high level of goodwill and a clear intention to work
collaboratively to achieve the mission. Our intention is to work on the basis of respect and
openness and we expect to raise and discuss issues with each other. We have agreed the
following steps that will be taken in the event of disagreements:

Step 1: Try to resolve the issue through open discussion (the expectation is that
all issues will be able to be resolved at this step). If this is not successful;

Step 2: Use an agreed third party to assist in resolution; if this is not successful;
Step 3: Decide to disagree; if this is not successful;

Step 4: Suspend the agreement with a view to resolving the issue at a later point;
if this is not successful;

Step 5: Disband the agreement.
9. Minimum contact requirements

9.1 It has been agreed that a minimum of three meetings per year will be held between the
parties. Pre-existing meetings or conferences will be used in order to keep costs to a
minimum and to maximise opportunities for face to face contact. Where this is not possible,
electronic media and video conferencing will be used to facilitate contact.
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2) DOHODA 0 SPOLUPRACI

MEZI PROGRAMEM BIG BROTHERS BIG SISTERS/PET P V CESKE REPUBLICE A VYZKUMNYM
CENTREM PRO RODINY A DETI PRI NARODNI IRSKE UNIVERZITE V GALWAY V RAMCI
VYZKUMNEHO PROGRAMU UNESCO CHAIR PRO DETI, MLADEZ A OBCANSKOU
ANGAZOVANOST VE SPOLUPRACI S FAKULTOU HUMANITNICH STUDI{ UK V PRAZE

NA VYZKUMNEM PROJEKTU S NAZVEM:

MEZINARODNI SROVNAVACI VYZKUM MENTORINGU V PROGRAMU BBBS/PET P V IRSKU A
CESKE REPUBLICE

Hlavni badatelka projektu: Mgr. Tereza Brumovska, M.Sc.

Supervizofi projektu:

Prof. Pat Dolan, PhD.

Mgr. Gabriela Seidlova-Malkova, PhD.

Bernadine Brady, M.A., PhD.

Zastupci Asociace program Pét P v CR

PhDr. Dagmar Cruzova

PhDr. Jiti ToSner

Mgr. Lenka Cerna

Mgr. Hana Neubargerova

Mgr. Bohdana Brizova

NAVRH PROJEKTU
Cilem projektu je porovnani procest prinosti mentoringu ve formalnim mentorskych vztazich,
zprosttedkovanych programem BBBS/Pét P v Irsku a Ceské republice.

VYZKUMNA OTAZKA:
Co dobrovolnici ve vztahu délaji, Ze zprostfedkovavaji prinosy mentoringu détem?
Jaké charaktersitické rysy maji ne/piinosné vztahy v programu BBBS/Pét P?

METODOLOGIE VYZKUMU
Metodologie vyzkumu bude vysvétlena v nékolika bodech:

VYZKUMNY DESIGN STUDIE
Studie bude provedena formou kvalitativnich pripadovych studii, které budou porovnany s
podobnymi pripadovymi studiemi z irského program Big Brothers Big Sisters.

VYZKUMNY VZOREK:

V ramci 12 ptipadovych studii se vyzkumny vzorek bude skladat z: déti, jejich rodicd,
dobrovolniki a koordinatort Asociace programu Pét P:

Déti: Ve véku 9-18 let, z ekonomicko-socidlné znevyhodnéného prostredi, s komunika¢nimi
obtizemi, poruchami pozornosti nebo uceni, z etnickych monorit apod. Ne déti s
psychiatrickou diagn6zou nebo medikaci. Nejlépe polovina chlapci a polovina divek.
Charakteristika zajemcti z fad déti bude zvaZena v jednotlivych ptripadech po konzultaci s
koordinatory vybranych poboéek Asociace programu P&t P v CR.

Rodice: Vzorek respondentti z fad rodi¢d by mél napliiovat nasledujici znaky: Rodice z tplnych
nebo neuplnych rodin, se socidlnim znevyhodnénim, zaméstnani nebo nezaméstnani, s
komunika¢nimi obtizemi s détmi apod. Charakteristika zajemct z fad rodi¢ bude zvazena
v jednotlivych pripadech po konzultaci s koordinatory vybranych pobocek Asociace
programu P&t P v CR.

Dobrovolnici: Dobrovolnici program Pét P od 20 do 60 let s malou nebo zadnou predchozi
zkuSenosti v praci s détmi. Charakteristika zajemci z ¥ad dobrovolniki bude zvazena v
jednotlivych ptipadech po konzultaci s koordindtory vybranych pobocek Asociace
programu P&t P v CR.

Pobo&ky Asociace programu Pét P: Usti nad Labem, Praha, a dal$i vybrané pobo¢ky Acosiace
Pét P v CR. Koordinatoii pobocek Asociace Pét P v CR se ti¢astni rozhovorti o jednotlivych
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dvojicich program, které budou vybrany do studie a které koordindtofi vedou a
superviduji.

CASOVY HARMONOGRAM
Pripadové studie zacnou na podzim 2010 s novymi dvojicemi sestavenymi ve vybranych
poboégkach Asociace programu Pét P v CR. Sbér dat bude mit 4 faze:

V Case 0 - ptred nebo tésné po zahdjeni vztahd (podzim 2010)

Hlavni badatelka studie se ti¢astni vycvikii novych dobrovolnikii poboéek Asociace Pét P v CR a
oslovi piipadné zajemce z ad dobrovolniki. Koordinatoii pobo¢ek Asociace Pét P v CR v
ramci informovani o program Pét P oslovi rodi¢e a déti s informacemi o probihajicim
Mezinarodnim srovnavacim vyzkumu mentoringu a nabidnou jim spolupraci ve vyzkumu.
Vybrani dcastnici studie zahajf svou icast ve vyzkumu na podzim 2010.

Po 6 mésicich trvani vztahti - Jaro 2011

Probéhnou polo-strukturované a strukturované rozhovory.

Po 10-12 mésicich trvani vztahl - Podzim 2011

Probéhnou polo-strukturované a strukturované rozhovory.

V meziCase sbéru dat pomoci rozhovort bude probihat analyza dokumentid na zakladé dat z
pripadovych sloZek dvojic - v pribéhu roku 2011.

METODY SBERU DAT

Budou vyuzity tfi metody kvalitativniho vyzkumu: Polo-strukturované rozhovory,
strukturované rozhovory s vyuzitim dotazniki a analyza dokumenti

1) Polo-Strukturované rozhovory

V case 0 na podzim 2010 probéhnou uvodni rozhovory s dobrovolniky, détmi, rodici a
koordinatory programu. Témata rozhovort: Ocekavani ucastnikd programu, motivace pro
zapojeni se do programu. Koordinatofi - proces vytvareni konkrétnich dvojic.

Po 6 mésicich na jatfe 2011 probéhnou rozhovory s dobrovolniky, koordinatory, rodici a détmi o
dosavadnim pribéhu vztahd. Koordinatofi budou komentovat pribéh jednotlivych vztaht
ze svého pohledu.

Po 10-12 mésicich na podzim 2011 probéhnou zavére¢né rozhovory s dobrovolniky, détmi,
rodi¢i a koordinatory o zkuSenosti ve vztahu v programu Pét P. Koordinatori budou
komentovat pribéh jednotlivych vztaht ze svého pohledu.

2) Strukturované rozhovory s vyuzitim dotaznikt

V Case 0 na podzim 2010 probéhnou strukturované rozhovory s détmi a rodic¢i o jejich
ocekavani od programu Pét P a o potfebach déti s vyuzitim dotaznikd

Po 6 mésicich na jare 2011 probéhnou strukturované rozhovory s détmi, rodici a dobrovolniky
- o vyvoji vztahu a vnimani jeho pfinosd

Po 10-12 mésicich na podzim 2011 probéhnou strukturované rozhovory s détmi, dobrovolniky
arodi€i o prinosech programu Pét P pro jeho tcastniky

3) Analyza dokumentd

Posledni soudast vyzkumu bude sledovani vyvoje vztahtli dvojic prostfednictvim 1) Zapist ze
supervizi, kde dobrovolnici podavaji vypovédi o jejich praci, 2) Zapisti ze schiizek od
dobrovolniki, které jsou soucasti portfolia piipadovych slozek dvojic Pét P, 3) Zapist
supervizord o pravidelnych kontaktech s rodici, dobrovolniky a détmi v priibéhu vztahu v
programu Pét P, které jsou také soucasti portfolia pripadovych slozek dvojic programu.
Analyza dokumentd umozni v dal$ich detailech a z jiného uhlu pohledu osvétlit vyvoj
vztahli v programu Pét P. Tato metoda pfimo navazuje na predchozi vyzkum Typologie
pribéhu mentorskych vztahi v Programu Pét P (viz Brumovskd, Malkova, 2008).
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PRINOS STUDIE PRO PROGRAM BBBS/PET P
Studie si klade za cil osvétlit proces piinosti mentoringu ve formalnich mentorskych vtazich.

Tento proces neni v oblasti vyzkumu mentoringu dodnes zcela popsan a proto hlavnim
pfinosem studie bude prispéni k teorii mentoringu a k praxi formalnich mentoringovych
intervenci.

Pro praxi programu Pét P znamena zapojeni do vyzkumu ptistup k nejnovéjsim odbornym

poznatkim v oblasti formalnitho mentoringu, k vysledkiim vyzkumu a k zavériim o dobré
praxi na vysledcich vyzkumi zaloZené. Program Pét P ma tak moZnost pFistupovat ke svym
klientim na zakladé nejnovéjsich informaci a doporuceni, cozZ je soucast profesionalniho
poskytovani socidlnich sluzeb. Vysledky vyzkumu umozni programu Pét P reflektovat
pfimo na vlastni praxi a pristupy, coZ je v profesionalni praxi socidlnich sluzeb Zadouci.
Realizatori studie nabizeji, Ze vysledky vyzkumu mohou byt prezentovany ve formeé
praktického workshopu pro koordinatory programu Pét P.

Asociace programu Pét P dostane k dispozici kopie publikaci, ve kterych budou vysledky

vyzkumu prezentovany. Anglictina je pracovni jazyk vyzkumu. Publikace budou poskytnuty
v angli¢tiné nebo v jiném jazyce, ve kterém budou vysledky ptivodné publikovany.

PREDMET SPOLUPRACE PROGRAMU PET P NA VYZKUMNE STUDII

Asociace Pét P v Ceské republice souhlasi s navrzenou podobou vyzkumu a bude aktivné
podporovat realizaci vyzkumu zejména ve fazi sbéru dat.

Asociace Pét P v Ceské republice se zavazuje, Ze hlavni badatelce Mgr. Tereze Brumovské,
M.Sc. zprostredkuje kontakty na ucastniky nejméné 12 novych dvojic a umozZni jejich
osloveni realizatory vyzkumu.

Harmonogram sbéru dat bude naplnén a realizovdn ve spolupraci s koordinatory
vybranych dvojic programu Pét P v zavislosti na béZny harmonogram pobocek Asociace
programu Pét P v CR. Koordinato¥i zprostiredkuji kontakty na uéastniky vyzkumu, popt.
oslovi potencidlni zdjemce s nabidkou ucasti ve vyzkumu - podle dohody. Koordinatoti
programu Pét P budou podle dohody aktivné spolupracovat pii informovani potencialnich
ucastnikt vyzkumu o cilech a o predmétu jejich pripadné spoluprace ve vyzkumné studii.
Individudlni plan spoluprace bude dohodnut s kazdou spolupracujici pobockou Asociace
programu P&t P v CR.

Hlavni badatelka vyzkumu se zavazuje, Ze studie bude probihat podle mezinarodnich
etickych norem vyzkumu socidlnich véd. Navrh vyzkumu bude schvalen Etickou
vyzkumnou komisi, sidlici na Narodn{ Irské univerzité v Galway v Irsku.

Hlavni badatelka ve spolupraci s koordinatory vybranych regionalnich center Asociace
programu Pét P v CR doda Informované souhlasy pro mozné respondenty vyzkumu.
Koordinatori poté pomohou ziskat aktivni souhlas ucastnikdi vyzkumu - rodict, déti a
dobrovolniki podle etickych zasad.

Vybrani koordinatoii sami souhlasi t¢astnit se rozhovori v pribéhu sbéru dat coby
soucast vzorku respondentd, a to podle individualné dohodnutého harmonogramu.
Asociace programu Pét P v CR a vybrana regionalni centra souhlasi s téasti hlavni
badatelky vyzkumu na vycvicich novych mentorti programu na podzim 2010 za ucelem
vybéru a osloveni dobrovolniki pro ti¢ast v piipadovych studiich.

Metodické materidly pro sbér dat jsou majetkem Vyzkumného centra pro rodiny a déti pri
NUI Galway v Irsku a podléhaji autorkym pravim tohoto centra. Metodické materialy pro
sbér dat (osnovy rozhovorli a osnovy strukturovanych rozhovori - dotaznikg,
Informované souhlasy pro rodice, déti a mentory) nesmi byt upravovany ani jinak
modifikovany pro jiné pouziti nez ve vyzkumné studii. Oroginalni metodické materidly pro
sbér dat (osnovy rozhovorli a osnovy strukturovanych rozhovori - dotaznikg,
Informované souhlasy pro rodice, déti, mentory) nesmi byt pouzity jinak nez za ucelem
sbéru dat v ramci Mezinarodniho srovnavaciho vyzkumu mentoringu. Jejich dalsi vyuziti
nebo modifikace je moZna pouze po individualni dohodé s hlavni badatelkou vyzkumu Mgr.
Terezou Brumovskou, M.Sc. a s jejim souhlasem.

Data sebrana od respondentli v Mezindrodnim srovnavacim vyzkumu mentoringu budou
pouzita pouze pro ucely této studie. Dal$i sekundarni analyzy dat pro ucely dal$iho
vyzkumu budou mozna jen s Informovanym souhlasem respondenti studie.
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Nakladani s vysledky studie a jejich publikovani podléha pravidlim stanovenym v odstavci
Autorska prava na publikaci vysledkl vyzkumu.

AUTORSKA PRAVA NA PUBLIKACE VYSLEDKU VYZKUMU
Vysledky vyzkumu budou primarné publikovany pod zastitou vyzkumného programu UNESCO

Chair for Children, Youth and Civic Engagement (UNESCO Chair pro déti, mladez a
obcanskou angaZovanost) a v ramci pracovni a publika¢ni ¢innosti hlavni badatelky
vyzkumu Mgr. Terezy Brumovské, M.Sc.. Hlavni badatelce Mgr. Tereze Brumovské, M.Sc.
nalezi vSechna autorska prava na publikace vysledkli vyzkumu. Druhotné publikace pod
zastitou pobodek programu Pét P, Asociace Pét P v Ceské republice nebo viechny dalsi
publikace s prezentacemi vysledkii Mezindrodniho srovnavaciho vyzkumu mentoringu v
programu BBBS/Pét P v Ceské republice a v Irsku musi byt primarné konzultovany s hlavni
badatelkou Mgr. Terezou Brumovskou, M.Sc., ktera da souhlas s podobou jejich publikovani
a vyuziti.

ProhlaSent:
Asociace programu Pét P v CR souhlasi s navrzenou podobou vyzkumu a bude aktivné

\"

podporovat realizaci vyzkumu za ticelem jeho naplnéni, zejména ve fazi sbéru dat (Podzim
2010-Podzim 2011). Zastupci vybranych regiondlnich center programu Pét P v Ceské
republice se zavazuji, Ze se aktivné Ucastni spoluprace na navrhované vyzkumné studii
formou vy$e popsanych zavazkd. Zastupci Asociace programu Pét P v CR se zavazuji, Ze
budou respektovat a napliiovat vyse stanovené dohody ohledné spoluprace na vyzkumu a
publikovani vyzledkli vyzkumu. Kopie primarnich publikaci vysledki vyzkumu pod
zastitou UNESCO Chair for Children, Youth and Civic Engagement budou poskytnuty v
origindlnim jazyce publici Asociaci Pét P v CR. Dal$i druhotné publikace o vysledcich
vyzkumu pro potieby programu Pét P nebo Asociace programu Pét P v CR budou poté
probihat vZdy po konzultaci s hlavni badatelkou vyzkumu v souladu s vySe stanovenymi
dohodami a autorskymi pravy vysledkivyzkumu. Hlavni badatelka studie Mgr. Tereza
Brumovska M.Sc. se zavazuje, Ze poskytne vysledky vyzkumu formou odborné prezentace
podle dohody a potteb Asociace programu Pét P v CR.

dne

Podpis hlavni badatelky.

Podpis zastupce Vyboru programu Pét P

Podpis Koordinatora vybraného centra programu Pét P

Podpis supervizora vyzkumného projektu
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APPENDIX 3: ETHICAL APPROVAL FROM REC NUI
GALWAY: APPROVING EMAIL FROM REC

From: O'Connell, Eithne [mailto:eithne.oconnell@nuigalway.ie]
Sent: Monday, December 06,2010 3:37 PM

To: BRUMOVSKA, TEREZA

Cc: Dolan, Patrick; nic Gabhainn, Saoirse

Subject: Ethics Reference: 10/SEP/13 - Full approval

Dear Ms Brumovska

RE: Ethical Approval for “International Comparative Study on Youth Mentoring Relationships in
the Big Brothers Big Sisters Programme in Ireland and the Czech Republic”

[ write to you regarding the above proposal which was submitted for Ethical review. Having
reviewed your response to my letter, I am pleased to inform you that your proposal has been
granted APPROVAL.

All NUI Galway Research Ethic Committee approval is given subject to the Principal Investigator
submitting an annual report to the Committee. The first report is due on or before 30th
September 2011. Please see section 7 of the REC’s Standard Operating Procedures for further
details which also includes other instances where you are required to report to the REC.

Yours Sincerely
Dr Saoirse NicGabhainn

Chairperson
Research Ethics Committee
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APPENDIX 4: INFORMANT CONSENTS - CHILDREN

Mezindrodni srovnavaci vyzkum mentoringu
v programu Pét P

Informace o dotaznicich a rozhovorech pro déti programu Pét P
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Program Pét P

Souhlas s vyplnénim dotazniku a s ucasti v rozhovorech o
programu Pét P

Chci se u€astnit vyzkumu v program Pét P .

Budu si povidat s vyzkumnikem v rozhovorech o mém velkém
kamaradovi - dobrovolnikovi Pét P a o tom, jak se mi v programu s
dobrovolnikem libi.

Vyplnim dotazniky, které mi d4 muj koordinator Pét P

Vim, Ze to, co sdélim o mé a o mém kamaradovi z program Pét P vyzkumnikim

>

»
>
~

je tajné a chranéné proti prozrazeni dalsi lidem.

Vim, Ze kdyz nebudu chtit pokracovat v dalSich rozhovorech nebo ve

<

)

\]

A

)

-
—

“ ]

vypliiovani dotazniki, tak nemusim. [

O vyplnéni dotazniki mé muj koordinator poprosi trikrat béhem mého
schazeni se s dobrovolnikem. Rozhovory o mém kamaradovi budu délat s
vyzkumniky také tfikrat béhem mé tcasti v programu Pét P. Rozhovory i
dotazniky mi nezaberou vic nez hodinu ¢asu. Souhlasim s tim, Ze se rozhovort
i vyplnéni dotazniki dcastnim.

Podpis: Litlik program Pét P
Podpis: Rodic litlika program Pét P
Podpis: Koordinator Pét P

Datum:
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APPENDIX 4: INFORMANT CONSENT — PARENTS

Mezindrodni srovnavaci vyzkum mentoringu v mentoringovém programu Big Brothers Big
Sisters — Pét P v Ceské republice a v Irsku

Piipadové studie
Informace pro rodice a déti
a informovany souhlas o tcasti ve vyzkumu programu Pét P

POMUZETE NAM ZJISTIT JAK ZLEPSIT SLUZBY PROGRAMU PET P A PODPOROVAT DETI JESTE
LEPE?

Mila/y rodici/opatrovniku littlika Pét P,

Chtéli bychom vas nyni informovat o Mezindrodnim srovnavacim vyzkumu mentoringu, ktery
v soucasné dobé probiha v programu Pét P. Dovolte ndm, abychom vas informovali o pozadi a
cilech vyzkumu pred tim, neZ vas pozadame o souhlas s vasi ucasti a s ucasti vaseho ditéte

v této studii:

1. Cil vyzkumu

Cilem studie je zjistit, ¢im je program BBBS/Pét P pro vase dité prinosny. Ptame se, jaké typy
vztahli dobrovolnici s détmi v programu rozvijeji, a ¢im dospéli kamaradi détem piinosy vztahu
détem zprostredkovavaji. Pro zjisSténi odpovédi na tyto otdzky nas zajima vasSe zkuSnost a
zkuSenost vaseho ditéte s programem Pét P. Budeme se vas obou ptat, jak ucast v programu
ovlivnila vztahy vaseho ditéte s kamarady, jak je dité spokojené s jeho dobrovolnikem a jak se
mu libi chodit na schiizky s nim. Zajima nas zkuSenost vase a vaseho ditéte s programem Pét P a
jeho vztahem s dobrovolnikem a to, jak tento vztah ovlivnil kvalitu Zivota vaseho ditéte
v dalSich oblastech. Vysledky vyzkumu pomohou zlepsit praxi programu Pét P, umozni stejnym
programim lépe napliiovat potfeby déti a podporovat jejich pozitivnim rist a dospivani.
VSechny ucastniky studie také na konci ¢ekd malé prekvapeni.

2. Pozadi vyzkumu

Vyzkum je zasStitén vyzkumnym programem UNESCO pro déti, mladdez a obcanskou
angazovanost, ktery rozviji Vyzkumné centrum pro déti a rodiny pri Narodni irské univerzité
v Galwayi vIrsku ve spolupréci s Karlovou univerzitou v Praze. Vyzkumny tym je sloZen
z odbornikd-badatelli v oblasti vyzkumu mentoringu, déti a dospivajicich. Hlavni badatelka
vyzkumu je Mgr. Tereza Brumovska, M.Sc., kterd studii vede. Garantem vyzkumné studie je
profesor Pat Dolan, ktery je zaroven i garantem UNESCO Chair vyzkumného programu. PhD.
Bernadine Brady z Narodni irské univerzity v Galwayi a PhD. Gabriela Seidlova-Malkova z
Karlovy Univerzity vPraze jsou odborné co-supervizorky studie. Vyzkumny tym také
spolupracuje s vedenim a koordinatory programu Pét P. Vyzkumna studie navazuje na zavéry
predchoziho vyzkumu v programu Pét P a v programu Big Brothers Big Sisters v Irsku. Studie
také vychazi z poznatkd o mentoringu pro déti a mladez, na nichz je zaloZen i program Pét P.
(http://www.childandfamilyresearch.ie/researchyouthmentoring.php).

3. Utast déti ve vyzkumné studii - Polostrukturované rozhovory

Mezinarodni vyzkum mentoringu se sklada ze dvou casti - z dotaznikového Setieni a
z pripadovych studii. Obé ¢asti vyzkumu maji za cil studovat principy mentorského vztahu,
diky nimz program Pét P (a zejména dobrovolnici) zprostiedkovavaji détem své prinosy.

O co vas tedy v této chvili zadame? Nedavno jste uz souhlasil/a s vasi ucasti a s ucasti vaseho
ditéte na dotaznikovém Setieni, které je prvni ¢asti naSeho mezinarodniho vyzkumu. Pro vés a
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vaSe dité to znamend vyplnit predlozené dotazniky po 6 a 12 mésicich trvani vztahu
dobrovolnika s ditétem. Pfedani a vybrani dotaznik( bude zorganizovano vasim koordinatorem.

Rozhovory, kterych se nyni vy a vaSe dité ucastnite, budou sledovat vyvoj vztahu sjeho
dospélym kamaradem. Zeptame se také vas obou také na vasi zkuSenost s programem Pét P po
dobu trvani jeho vztahu, a to detailnéji. Doplni se tak data, ziskana v dotaznikovém Setfeni. Pro
vas a vaSe dité bude ucast na rozhovorech konkrétné znamenat nasledujici:

A) Rozhovory sleduji zpétnou vazbu na vztah s dobrovolnikem od vas a vaseho ditéte.
Rozhovory budou tvar vidy maximalné 1 hodinu a povedeme je svami a vasim
ditétem po 3, 6 a 12 mésicich trvani vasi Gicasti v programu Pét P. Zah4ji-li tedy vase
dité schiizky s dobrovolnikem napfiklad v fijnu 2010, rozhovory povedeme vlednu
2011, v dubnu 2011 a nakonec v zari-fijnu 2011. Rozhovory se budou tykat vasi
zkuSenosti a spokojenosti s programem Pét P a jeho vnimanach pfinost.

B) Rozhovory dile doplni Pripadové slozKky dvojice, coZ jsou koordinatorovy zapisy o
vyvoji vztahu vaSeho ditéte s dobrovolnikem v programu Pét P. Ptipadova slozka
doplni rozhovory a dovytvori celistvy obraz vyvoje tcasti vaseho ditéte v programu
Pét P. My vas proto nyni Zdddme o souhlas zpFistupnit ptipadovou slozku vaseho
ditéte v programu Pét P jako zdroj dat pro vysSe popsany mezinarodni vyzkum
UNESCO Chair pro déti, mladez a obcanskou angazovanost. Prakticky to znamena
umoznit nam piistup ke tvé sloZce Pét P, kde budeme sledovat zminéné zdroje dat.

JestliZe souhlasite s uicasti vasSeho ditéte na popsaném vyzkumu, podepiste s nim,
prosim, piredloZeny souhlas o jeho/jeji icasti ve vyzkumné studii.

Jestlize souhlasite sva$i ucasti ve vyzkumu, podepiste, prosim predloZeny

informovany souhlas o vasi ucasti.

Uéast na vyzkumu je naprosto dobrovolna a vy nebo vase dité od ni miizete kdykoliv
odstoupit. Veskeré ziskané informace budou uchoviny striktné divérné, pristup
knim bude kédovany a nikdo jiny kromé vedouci badatelky a vyzkumného tymu
knim nebude mit pristup. Ziskana data v této studii budou uchovana a pouzita
anonymneé tak, aby bylo zaruceno vase soukromi a ochranéna tvoje osobni identita.
Vysledky studie budou uverejnény ve formé skupinovych dat nebo vpodobé
anonymizovanych pripadovych studiich a vzadném piipadé nebude mozno
identifikovat jednotlivé ucastniky studie. Data budou pouZita srespektem
k soukromi vSech zicastnénych osob v souladu se zasadami etického vyzkumu, které
prisné dodrzujeme.

Dékujeme vam za va$ cas straveny pri Cteni techto informaci. Jestlize souhlasite s vyse
uvedenymi informacemi a chcete se vy a vase dité ucastnit mezindrodniho srovnavaciho
vyzkumu mentoringu v programu Pét P, podepiSte, prosim, nésledujici formulat. Poté
obdrzite Kkopii tohoto informacniho letdku a kopii podepsaného formulaie svasim
souhlasem. O dalsi spolupraci na vyzkumu vas bude informovat vas koordinator Pét P.

Dalsi informace: V pripadé dalSich dotazli prosim kontaktujte prosim svého koordinatora
Pét P nebo vedouci badatelku vyzkumu: t.brumovskal @nuigalway.ie

Informovany souhlas rodice o ucasti na rozhovorech ramci Mezinarodniho srovnavaciho
vyzkumu mentoringu v progamu BBBS/Pét P

- Potvrzuji, Ze jsem cCetl/a informacni letdk pro rodice tykajici se ucasti v pripadovych
studiich v rdmci mezinarodniho srovnavaciho vyzkumu mentoringu

- Prohlasuji, Ze dostate¢né rozumim poskytnutym informacim a mél/a jsem dostatek
Casu zvazit svou ucast ve vyzkumné studii
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Rozumim tomu, Ze moje ucast ve studii je dobrovolna a Ze spolupraci na vyzkumu
mohu kdykoliv prerusit.

Souhlasim stim, Ze se ucastnim rozhovord, ktery povede hlavni badatelka nebo
vyzkumny asistent/ka

X

Rodi¢/Opatrovnik ditéte programu P&t P

X

Koordinator P&t P

Datum
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APPENDIX 4: INFORMANT CONSENT — MENTORS

Mezinarodn{ srovnavaci vyzkum mentoringu v mentoringovém programu Big Brothers Big
Sisters - Pét P v Ceské republice a v Irsku

Piipadové studie
Informace pro mentory
a informovany souhlas o ucasti ve studii
PODELITE SE S NAMI O SVOU ZKUSENOST S PROGRAMEM PET P?

Mily/4

Obracime se na vas s prosbou tcasti v mezindrodnim vyzkumu. Program Pét P se v sou¢asné
dobé ucastni Mezinarodniho srovnavaciho vyzkumu mentoringu, ktery se odehrava v programu
Big Brothers Big Sisters v Irsku a v programu Pét P v Ceské republice. Dovolte, abychom vas
informovali o pozadi a cilech vyzkumu pred tim, nez vas pozadame o souhlas s vasi tcasti a

s ucasti vaseho ditéte v této studii:

1. Pozadivyzkumu

Vyzkum je zastitén vyzkumnym programem UNESCO Chair pro déti, mladez a obcanskou
angazovanost, ktery rozviji Vyzkumné centrum pro déti a rodiny pri Narodni irské univerzité
v Galwayi v Irsku ve spolupraci s Karlovou univerzitou v Praze. Vyzkumni studie navazuje na
zavéry predchoziho vyzkumu v programu Pét P, konkrétné na vyzkum Typologie dynamiky
mentorského vztahu v mentoringovém programu Big Brothers Big Sisters/Pét P
(Brumovska,Malkova,2008).

(http://www.vyzkummladez.cz/registr detail.php?kod=&lang=EN&id=162). Studie také
vychazi z poznatk predchoziho vyzkumu na poli mezinarodniho mentoringu pro déti a mladez,
na kterych je zaloZen i program Pét P.

2. Cil vyzkumu

Cilem nasi studie je zjistit, jak mentorsky vztah presné funguje, Ze zprostiedkovava vasim
détem své prinosy. Vysledky vyzkumu umoZni programu Pét P vétsi profesionalizaci jeho
sluzeb, pomohou programu rozvijet kvalitni praxi, ktera bude pfinosna pro vas, vase déti i pro
dobrovolniky.

0 co vas zadame?

Mezinarodni vyzkum mentoringu se sklada z pripadovych studii. Pfipadové studie, kterych
se moznd Ucastnite, budou sledovat vyvoj vztahu vaSeho ditéte s jeho dobrovolnikem od jeho
pocatku. Zajimaji nas také vase oc¢ekavani od programu a vase zkuSenost s programem Pét P po
dobu jednoho roku. Konkrétné tcast na pripadovych studiich bude znamenat nésledujici:

C) Polo-strukturované rozhovory: Pripadové studie sleduji zpétnou vazbu na vztah
va$eho ditéte s dobrovolnikem, a to formou rozhovort. Rozhovory budou trvat vzdy
maximalné 1 hodinu a povedeme je s vami a vasim ditétem oddélené, o to na zacatku
pired zahajenim vztahu (podzim 2010) po 3 mésicich (zima 2011, jenom s ditétem),
po 6 mésicich (jaro 2011) a po 12 meésicich (podzim 2011) trvani va$i ucasti
v programu Pét P. Zeptdme se vas i vaSeho ditéte na vasi zkuSenost a spokojenost
s programem Pét P.

D) Strukturované rozhovory se budou odehrivat ve stejnou dobu jako polo-
strukturované rozhovory, ale budou se tykat jinych tidaji a budou mit predem dané
odpovédi. Strukturované rozhovory povedeme po 6 mésicich (jaro 2011) a po 12
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mésicich (podzim 2011) trvani vasi ucasti v programu Pét P, a to svami a vaSim
ditétem. Rozhovory budou pievazné na téma prinost programu Pét P pro vase dité.

E) Souhlas s pristupem k pripadové slozce vaseho ditéte v programu Pét P: Kazda
dvojice programu Pét P ma vedenou pripadovou slozku. Pro doplnéni udajd
zrozhovorll vas Zadame o souhlas s pristupem k pripadové sloZce vaseho ditéte
v programu Pét P. Budou nas zajimat Zapisy ze supervizi, Zapisy ze schuizek a dalsi
Zapisy koordinatora po pravidelnych kontaktech s vami a vasim ditétem. Jedna se o
udaje, které patri do bézné agendy kazdé dvojice programu Pét P. Nic jiného. VSechny
ostatni informace, které bude slozka obsahovat, ztistanou divérné pouze pro potreby
programu Pét P. Data dokresli celistvy obraz vyvoje vztahu vasSeho ditéte
s dobrovolnikem v priibéhu ¢asu. Nic vic. Zadame vas tedy o va$ souhlas tyto udaje
zpristupnit pro ucely vyzkumu jako zdroj dat. Prakticky to znamena, Ze budete
souhlasit s na$im pristupem ke sloZce Pét P, kde budeme sledovat zminéné zdroje dat
- priibéh vztahu vaseho ditéte s jeho dobrovolnikem.

vs v

Souhlasite-li s vasi ucasti a s icasti vasSeho ditéte na zminéné ¢asti mezinarodniho
vyzkumu mentoringu, podepiste, prosim, piiloZeny informovany souhlas o ucasti.
Vase tcast na vyzkumu je naprosto dobrovolna a vy nebo vase dité od ni miiZete
kdykoliv odstoupit. VeSkeré ziskané informace, které nam poskytnete, budou
uchovany striktné divérné, pristup knim bude kdédovany a nikdo jiny kromé
vedouci badatelky knim nebude mit pristup. Ziskana data vtéto studii budou
uchovana a pouzita anonymné tak, aby bylo zaruceno vase soukromi a ochranéna
vase osobni identita. Vysledky studie budou uveiejnény ve formé skupinovych dat
nebo v podobé anonymizovanych piipadovych studiich a v zadném pripadé nebudou
identifikovat jednotlivé ucastniky studie. Data budou pouzita srespektem
k soukromi vsech ziicastnénych osob v souladu se zasadami etického vyzkumu, které
prisné dodrzujeme. Studie je provadéna podle prisnych etickych kritérii vyzkumu
socialnich véd a jeji postupy jsou schvalené etickou komisi ktera ptuisobi na Narodni
irské univerzité v Galway v Irsku.

Dékujeme vam za vas Cas straveny pti ¢teni téchto informaci. Jestlize souhlasite s vyse
uvedenymi informacemi a chcete se vy a vasSe dité ucastnit Mezindrodniho srovnavaciho
vyzkumu mentoringu v programu Pét P, podepiSte, prosim, nasledujici formulat. Sami poté
obdrzite kopii tohoto informacniho letdku a kopii podepsaného formulare svaSim
souhlasem o ucasti. Vedouci badatelka vas poté bude kontaktovat, aby si s vami a vasSim
ditétem domluvila schlizku na prvni rozhovor.

Dal$i informace: V pripadé dalsich dotaz prosim Kkontaktujte svého koordinatora
programu Pét P nebo vedouci badatelku vyzkumu Terezu Brumovskou na:
tbrumovskal@nuigalway.ie

Informovany souhlas dobrovolnika o tcasti na na piipadovych studiich v ramci
Mezinarodniho srovnavaciho vyzkumu mentoringu v progamu BBBS/Pét P

- Potvrzuji, Ze jsem cetl/a informacni letdk pro dobrovolniky tykajici se ucasti
v pripadovych studiich v rdmci mezinarodniho srovnavaciho vyzkumu mentoringu

- Prohlasuji, Ze dostate¢né rozumim poskytnutym informacim a mél/a jsem dostatek
Casu zvazit svou ucast ve vyzkumné studii

- Rozumim tomu, Ze moje Gcast ve studii je dobrovolna a Ze spolupraci na vyzkumu
mohu kdykoliv pterusit.

Souhlasim s tim, Ze hlavni badatelka vyzkumu bude mit pristup k mé pripadové sloZce Pét
P (prosim, zaskrtni)

Souhlasim s tim, Ze se t¢astnim polo-strukturovanych a strukturovanych rozhovord, které
povede hlavni badatelka nebo vyzkumny asistent/ka (prosim, zaskrtni)
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APPENDIX 5: INTERVIEW GUIDES

Rozhovory - Mentori
Projdéte si zapisy a poznamenejte si klicové body pro dalsi diskusi. Za¢néte vSeobecnym
uvodem a pak se soustied'te na vztah v mentoringu.

Vztah mentora a ditéte

)

2)

3)
4)
5)

6)

7)

8)

9)

10)

11)

12)

13)
14)
15)

16)

MizZes$ mi Fict, jak se vyviji vztah s tvym svéfrencem ? Mizes to popsat?

Jakym ¢innostem se spolu vénujete? Jak planujete schiizky? Jak vybirate aktivity? Jak
se snazis dité zaujmout?

Jaka je tvoje role ve vztahu k tvému ditéti, co mu ptinasis?
Jak bys popsal dité nékomu, kdo ho nezna ? Jak by dité popsalo tebe?
Co mate spole¢ného?

Co vztah ditéti podle tebe prinasi? Pozorujes, Ze se dité od tebe néco naucilo? Pouziva
napf. znalosti nebo dovednosti, které jsi mu ekl nebo ho naucil i v novych situacich?
Priklad?

Existuje néjaky zaZitek nebo celé obdobi, které jste stravili spole¢né se svym
svéfencem, a kterd byla opravdu vyborna? Miizes to popsat? Co se délo? Jak jsi
reagoval? Jak reagovalo dité? Jak tato zkuSenost ovlivnila vas vztah - vidis rozdil?

Ovlivnilo to néjak tvij vlastni pocit vii¢i sobé? Tebe osobné?

Situace, kdy jsi ditéti mél néco vysvétlit nebo se snaZil ho néco naucit? Jaka? Co jsi
délal? Jak jsi mu véc vysvétlil? Jak reagoval? Jak to ovlivnilo vas vztah? Jak to ovlivnilo
tebe a vztah k nému?

Jak dité podporujes? Mazes popsat situaci, kdy jsi citil/a, Ze dité podporujes? Co se
stalo? Co jsi délal? Co délal/a ? Jaky jsi z toho mél/a pocit?

Jaky je ted’ tviij nejvétsi piinos pro dité a pro¢? MiiZe$ mi Fict, jaka podpora je podle
(informacni/ citovou/praktickou/povzbuzujici/pratelstvi a legrace, uvolnéni)? V ¢em
mu ted’ nejvic pomahas? Zménilo se to néjak od pocatku vaseho vztahu? Jak?

Byla néjaka chvile s tvym ditétem, kdy jsi citil/a, Ze jsi mu opravdu pomohl/a?
(smutné dité, nervéozni, obavajici se, zvladani néjakého tikolu apod.....) Mizes to
popsat? Co se délo? Co jsi délal/a? Co délal/a ? Jaky jsi z toho mé/a pocit? Jak
se situace vyrtesila? Co se stalo? Kdo situaci resil jestli bylo treba ji resit? Jak tato
zKusSenost ovlivnila vas vztah? Jak tato zkuSenost ovlivnila tvij vztah k tvému
svérenci? Jaky jsi z toho mél/a pocit?

Ma4s néjaky zazitek, kdy jsi citil/a odstup, neporozuméni nebo néjaky problém? (Téma
ze supervize ?) Mize$ popsat, co se stalo? Jak jsi reagoval/a? Jak reagoval/a ?
Jak jsi se citil/a? Jak se situace vyresila? Kdo ji fesil? Jak tato zkuSenost ovlivnila vas
vztah ? Jak tato zkuSenost ovlivnila tviij vztah k ditéti ? Jak jsi se citil/a? Myslis, Ze
existuje néjaka cesta, jak se zase sbliZit? Jaka? Jestli ne, proc?

Co na ¢innosti dobrovolnika v Pét P vidis jako nejlepsi ?

vyvys

Je néco ve vaSem vztahu, co bys chtél/a zménit?

ov v

Je néco (néjaké nazory a pocity), co podle tebe nemtzZes ditéti rici - sdilet s nim ?
Priklad?
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17) Je néco, co podle tebe dité nesdili s tebou ? (Nazory, pocity)?

18) Mate néjaka témata, kterym se vyhybate?

19) Jaky je vztah s rodinou tvého chranénce?

20) Jaky ma na tebe vztah s ditétem vliv? Co té ve vztahu drzi, abys v ném pokracoval? Jaky

ma vztah pro tebe piinos?

21) V ¢em myslis, Ze by byl Zivot tvého svérence jiny, kdyby se s tebou neschazel a nemél

by té za dobrovolnika?

22) Myslis si, Ze tvij vztah s ditétem ovliviiuje tvoje dalsi vztahy? Jak?

23) Pri prvnim pohovoru jsi mi fekl/a, Ze vasi motivaci pro praci mentora bylo ,

plati to tak i nadale ?

24) Jakvidi$ vztah s tvym chranéncem do budoucna? Jak dlouho myslis, Ze se budete

v

schazet? VidiS néjaké zeny do budoucna? Chtél/a bys, aby se néco zménilo ? Myslis, ze
e néco zmeéni ? Co? Mas z néceho néjaké obavy ?

Dité a jeho temperament, kontrola a samostatnost

1)
2)
3)
4)
5)
6)

7)

Jak dité reaguje, kdyz mu néco nejde, napi. prohraje néjakou hru? Méni se to?

Umi se sousti‘edit na jednu véc nebo méni ¢asto Cinnosti?

Stane se, Ze dité nad sebou ztrati kontrolu?

Jaka je bézna nalada ditéte?

Umi dité vyjadrit své pocity? Stane se, Ze je vyjadiuje az priliS? Méni se to?

Umi nachézet feSenf a vice moznych cest na reSeni néjakého problému? Jak ho v tom
podporujes? Priklad feseni situace?

Umi dité rozhodovat o svych moZnostech (napf. aktivitach)? Jak ho v tom podporujes?

Program Pét P a koordinatorka

1

2)

3)

M4s se svym koordinatorem programu pravidelny kontakt ? Kdo koho kontaktuje ? O
jakych vécech diskutujete ?

Rekl/a bys, Ze ti vztah s koordinatorkou poskytuje podporu ? Pokud ano,
proc? jak?

Mas pocit, Ze koordinatorky Pét P umi dobte vytvorit dvojice dobrovolniki a déti?

Existuji néjaké zmény, které bys doporucil/a, a které by v budoucnu mohly byt uzite¢né pro
nové dobrovolniky?

4)

5)

6)

7)

8)

Témata:

1

Jak na tebe pisobi setkani s ostatnimi dobrovolniky ?

Co si mysliS o supervizich programu? Jak se ti libi supervizorka? Myslis, Ze jsou
supervize pro tebe uzitecné? V ¢em? Je néco, v ¢em bys doporucil/a zménu ve formatu
supervizi?

Bylo vam poskytnuto néjaké dalsi Skoleni ? Rdd/a byste prosel/prosla dal§iém
Skolenim ?

Podivas-li se zpétné na vycvik dobrovolniki, myslis, Ze té pripravil na tvou roli
dobrovolnika v Pét P? Co jsi o¢ekaval od své role dobrovolnika? Jak se tato piedstava
nynf li§i?

Jak bys popsal/a celkovou spokojenost s programem Pét P? Je lepSi nebo horsi nez tvé

plivodni predstavy? Co je nejlepsi na tom byt dobrovolnikem? Co je nejtézsi?

Pfistup mentort:

Podporujici:
Podpora autonomie, zamérenost a vzajemnost, angazovanost ve vztahu, autenticita, spoluprace,

respekt, vyladéni na dité, empatie - citlivost.
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Sebeodhaleni, podpora vyjadrovani pocitli a emoci, podpora reflektivniho rozhodovani a voleb
ditéte, spoluprace, podpora iniciativy ditéte.

Podpora toho, aby dité bylo samo sebou, vyjadrovalo pocity a emoce, rozhodovalo se samo.
Vzajemnost - vyladéni na dité, vysvétlovani a komunikace tak, aby to chapalo. (taky v pojmu
»Sensitivity*)

Zamérenost - jasnd role mentora ve vztahu k ditéti. Vi, pro¢ tam je a co ditéti ptinasi - svou
pritomnosti. Nechce dité ménit. Ma cil, ktery chce v pribéhu ¢asu s ditétem dosdhnout.

Jak planujete schlizky? Jak vybirate aktivity? Jak se snazis dité zaujmout? Jaka je tvoje role ve
vztahu k tvému ditéti, co mu prinasis?

Prenos:

Situace, kdy jsi ditéti mél néco vysvétlit nebo se snaZil ho néco naucit? Jaka? Co jsi délal? Jak jsi
mu véc vysveétlil? Jak reagoval? Pozorujes, Ze se dité od tebe néco naucilo? Pouziva napf-.
znalosti nebo dovednosti, které jsi mu ekl nebo ho naucil i v novych situacich? Priklad?

Vyznam: Jak se dité snazi$ zaujmout k néjaké aktivité? Snazis se mu pti aktivitach sdélit i néco
ze svych zkuSenosti? Jak? Mate néjaké spolecné aktivity, pri kterych se napt. sméjete,
rozlilujete, bavite, co vas oba zajimaji apod? Jak se vyvijel spole¢ny zajem k takovym aktivitdm?

Autenticky kontakt. Podporuje vyjadiovani pravych pocitt a voleb, coz navozuje pocit divéry,
blizkosti a bezpeci (nurturance).

Néjaka prihoda, ktera byla nejlepsi? Co? Kdy? Co se stalo? Jak jsi reagoval? Dité? Jaky jsi mél
z toho pocit? Vliv na vztah?

Svértuje se dité se svymi tajnostmi? Priklad? Jak jsi reagoval? Pocit? Vliv na vztah?

Citis, Ze ve vaSem vztahu pocit blizkosti?

Dilemata:

Je néco, ¢eho se do budoucna obavas, Zze by mohl byt pro vas zdroj konfliktu - problém?
Jaka témata jsi resil/a na supervizich?

Co je na tvé roli dobrovolnika nejtézsi?

Jak bys popsal/a dité nékomu, kdo ho viibec nezna?

Jak by dité popsalo tebe? Co pro néj znamenas v jeho zivoté? Jaky k tobé ma vztah?
Ovliviiuje vztah s tvym svérencem jiné vztahy ve tvém okoli? Jak?

Kontrolujici pristup: Snaha o to dité zménit k lepSimu. Nerespektovani osobnosti ditéte.Neustalé
hodnoceni ditéte o¢ima mentora, kontrola ze strany mentora, mensi emocionalni angazovanost
ve vztahu ze strany mentora, natlak na dité, aby se chovalo urcitym zptisobem podle mentora.
Jak dité podporujes? Priklad, kdy jsi mu pomohl? Jak vybirate aktivity? Jak se dité snaZzis
zaujmout? Jakou podporu od tebe dité potrebuje nejvic? Jak ji poskytujes?

Motivace mentorti, spokojenost.

Vnéjsi - uznani od spole¢nosti, kamaradt, povinnost ze $koly apod.

Instrumentalni - potkdvani novych vztahl mezi dobrovolniky, vyhody, které program
poskytuje, vyhody, které poskytuje schazeni se s ditétem,

Vnitini - Vlastni dobry pocit z radosti ditéte, rozvoje ditéte apod.

Priibéh a charakter vztahu - YeSeni konfliktli, dosavadni priibéh, zmény

Zpisob poskytovani opory, blizkost, diivéra, otevicenost, autenticita, o¢ekavani do budoucna
Jak dité podporujes? Jakou podporu potiebuje nejvic? Jak - priklad?

Co sdilite? Existuje néco, o ¢em s ditétem nemluvis? Je néco, o cem dité nemluvi s tebou? Jsou
témata, o kterych nemluvite zdmérné?
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Program Pét P - Organizace, podpora mentoriim, intervence
Rozhovory - Déti

NeZ zahdjite pohovor, prectéte si klicové body, o nichz se mlady ¢lovék zminil pfi prvnim pohovoru,
abyste se seznamil/a s jejich situaci. Znovu je ujistéte, Ze nemusi odpovidat na otazky, na které
nechtéji (pfi seznamovani se zaznamem z predchoziho pohovoru si vS§imnéte, jestli nebyly problémy
souvisejici s pouzivanim zplGsobu mluvy déti, Grovni chapani atd.) .

Cilem druhého pohovoru je navazat na informace ziskané béhem prvniho setkani a hlavné se snazit
oveérit, jak se mentorsky vztah vyviji (pokud vztah skoncil predc¢asné, pak pouZijte zvlastni seznam
otazek, uvedeny na konci).

Zacnéte vSseobecnym tvodem.
1. Dité a jeho/jeji rodina a domov

e Jak jdou véci doma s tvoji rodinou a sourozenci ?

e Jaké dospélé lidi kolem sebe potkavas? Jaké lidi bys rad vidal, ale nevidas? Kdo té z nich ma
nejradsi? Koho mas nejradsi ty? Kdo z nich je nejdulezitéjsi? Jak Casto je vidas? Chtél bys je
vidat vic nebo min? Zménilo se néco od pocatku schazeni se s
mentorem ?

o Kdyz mas néjaky prasvih/problém, komu to feknes? Co déla? Jak ti pomUze?

e Kdo ma nejvétsi radost, kdyz se ti néco povede? Komu to bézis fict jako prvnimu? Co se ti
povedlo naposled? Komu jsi to fekl? Jak reagoval?

e KdyzZ jsi rozzlobeny nebo smutny nebo té néco trapi, jak to das najevo? Komu to feknes?
Jak to pozna? Co délas?

e Myslis, Ze na tebe tvoje mdma/tata/babicka/déda maji dost ¢asu? Chtéla bys s nimi travit
vic ¢asu? Zménilo se néco za posledni dobu?

2. Temperament, sebekontrola, samostatnost

e Kdyz ti néco nejde, napf. Kdyz prohrajes néjakou hru, jsi z toho dlouho rozéileny/4a a
nesvUij/nesva nebo té to rychle prejde a za chvilku ti to nevadi?

e KdyzZ té pozdravi néjaky cizi ¢lovék (napf. Cizi ucitel nebo vzdaleny pfibuzny), jak se citis?
(napf. stydis se, mas radost, jsi nervdzni, zacnes si s nim povidat....)?

e UmisS si délat srandu? Jaky druh srandy mas rad? (¢asto vtipkujes, vymyslis srandovni hry,
rozesmivas ostatni, sméjes se vtipim druhych?) Priklad?

®  BojisS se nékdy toho, Ze udélas néjakou véc, kterou neumis ovladat? Stane se ti nékdy, Ze
uhodis jiné déti, aniz bys o tom premyslel — tfeba proto, Ze jsi rozéileny?

e Myslis, Ze nékdy neumis vyjadfrit, jak se citis? Myslis, Ze nékdy projevujes své pocity prilis?

e Jsirad, kdyz mizes rozhodnou sam o tom, co budes délat? Napf. Co si vezmes na sebe, jak
utratis své kapesné, co budete délat s dobrovolnikem atd.

e Umis se soustredit, kdyZ néco délas? Vydrzis u néjaké véci, dokud neni hotova?

3. Skola:
e Cose tive skole libi ? V éem jsi dobry/a ? Kdyz nééemu nerozumis v , kdo ti to
vysvétli?

e Proc¢ myslis, Ze déti chodi do skoly?

e Existuje néco co se ti tak moc nelibi ? Nebo véci, které jsou pro tebe tézké nebo obtizné ?
KdyZz nécemu nerozumis v koho se zeptds?

e Je néco ve skole lepsi nez driv ? Kdybys mohl, co by jsi na Skole zménil?

e Jak se citis, kdyZ rano prijdes do Skoly, do tridy?

XXIV



Mas ve Skole kamarady? Kdo je nejlepsi kamarad? Jaké jsou déti ve t¥idé? Mas je rad/a?
Jaké bys chtél mit vysvédceni? Kdo ti pomaha se skolou? Kdo s tebou pise ukoly? Vi mama,
co mas za zndmky? Komu #ikas o znamkach? Kdo chodi na tfidni schiazky?

Obecné, jak se ti v ted celkové dafi ?

Kamaradi:

Kolik mas kamaradud? Jak se jmenu;ji?

Vidas se s détmi ze Skoly i po Skole? Maji té ostatni déti radi? Chtél bys je vidat vic ? Co
spolu délate? Je to jiné od pocatku schazeni se s dobrovolnikem ?

Kdo je tvdj nejlepsi kamarad? Co spolu délate? Jaké spolu hrajete hry? Co je na ném
nejlepsi?

Mas nékdy starch, Ze s tebou ostatni déti nebudou mluvit nebo budou nastvané? Proc¢?
Kdy? Stalo se to nékdy?

Jak si hledas nové kamarady — co détem reknes nebo co udélas, kdyz se s nimi chces
kamaradit? Stane se ti nékdy, Ze si chces hrat s ostatnimi, ale oni té nenechaji?

Kdo je to kamarad — nékdo, skym si hrajes, s kym je zdbava, kdo bydli kousek od tebe.....?
KdyZ té néco trapi nebo ses nastvany, mas néjakého kamarada, kterému to muzes fict?
Kdyby té néco trapilo s tvymi kamarady, komu bys to rekl?

Pozorujes néjaky rozdil za dobu, co se schazi$ s dobrovolnikem? (ZalezZi na délce vztahu).
Mas vice kamarad( — lepsi kamarady?

Zajmy a talenty ditéte
e Jaké konicky, aktivity a ¢innosti té zrovna bavi nejvic? Co délas, kdyz mas volno?
e Jsou néjaké aktivity, ve kterych jsi dobry — vis, Ze ti jdou lépe neZ ostatnim
détem?
e Jsou néjaké aktivity, ve kterych by sis pral byt dobry? (kresleni, tancovani,
angli¢tina, sport - jaky, rucni prace jako kordlky apod., hudba atd.)? Pomaha ti
nékdo, aby jsi je mohl délat? (Mentor?)

Dité a jeho dobrovolnik

Jaké to je mit dobrovolnika? Co bys o ném rekl kamaradovi ?
Co délate s ? Kam spolu chodite ?

Naucil/a ses néco nového ? Co? Jak té to naucila?
Mate néco, co vas bavi spole¢né? Co?

Cotés bavi nejvic?
Jakd je tvoje dobrovolnice? Jak bys mi ji popsal/a (Tvému kamarddovi — tvé
kamaradce)? Jak vypada? Jak dlouho se znate? Co je na nejlepsi? (Obrazek

postavy, kde popisou dobrovolnika)

Jaka byl/a kdy?z jsi ho/ji vidél/a poprvé? Zménila se od té doby? Jak?

Jak Casto se schazite ? Je to dost Casto, nebo bys chtél/a se schazet ¢astéji /ne tak ¢asto ?
Jak planujete schlizky ? Kdo komu zavola ? Vadi ti ji/mu volat?

Jak vybirate aktivity? Kdo rozhoduje, co se bude délat ? Je to jednoduché nebo tézké
rozhodnout ? Rédd/a rozhodujes ? Nebo jsi radsi, kdyz rozhodne ? Chtél bys
aktivity vybirat jinak? Bavi té?

Vadi ti, kdyz mu/ji musi$ zavolat ?

MUzes mi fict néjaky zazitek s , ktery té bavil nejvic? Co jste délali? Kdo vybral
aktivitu a jak? Jak jsi se citil/a? Co délala dobrovolnik/nice? Co na tom bylo
nejlepsi — nejzabavnéjsi?

Byly néjaké, které té nebavily? Jaké? Co se stalo? Co délala ? Co jsi délal/a ty?
Jak jsi se citil s ?

Posloucha té , kdyZ mu néco tikas? Jak to poznas?
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Témata:

1)
2)

Kdybys potfeboval/a pomoci, zeptala by ses ? Pomohl ti uz \
nécem? V ¢em a jak? Jak se citis, kdyz ti pomaha ? Zméni se néco, kdyz ti pomUze? Citi$ se
jinak? Jak?
Bylo néco s ¢im jsi potfeboval pomoc a zeptal ses ? Co to bylo? Co udéla/a?
Pomohla ti? Jak jsi se citil/a, kdyz ti pomahala? Jak jsi se citil/a potom? Mas ji od té doby
rada stejné, vic nebo min? Zeptal/a by ses ji zas?
Jak myslis, Ze by popsal/a tebe? Co by mi o tobé fekl/a, jaky jsi? Chtéla by na
tobé néco zménit? Zlobis ji/ho v nééem?
Myslis, Ze je s tebou spokojeny a rad? Jak to poznas? Priklad?
Mzes mi fict, kdy jsise s citil/a opravdu dobre? Kdy to bylo? Co
délal/a dobrovolnice? Jak jsi se citil/a sdm? Jak jsi se citil s

dobrovolnikem?
Kdybys uméla ¢arovat, zacarovala jakou dobrovolnici by sis vyc¢arovala? Jaka by byla? Byla
by v né¢em jina nez ? (Obrazek ruky s hllkou — 5 véci)
Kdybys mohla zacarovat (pan Tau) , byla by v nécem jind? V cem?

Jakych 5 véci te nejvic bavilo s ? Proc? Co na nich bylo nejlepsi? Co jste
délali? Jak jsi se citil? Jak jsi se citil s ? (Obrazek ruky — 5 véci nejlepsich).

Jsou nékdy doby, kdy ti pfipadd, Ze se svym dobrovolnikem aZ tak dobre
nevychazi$ ? Zlobi se na tebe nékdy? Ty na ni/né&j? Muze$ mi o tom vypravét? Co se stalo?
Co jsidélal? Co délal_____ ?Jak to dopadlo? Mas od té doby rad --vic, min
nebo stejné?

Je nékdy doba, kdy se musi$ chovat tak, jak chce ikdyZ by ses chtél chovat jinak? Co
déla? Rikd ti nékdy, jak se mas chovat nebo té necha byt?

Hrajete si spolu ? Nebo si hrajes sam ? Kdy? Priklad?

Je néco, co bys mu nefekl/a? Je néco, co by ti nefekl dobrovolnik? Ma pfed tebou néjaké
tajemstvi, o kterém nechce mluvit? A ty pred nim?

Vynechal/a jsi nékdy schiizku se svym dobrovolnikem? Co se pfihodilo ?

Zménilo se néco od té doby, co mas dobrovolnici mezi tvymi kamarady nebo sourozenci
(rodici) ? Co? A jak? Mas vic/lepsi kamarady? Je mama/bracha/segra lepsi nez byli?

Kdyz jsi se svym dobrovolnikem, je to stejné, nebo jiné nez s jinymi dospélymi ? V ¢em ?
Jak dlouho myslis, Ze se budes schazet s ?

Myslis, Ze jiné déti tvého véku by take méli mit svého dobrovolnika? Pro¢ ?

Co bys jim o tom fekl/a ? Které véci jsou na tom ty nejlepsi / které jsou ty nejméné dobré ?
Jaké dalsi dospélé lidi mas kolem sebe?

V ¢em se lisi dobrovolnik od ostatnich dospélych? Je stejny nebo jiny? V éem?

Dité a program BBBS

Jak vychazis se svoji koordinatorkou Pét P ?
Jak ¢asto se s ni vidi$ ?

O jakych vécech spolu mluvite ? (Prosim, uved priklad)

Mas pocit, Ze s ni m(zes mluvit o tvém dobrovolnikovi?
Cojena tvé koordinatorce nejlepsi ?
Existuje u nich néco, co by sis pral/a, aby na ni bylo jiné ?

Dileziti lidé, vztah s rodici a sourozenci
Skola
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3)
4)
5)
6)
7)
8)
9)

Vztah s kamarady

Talenty a zajmy - Sebehodnoceni, sebediivéra, pocit kompetence
Samostatnost (Autonomie)

Vyvoj a charakter vztahu s mentorem

Vztah ditéte k mentorovi

Vnimana soc. opora od mentora

Poskytovana soc. opora od mentora

10) Program 5P

Rozhovory - Rodi¢/opatrovnik ditéte Big Brother Big Sister (BBBS)
Projdéte si zaznam z prvni schiizky a zvyraznéte veskeré klicové body, které se vyskytly.
Zatnéte obecnym tivodem.

Mentorsky vztah

Jak myslite, Ze vas syn/vase dcera vychazi se svym mentorem ? Je spokojena? Jak to
projevuje?

Schazeji se pravidelné ?

Bavite se o dobrovolnikovi a aktivitach na schiizkach ? O ¢em vsem si povidate ?
Musel/a jste nékdy do schlizek zasahovat ? Nap¥. pobizet, aby $el/3la na schlzku ?
Kontaktovat koordinatorku 5P? Proc? Co se stalo?

Mate kontakt s dobrovolnikem ? Jak to probiha ?

Co si myslite, Ze se ditéti na schizkéch libi nejvic ? Existuje néco, co se mu/ji nelibi ?

Program BBBS a koordinatorky

e Informoval vas zpracovatel akce pravidelné o tom, jak to probiha ? Jak to
provadél ?

e MuZete minéco fict o prazkumech ? Co se v nich déje ? Jsou uZitecné / k nicemu
?

e QOdpovida skutecnost, Ze vase dité ma mentora, vasemu ocekavani ? Je néco jiné,
nez jste oCekaval/a ?

e  (itite se zapojen/a do déni ? Existuje néco, o ¢em byste chtél/a byt [épe i
nformovan/a ?

e Musel/a jste nékdy kontaktovat zpracovatele akce kvili nééemu, co souviselo s
programem ? MUzZete mi o tom fict, a k cemu doslo ?

Rodié/opatrovnik a jejich syn/dcera

e Jaky byl vas vztah s vasim synem/vasi dcerou za poslednich nékolik mésicti ? Jak byste
vztah popsala? Je néco, co vas znepokojuje/déla starosti ?

e Jak se ditéti obecné dafi doma ? S jejich sourozenci ? S dalSimi ¢leny rodiny ?

e Vidite néjakou zménu od doby kdy se zacali vidat se svym mentorem ?

e Co déla, kdyz se rozzlobi/vzteka? Jak se projevuje a jak se uklidni? Jak ho uklidnite? Co
funguje?

e Jak dité reaguje, kdyzZ se od vas vzdali — odpoji?

e  Mate na dité dostatek casu?

e Zménilo se néco ve vasem vztahu od pocatku vztahu s mentorem?

Dité a jeho duleZité vztahy

e Kdo jsou duleZiti lidé kolem vaseho ditéte?

e Jak dité dava najevo svou pfizen?

e Je nékdo, kdo je pro dité dulezZity, ale nevida se s nim? Myslite, Ze by na tom___chtél
néco zménit?

e Je aktivni ve zkoumani novych véci/mist/aktivit? Jak se to projevuje?
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Skola a vrstevnici

A co 3kola, jak mu/ji jde Skola ?

Jaky ma ke Skole vztah? Jaky pro néj ma chozeni do skoly smysl?

Umi se soustiedit na praci ve $kole? Ukoly doma?

Co mu jde, v ¢em je dobry?

Jaké byste chtéla, aby mél vysvédceni?

Kdo s nim délda ukoly? Kdo chodi na tfidni schiizky? Pomaha mu s uéenim? Jak mu to
jde?

Co bylo jeho/jejim poslednim Uspéchem? Jak jste ho/ji pochvalila?

Jak vychazi s ostatnimi détmi? Jak s nimi navazuje kontakt? Umi si s nimi hrat? Vite,
jak se dité zapojuje do her ostatnich déti? Ma o né zdjem? Musite ho tfeba nékdy v
chovdni k détem usmérnovat?

Schazi se se svymi spoluzaky i po $kole? Zménilo se na tom néco od zac¢atku vztahu s
dobrovolnikem?

Existuje néjaky ucitel, ktery ma k ditéti specialné podporujici vztah? Na koho se
mUZete obratit? Zménilo se na tom néco do pocatku vztahu s mentorem —vztah s
uciteli a détmi ve Skole?

Dité a jeho temperament, kontrola a samostatnost

Jak dité reaguje, kdyz mu néco nejde, napi. prohraje néjakou hru? Méni se to?

Umi se soustiedit na jednu véc nebo méni ¢asto Cinnosti?

Stane se, Ze dité nad sebou ztrati kontrolu?

Jaka je bézna nalada ditéte?

Umi dité vyjadrit své pocity? Stane se, Ze je vyjadiuje az prilis? Méni se to?

Umi nachézet feSenf a vice moznych cest na reSeni néjakého problému? Jak ho v tom
podporujes? Priklad feSeni situace?

Umi dité rozhodovat o svych moznostech (napf. aktivitach)? Jak ho v tom
podporujete?
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