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ABSTRACT 
 

This study aims to explore the experience and evaluate the 

effectiveness of the pilot implementation of the Mentoring for 

Achievement Programme (MAP) in Ireland. MAP is a 2-year school-

based, early intervention programme targeting students transitioning from 

sixth class of primary school (phase 1) to first year in secondary school 

(phase 2). Research carried out in the US suggests a number of positive 

effects of the programme, particularly, enhanced academic and 

behavioural outcomes for the targeted children (Bry, 2001). 

The current study expands on the phase 1 evaluation (Kelly, Butler, 

Twist, McDonnell and Kennedy, 2011) of MAP to include the qualitative 

exploration of the children’s and professionals’ experience of MAP and 

the quantitative analysis of psychometric measures used in phase 1 and 2. 

Thematic analysis of the focus groups and interviews identified three 
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main themes: Goals and Purpose of MAP, Impact and Benefit of MAP 

and Programme Recommendations. Attendance records and Parent and 

Teacher Strengths and Difficulties Questionnaire (SDQ) scores (phase 1 

and 2) are discussed in light of previous research. Recommendations 

from the pilot implementation have informed the direction of the 

programme’s subsequent rollouts. 

 

 

INTRODUCTION 
 

Embedded in Bandura’s (1977) social learning theory and 

Bronfenbrenner’s (1979) ecological systems theory, mentoring embraces the 

concept of the nurturing adult who serves as a role model to elicit positive 

change, especially in the areas of self-efficacy and resilience. Cavell and 

Smith (2005) identified a number of potential benefits stemming from a 

positive mentoring experience: novel knowledge/skills/scripts, more adaptive 

social cognitions (i.e. enhanced self-efficacy), mood improvement and 

decreased stress exposure. This is of particular significance for at-risk youth, 

such as those engaged in drug and alcohol use (Jekeilek, Moore, Hair and 

Scarupa, 2002; Tierney and Grossman, 1995), gang membership and sexual 

behaviour (Jekielek et al., 2002; Mecca, 2001), as well as those vulnerable to 

academic failure and early school leaving. Public and governmental concerns 

have been at the foundation of the various 5,000 youth mentoring programmes 

in the US, with major funding bodies including Office of Juvenile Justice and 

Delinquency Prevention (OJJDP); the Departments of Health and Human 

Services (HHS), Education (ED), and Labor; and the Corporation for National 

and Community Service (DuBois, Portillo, Rhodes, Silverthorn and Valentine, 

2011). 

 

 

1.1. School-Based Mentoring Programmes 
 

In a five year period (1996-2001), there was a forty percent rise in 

mentoring programmes in the United States. Seventy percent of this increase 

can be attributed to the proliferation of school-based mentoring (Manza, 2001 

cf. Dappen and Isernhagen, 2005). Extensive research conducted on a well-

established school-based mentoring programme, i.e. Big Brothers Big Sisters 

(Herrera, Grossman, Kauh, Feldman, McMaken, and Jucovy, 2007) suggests a 

wide range of positive outcomes for mentees. These findings include, but were 
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not limited to, improvements in: (1) academic performance (particularly in 

science and language), (2) quality of class work, (3) task completion, (4) 

classroom behaviour and (5) academic efficacy. Additionally, Curtis and 

Hansen-Schoebel (1999) identified the important attitudinal changes which 

can occur as a consequence of exposure to the mentoring process. King, 

Vidourek, Davis, and McCellan (2002) indicated that mentoring contributes to 

an increase in self-esteem and positive relationships with school, peers, and 

family. A meaningful individualised relationship with a mentor who is an 

encouraging and supportive adult role model facilitates the growth in socio-

emotional skills (Gur and Miller, 2004). 

Curtis and Hansen-Schoebel (1999) found that mentoring enhanced 

mentees’ academic performance, outlook on learning, emotional awareness 

and relationships with teachers. Herrera (1999) ascribed the development of 

positive teacher-student relationships to the participation in school-based 

mentoring programmes. Holt, Bry and Johnson (2008) reported on how a five 

month school-based mentoring intervention may be an effective intervention 

in promoting school engagement in at-risk youths from disadvantaged areas. 

Similar findings were yielded by a replication and extension study of an 18-

month duration carried out by Clarke (2009). 

Such school-based programmes have contributed to a change in the 

culture of mentoring. The most prominent of these include their cost 

effectiveness, attractiveness to parents and mentors, and availability of 

localised supports (Dappen and Isernhagen, 2002). As identified by Herrera, 

Sipe, McClanahan, Arbreton, and Pepper (2000), the main distinguishing 

characteristics of school-based mentoring programmes are (1) meeting in 

school-based setting, (2) reduced mentor screening, (3) regular scheduled 

meeting times, (4) shorter-term commitment, (5) less stringent matching 

criteria, (6) brevity of mentee-mentor contact and (7) programme goals and 

objectives which dictate activities. However, Grossman and Garry (1997) 

caution that school-based mentoring programmes are prone to implementation 

issues which can impact programme outcomes. 

 

 

1.2. Implementing an Effective School- Based Mentoring 

Programme 
 

The best practice guidelines dictate that successful implementation of 

school-based mentoring programmes involve (1) eligibility criteria that 

correspond with programme goals, (2) mentor-recruitment protocols, (3) the 
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provision of ongoing training and peer support, (4) defined mentee-mentor 

matching criteria and (5) regular, structured mentoring sessions (Dappen and 

Isernhagen, 2005). DuBois, Holloway, Valentine and Cooper et al. (2002) 

draw attention to additional components such as parental involvement and 

clarifying expectations on meeting frequency. Insufficient parental 

involvement has been extensively discussed as a drawback to traditional 

mentoring systems (DuBois et al., 2002). The provision of mentee goals and 

achievement feedback, occasional participation in programme activities and 

regular contact with mentors is the recommended standard for parental 

involvement in a school-based mentoring programme, as advocated by Dappen 

and Isernhagen, (2005). Regarding tracking mentee changes, in addition to 

school records (e.g. grades, attendance, office referrals and student tardiness 

reports), information on improvements in students’ sense of self-efficacy, self-

concept, attitude, and relationships with parents and peers should also be 

obtained (Royse, 1998). 

Herrera et al. (2007) identifies a positive correlation between the strength 

of the mentee-mentor relationship and the overall quality of training 

experience, supervision and support available to the mentors. Rhodes (2002) 

postulates that role plays should be a cornerstone of peer support in order to 

assist mentors in practicing their newly acquired skills. Mentors’ expectations 

and understanding of their role and inherent processes is crucial and cannot be 

underestimated in terms of implementing and maintaining an efficient 

programme. When mentors are externally recruited, they face the additional 

challenge of traversing the distinct systems in which they will function. To 

address this issue, best practice guidelines specify that mentors be provided 

with “an overview of the programmes goals, their role and general information 

on skills relating to working with youth, specific information regarding school 

practices and procedures and names and/or titles of school personnel” (Dappen 

and Isernhagen, 2005, p. 23). 

Furthermore, Slicker and Palmer (1993) add that school-based mentoring 

programmes require “buy-in” from the school, clear and effective recruitment 

criteria, well-defined programme goals and carefully managed outcome 

assessment. 

The Mentoring for Achievement Programme (MAP) emerged as a 

response to the growing community concerns regarding an increase in school 

failure and early school leaving among young people living in disadvantaged 

areas. It was felt that MAP could marry well with the existing school 

completion programme to support youth transitioning from primary to 

secondary school. 
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1.3. Description of the Programme 
 

MAP is a modified version of the Behavioural Monitoring and 

Reinforcing Program (BMRP; Stanley, Goldstein and Bry, 1976) adapted to an 

Irish context. Based on social learning theory, BMRP aimed to produce 

cognitive and behavioural change. Studies conducted on the effectiveness of 

the programme in the US reported enhanced attendance and grades (Bry, 2001; 

Bry and George, 1980 cited in Holt et al., 2008), increased school completion 

(Bry, 2001) and a reduction in youth delinquency (Bry, 1982 as cited in Holt et 

al., 2008). Bry’s mentoring programme is listed among the empirically-

supported interventions in school mental health as outlined by the Center for 

Mental Health Assistance (Schaeffer, 2002). MAP pioneered Bry’s 

programme’s (in its modified form) implementation outside the US. 

MAP is a two-year, school-based, early intervention programme designed 

to support students identified by school personnel as being at risk of academic 

failure and early school leaving. The school setting provides access to at-risk 

youth in their natural setting. This helps target the two main risk factors - 

school failure and behavior problems. The ethos behind the programme is to 

“reawaken the pupil’s passion about achieving life success—now and in the 

future, to form a connection to school, learning and achieving, and to develop 

effective skills” (Bry, 2010). The benefits for school, as identified by Bry, 

comprise mentees’ sense of feeling ‘chosen’ for the programme; teachers and 

parents gaining a sense of ‘partnership’ through regular contact and 

collaboration in addressing the mentees’ difficulties; MAP’s de-stigmatizing 

approach which targets “students who can do better in school”; and enhanced 

long-term outcomes (reduced attendance, academic and behavioural problems; 

reduced rates of early school leaving and a more positive approach to school 

and school personnel in mentees). Bry (2010) reports that when the 

programme is delivered over two years, there is evidence to suggest it is 

effective in improving attendance, grades, positive views of school, retention 

rates and graduation rates and in reducing discipline referrals and juvenile 

misconduct. MAP is delivered by trained mentors in both an individual 

(weekly twenty minute session) and small group (weekly one-hour session 

with four students) support format. The combination of the two formats is a 

fundamental aspect of the programme. MAP centres on peer and social skills 

development strategies, behaviourally-based incentives, achievement 

recognition processes and rule compliance structures. An essential part of the 

programme is the mentor-teacher weekly contact to obtain and share 

information on mentees’ progress (e.g. attendance, classroom behaviour and 
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homework completion). Monthly mentor-parent contact to provide positive 

feedback on the mentee’s achievements is a vital addition to the programme. 

The programme bridges two academic years transitioning between primary 

and secondary school (6
th
 class primary school and 1

st
 year secondary school). 

In the pilot programme implementation, mentees were assigned their 

designated mentor in February/March of their final year in primary school 

(phase 1) and continued to work until they completed their first full year in 

secondary school (phase 2). Due to the delay in the commencement of the 

pilot, the delivery spanned slightly over a year, as opposed to a minimum of 

two years recommended by the programme developer. The implementation of 

MAP has been a joint venture between County Dublin Vocational Education 

Committee (VEC), participating schools and Archways. 

 

 

1.4. Implementing MAP in Ireland 
 

Brady and Curtis (2012) highlight the challenges faced in the process of 

transferring an American programme into another culture, based on their 

evaluation of the transfer of the Big Brothers Big Sisters programme to an 

Irish context. As they emphasise, it “is not a simple ‘copy and paste’ exercise”, 

but an undertaking that requires consideration of “policy, cultural and 

implementation issues that can affect whether or not the intervention will 

‘work’ and if the intended outcomes will be realized” (Brady and Curtis, 2012, 

p. 1434). The wealth of evidence which demonstrates the benefits of Bry’s 

programme was the main factor in the decision to pilot MAP in Irish schools. 

Its unobtrusive nature and easy marriage with possible existing supports (e.g. 

School Completion Programme) were further incentives to schools. Fagan and 

Mihalic (2008) emphasise the importance of making programmes a part of the 

culture and mainstream practices of the agency. They write how there may be 

differing philosophies regarding the need for the programme and goals of the 

programme; however, these differences can be overcome when members of 

the school agree on the need for change, the relevance of the intervention and 

are involved in the planning. High dropout rates are an ongoing casualty of the 

education system in Ireland. MAP offers schools an evidence-based solution 

which targets children at risk. 

The present study explores the experience and evaluates the effectiveness 

of the pilot implementation of MAP in Ireland from the mentee, mentor and 

school perspective. Limitations and recommendations for future roll-outs are 

considered. 
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METHOD 
 

2.1. Design 
 

The phase 1 analysis was predominantly qualitative in nature (Kelly, 

Butler, Twist, McDonnell, and Kennedy, 2011) centering on the focus groups 

with mentees and the semi-structured interviews with teachers and mentors. 

The overall pilot MAP evaluation utilizes extracts from the phase 1 thematic 

analysis and supplements it with feedback from several principals, teachers, 

mentors and parents at the end of the school year. 

Quantitative elements includes the parent and teacher SDQs, school 

attendance records, the Mentor’s Perception of the Effects of the Mentoring 

Relationship on Mentees survey, and the Mentor’s Perception of MAP: Level 

of Information and Interaction survey. 

 

 

2.2. Participants 
 

MAP participants were selected from five Irish primary schools (n = 38; 

25 males and 13 females). There were thirty four completers (those 

participants who attended both phases of MAP) and four non-completers 

(those participants who dropped out from MAP either in phase 1 or 2 of the 

programme delivery or for whom measures were not completed). Consent was 

obtained from both parents and children who participated in the programme. 

Table 1 lists the pre-programme characteristics of selected mentees 

collated from the pupil selection form (completed by relevant school 

personnel). 

Additional referral concerns regarding the academic progress of the 

mentees included: poor motivation, concentration difficulties; and English 

being second language (for two mentees). The behavioural difficulties 

commonly reported comprised: conflict with peers; being influenced by peers; 

disruptive classroom behaviour; defiant behaviour when confronted; being a 

“class clown”; and alleged bullying. 

Social and emotional difficulties were the most frequent reason for 

referral, with concerns centering on peer difficulties, emotional expression and 

regulation difficulties; low self-confidence/self-esteem; anxiety; and 

withdrawal. 
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Table 1. Pre-programme characteristics of selected mentees
*
 

 

Attendance No. of Mentees 

 Good/excellent attendance 5 

 1-5 days absent 6 

 6-12 days absent 10 

 12-18 days absent 3 

 Over 18 days absent 2 

Tardiness  

 Frequent (1-2 days weekly) 13 

 Chronic (3-5 days weekly) 5 

Learning support 19 

Behaviour (last 8 weeks)  

 Poor – Fair  10 

 Good – Very good 23 

Psychological Assessment 9 

Involved with other agency through school 1 

General learning difficulties 4 
*B

ased on completed information. 

 

 

2.3. Recruitment 
 

MAP coordinators collaborated with personnel from five Irish primary 

schools (principals, class teachers, and home school liaison officers) in 

selecting students to participate in MAP. The selection criteria were based on 

five predictors of poor academic performance such as absenteeism, chronic 

tardiness, school performance and motivation, task completion, and poor 

home-school collaboration. 

Exclusion criteria constituted chronic absenteeism and/or significant 

behavioural difficulties. Selected students continued receiving MAP in 

secondary school as agreed with Secondary School Principals. 

Mentor selection (six females and one male) was undertaken by the 

County Dublin VEC in collaboration with Archways. Mentors were selected 

based on their prior youth work training, their experience of operating within a 

school system and/or on a previously established school transfer programme. 
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2.4. Measures 
 

2.4.1. Quantitative 

● Strengths and Difficulties Questionnaire (SDQ) (Goodman, 1997) is a 

25-item screening measure designed to assess children across a range 

of dimensions including Emotional Symptoms, Conduct Problems, 

Hyperactivity/Inattention, Peer Relationship Problems and Pro-social 

Behaviour. The SDQ also includes an impact supplement which 

further explores the difficulties’ chronicity, distress, social impairment 

and burden to others. 

● Mentor’s Perception of the Effects of the Mentoring Relationship on 

Mentees survey is a 21 item questionnaire that explores the impact of 

the mentoring relationship on the mentee. This is an adapted version 

of Saito’s (2001) mentee and mentor surveys obtained from What’s 

Working? Tools for Evaluating Your Mentoring Program. 

● Mentor’s Perception of MAP: Level of Information and Interaction 

survey invites respondents to rate the current and desired level of 

information and interaction in MAP, the MAP implementation and 

their experience of the programme in general. 

● Attendance (phase 1 and 2) and punctuality (phase 2) records of the 

participating students were obtained from schools 

● Mentor Adherence Rating: A weekly mentoring report sent to the 

programme developer captures whether the feedback on mentees was 

obtained from the teachers, whether the mentor talked to the mentees 

individually and in a group, provided praise, discussed an area for 

improvement, obtained the mentees’ views, chose collaboratively a 

small goal and planned a realistic implementation, as well as 

contacted a parent (once a month). 

 

2.4.2. Qualitative 

Focus groups with students and semi-structured interviews with teachers 

and mentors were conducted in phase 1. 

Interviews with a number of principals, teachers, parents, mentors and 

mentees were carried out at the end of phase 2. 

 

 

2.5. Procedure 
 

Quantitative data were collected at four time points: 
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Time 1: Parents and teachers completed the SDQ in phase 1 (March/April 

2011). 

Time 2: Parents and teachers completed the SDQ in phase 1 at the end of 

school year (June 2011). Attendance records were also obtained from 

schools at this time. 

Time 3: Parents and teachers completed the SDQ in phase 2 (March/April 

2012). 

Time 4: Secondary school attendance records were provided by the 

schools for the entire school year in June 2012. The Mentor’s 

Perception of the Effects of the Mentoring Relationship on Mentees 

and Mentor’s Perception of MAP: Level of Information and 

Interaction surveys were also collected at this time. 

 

Data from SDQs and attendance records and surveys were analysed using 

SPSS (Statistical Package for Social Sciences) version 18. 

The Mentor Adherence Rating was completed by mentors weekly and sent 

to the programme developer. A summary report was provided at programme 

completion. 

Qualitative data were collected at two time points: 

 

Time 2: Five mentee focus groups, nine teacher interviews and six mentor 

interviews were audiotaped to capture how MAP was experienced in 

an Irish context. Unifying themes and subthemes were drawn from a 

thematic analysis, as outlined by Braun and Clarke (2006). 

Time 4: Several principals, teachers, mentors and parents were videotaped 

to provide feedback on MAP at the end of the school year. 

 

 

ANALYSIS 
 

3.1. SDQ Analysis 
 

A one-way repeated measures analysis of variance was conducted to 

compare parent and teacher scores on the SDQ subscales and the SDQ Total 

Difficulties at three times points during MAP delivery. There was no 

statistically significant (p >.05) effect for time for all SDQ subscales and Total 

Difficulties. Summary descriptive statistics (means and standard deviations) 

for Prosocial Behaviour Subscale and Total Difficulties only are presented in 

Tables 2 (Parent scores) and 3 (Teacher scores). 
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Table 2. Descriptive Statistics for SDQ Prosocial Behaviour Subscale and 

Total Difficulties at Three Time Points (Parent Scores, N = 13) 

 

 Time1 Time2 Time3 

 M SD M SD M SD 

Prosocial 

Behaviour 
8.62 2.18 8.85 1.77 8.15 1.77 

Total 

Difficulties 
11.62 6.38 11.08 7.58 12.54 8.37 

 

Table 3. Descriptive Statistics for SDQ Prosocial Behaviour Subscale and 

Total Difficulties at Three Time Points (Teacher Scores, N = 15) 

 

 Time1 Time2 Time3 

 M SD M SD M SD 

Prosocial 

Behaviour 
5.27 2.22 5.93 2.12 6.33 2.66 

Total 

Difficulties 
10.67 4.1 11 7.62 14.47 6.28 

 

Tables 4 and 5 display the percentage of mentees categorised by SDQ 

clinical range at time 1, time 2 and time 3 for parent and teacher scores. The 

SDQ clinical range as indicated by Goodman (1997) comprises Normal, 

Borderline and Abnormal categories. For Emotional Symptoms, Normal 

category ranges from 0-3 for parents and 0-4 for teachers; Borderline category 

is 4 for parents and 5 for teachers and Abnormal category spans from 5-10 for 

parents and 6-10 for teachers. For Conduct Problems, Normal category ranges 

from 0-2 for parents and teachers; Borderline category is 3 for parents and 

teachers and Abnormal category spans from 4-10 for parents and teachers. For 

Hyperactivity/Inattention, Normal category ranges from 0-5 for parents and 

teachers; Borderline category is 6 for parents and teachers and Abnormal 

category spans from 7-10 for parents and teachers. For Peer Problems, Normal 

category ranges from 0-2 for parents and 0-3 for teachers; Borderline category 

is 3 for parents and 4 for teachers and Abnormal category spans from 4-10 for 

parents and 5-10 for teachers. For Prosocial Behaviour, Normal category 

ranges from 10-6 for parents and teachers; Borderline category is 5 for parents 

and teachers and Abnormal category spans from 4-0 for parents and teachers. 

For Total Difficulties, Normal category ranges from 0-13 for parents and 0-11 

for teachers; Borderline category ranges from 14-16 for parents and 12-15 for 

teachers and Abnormal category spans from 17-40 for parents and 16-40 for 
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teachers. For parent SDQs, an increase in percentage of mentees scoring in the 

normal range can be observed between time 1 and time 3 for Emotional 

Symptoms (11.2%) and Hyperactivity/Inattention (7.4%). There was a 

decrease in percentage of mentees scoring in the normal range between time 1 

and time 3 for Conduct Problems (3.7%), Peer Relationship Problems (33.4%), 

Prosocial Behaviour (7.4%) and Total Difficulties (14.9%), see Table 4.  

For teacher SDQs, an increase in percentage of mentees scoring in the 

normal range can be observed between time 1 and time 3 for Emotional 

Symptoms (5.7%), Peer Relationship Problems (15.2%) and Prosocial 

Behaviour (7.9%). There was a decrease in percentage of mentees scoring in 

the normal range between time 1 and time 3 for Conduct Problems (10.2%), 

Hyperactivity/Inattention (29.6%) and Total Difficulties (22.4%), see Table 5. 

 

 

3.2. Attendance Analysis 
 

Figure 1 illustrates the average number of absent days for mentees in sixth 

class primary school encompassing the pre MAP (Sept 2010 – Feb 2011) and 

MAP delivery period (March – May 2011). No marked change in attendance 

can be identified with a continued fluctuation spanning the two time periods. 

 

 

Figure 1. Mentee Absenteeism in 6
th
 Class. 

 



 

Table 4. Percentage of Mentees Categorised by SDQ Clinical Range at Three Time Points (Parent Scores) 

 
Clinical 

Range 

Emotional 

Symptoms 

Conduct 

Problems 

Hyperactivity 

/Inattention 

Peer 

Relationship Problems 

Prosocial 

Behaviour 

Total 

Difficulties 

 
Time1*

% 

Time2** 

% 

Time3*** 

% 

Time1 

% 

Time2 

% 

Time3 

% 

Time1 

% 

Time2 

% 

Time3 

% 

Time1 

% 

Time2 

% 

Time3 

% 

Time1 

% 

Time2 

% 

Time3 

% 

Time1 

% 

Time2 

% 

Time3 

% 

Normal 48.1 42.9 59.3 48.1 61.9 44.4 63.0 71.4 70.4 81.5 66.7 48.1 85.2 85.7 77.8 59.3 57.1 44.4 

Borderline 11.1 28.6 11.1 11.1 9.5 3.7 18.5 19.0 11.1 3.7 14.3 22.2 7.4 14.3 11.1 14.8 14.3 14.8 

Abnormal 40.7 28.6 29.6 40.7 28.6 51.9 18.5 9.5 18.5 14.8 19.0 29.6 7.4 0 11.1 25.9 28.6 40.7 
*
Missing data for all Time1 subscales = 27%. 

**
Missing data for all Time2 subscales = 43.2%. 

***
Missing data for all Time3 subscales= 27%. 

 

Table 5. Percentage of Mentees Categorised by SDQ Clinical Range at Three Time Points (Teacher Scores) 

 
Clinical 

Range 

Emotional  

Symptoms 

Conduct  

Problems 

Hyperactivity 

/Inattention 

Peer  

Relationship Problems 

Prosocial  

Behaviour 

Total  

Difficulties 

 
Time1 

% 

Time2* 

% 

Time3** 

% 

Time1 

% 

Time2 

% 

Time3 

% 

Time1 

% 

Time2 

% 

Time3 

% 

Time1 

% 

Time2 

% 

Time3 

% 

Time1 

% 

Time2 

% 

Time3 

% 

Time1 

% 

Time2 

% 

Time3 

% 

Normal 64.9 72.7 70.6 51.4 63.6 41.2 64.9 54.5 35.3 73.0 78.8 88.2 56.8 72.7 64.7 45.9 42.4  23.5 

Borderline 8.1 9.1 0 13.5 15.2 17.6 5.4 15.2 11.8 13.5 9.1 0 16.2 12.1 11.8 24.3 24.2 29.4 

Abnormal 27.0 18.2 29.4 35.1 21.2 41.2 29.7 30.3 52.9 13.5 12.1 11.8 24.3 15.2 23.5 29.7 33.3 47.1 
*
Missing data for all Time2 subscales = 10.8%. 

**
Missing data for all Time3 subscales= 54.1%. 

 

 



Alex Kelly, Majella Butler, Sean McDonnell et al. 56 

 

Figure 2. Mentee Absenteeism in 1
st
 Year. 

Figure 2 represents the average number of days mentees were absent from 

Sept 2011 to May 2012 (first year secondary school). There is a moderate 

increase-decrease pattern in absenteeism from October to April, with the 

lowest number of absent days observed in September. May, the final school 

month, coincides with a steep rise in mentee absenteeism. 

A closer examination of mentee absences reveals different levels of 

absenteeism (poor attendance: 20+ days; chronic absenteeism: 51+ days and 

“urgent attention” absenteeism: 60+ days) as defined by the Principals 

Network (Ballymun Whitehall Area Partnership, 2012). In primary school, 9 

mentees met criteria for poor attendance and 1 mentee for chronic 

absenteeism. In secondary school, 15 mentees presented with poor attendance, 

1 with chronic absenteeism and two required urgent attention. 
 

 

3.3. Survey Analysis 
 

Six mentors completed the Mentor’s Perception of MAP: Level of 

Information and Interaction survey. Four found the current level of 

information to be high and two rated it as medium. As for interaction with 

MAP coordinators, half found it to be high while the other half reported it to 

be medium. The interaction with mentees’ teachers was rated as high by two, 

medium by three and low by one respondent. Interaction with other mentors 

scored four high, one medium and one low. The majority of mentors felt that 
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the information about MAP (four) and the interaction with other mentors (five) 

was “just right”. All mentors rated the interaction with MAP coordinators as 

“just right”. Four mentors stated they would like increased interactions with 

teachers. The vast majority (five) agreed that the training they had received 

was sufficient whilst one respondent was “not sure”. Four affirmed that MAP 

had met/surpassed their expectations, one disagreed and one abstained. All 

mentors felt they received sufficient ongoing support to help them meet the 

challenges of mentoring. Half of the respondents rated MAP as “excellent”, 

two as “good” and one as “good and bad”. Out of thirty one surveys evaluating 

mentee-mentor relationship, the majority of mentors felt that mentees 

recognized the presence of a caring adult (27), were confident that other 

people would help them (29), were more optimistic about their future options 

(23), felt more active in a group (24), expected more from themselves (20), 

had a more positive attitude towards school (21), performed better in tests 

(24), were better prepared for school (24), were better behaved in class (25), 

communicated their feelings better (23), had more positive interactions with 

others e.g. teachers and friends (23) and were more optimistic about their 

future (21). More than half of the mentors believed that mentees saw 

themselves as more responsible (19) and were more involved in activities (16). 

Nineteen mentors were unsure whether mentees were more honest or 

interacted better with their family as a result of the mentoring relationship. 

Mentors were divided on whether they affirmed or were unsure if the mentee-

mentor relationship impacted on the mentee having more hobbies, being better 

able to resist peer pressure, being more confident in themselves, having higher 

self-regard and having an increased sense of altruism. 

 

 

3.4. Adherence Analysis 
 

The average mentor adherence rating for activities completed with 

mentees was 92% (ranging from 82-99%). The average mentor adherence 

rating for parent contact was 76% (ranging from 63-93%). 

 

 

3.5. Qualitative Analysis 
 

The following themes and subthemes have been drawn from the focus 

groups and interviews: 
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Goals and Purpose of MAP 

 

● Understanding of MAP 

● Understanding of Selection Process 

 Clarity of Selection Process 

 Mentee Profile 

 Mentor Profile 

 Need for Mentee-Mentor Matching 

 

Impact and Benefits of MAP 

 

● Social Competence 

● Academic and Other Achievements 

● Rewards system 

● Transition to Secondary School 

● One-to-One Work 

● Group Work 

● Relationship Building 

 Mentee-Mentor Relationship Building  

 Mentor-School Relationship Building 

 Mentor-Parent Relationship Building 

● “Fit” of MAP with School and Mentors  

● Mentor Peer Support 

 

Teacher, Mentor and Mentee Programme Recommendations 

 

● Time 

● Setting 

● Communication 

● Training 

● Generalising MAP into the Classroom 

 

3.5.1. Goals and Purpose of MAP 

 

Understanding of MAP 

MAP, as a pilot programme, involved negotiating diverse experiential, 

cultural and organisational contexts. Stakeholders’ understanding and 

expectations of the programme evolved during both phases. From the 
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interviews, it was apparent that in phase 1 the majority of teachers and 

mentees were uncertain regarding the overall aims of MAP. By phase 2 

evaluation, teachers and principals’ understanding had solidified. 

MAP allowed for creativity and also produced a degree of flexibility to 

which some mentors and teachers were unaccustomed: “I was expecting as 

well that you would be handed a programme rather than a guideline”. 

In phase 1, some teachers reported frustration and initial skepticism 

regarding the specifics of how the programme would be implemented to 

achieve the stated aims: “…we were told very little at the start about what it 

was about, what the point of it was, we were just told, mentoring for 

achievement, it’s this great programme, it’s targeting this, and this, and we 

were like, how?”. 

Some of these concerns were addressed through the course of the 

programme: “It was very like ‘I’m confused about what I’m supposed to be 

doing’ and then they came out with these sheets and it made so much sense, I 

just wish we had that earlier.” 

The programme focus was another topic which received repeated attention 

in the interviews. The majority of mentors had expected a more academic 

focus: “I was just kind of expecting that it would be all to do with their 

grades.” Together with the teachers they reached a shared understanding to 

target the mentee’s socio-emotional skills i.e. confidence, self-esteem, 

emotional well-being, and peer interactions. 

Regarding the outcome, the training had communicated that effects may 

not be evident for two years and as a result many mentors adopted an open 

minded approach: “I didn’t really have any expectations because in the 

training we were told it’s a slow process.” 

Although they reported limited understanding at the start, by the time of 

the interviews (at the end of phase 1), the majority of teachers and mentors 

conceded that their understanding had increased over the course of the 

programme. 

 

Understanding and Clarity of Selection Process 

The selection process was an integral and complex part of MAP involving 

collaboration between MAP coordinators, school principals, class teachers and 

home school liaison officers. 

Key considerations that emerged from the interviews in phase 1 centered 

on clarity of selection process, mentee profile, mentor profile and the need for 

matching, and in phase 2 focussed on the overall programme implementation. 
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Clarity of Selection Process 

Selection criteria and initial lack of clarity with regards to it were the focal 

points regarding the selection process. As specified by the programme 

developer, one of the essential tenets of MAP is that the school mentees 

attendance is sufficient to allow for biweekly meetings with the mentor (Bry, 

2001). This distinction between poor attendance and chronic absenteeism was 

ambiguous for some teachers who expressed the need for more rigorous 

criteria: “I don’t know if I would recommend somebody with bad attendance 

again, because I wouldn’t want to waste a place”. Consistent with MAP 

criteria, many teachers cited risk factors i.e. poor school performance and 

motivation and poor home-school collaboration, as indicators for prospective 

MAP candidates. 

There were several similarities in the teacher responses regarding the level 

of input which they felt they had in the selection process. It was clear from the 

phase 1 interviews that as class teachers they expected further consultation in 

the final selection: “I felt the greatest stock should have been put in the class 

teacher’s opinion”. These feelings were further aggravated by the delayed start 

of the programme and what teachers perceived as the “rushed” nature of the 

selection process. 

As with the understanding of the programme, further involvement in MAP 

facilitated an increased appreciation of the selection criteria. 

 

Mentee Profile 

Teachers and mentors identified a similar profile of student for whom 

MAP would be beneficial. These were students with varied difficulties ranging 

from behavioural problems, poor attendance, poor time keeping, poor social 

skills, low confidence, low self-esteem and those who were at risk of early 

school leaving. 

Additionally, they included children who came from “overcrowded 

homes” and low-support families, often characterized by insufficient attention 

and the absence of a positive adult role model: “You know, they don’t have 

anyone to sit down with at home...” This was consistent with the primary 

reasons for MAP referral. Concerns most frequently named in the pupil 

selection form comprised poor home support, poor home-school collaboration 

as well as adverse peer and extended community influences. 

 

Mentor Profile 

There was a general consensus on the particular attributes of a mentor that 

contributed towards a positive mentee-mentor relationship. Qualities listed by 
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mentors as crucial to successfully fulfilling their role were empathy, patience, 

compassion, a positive attitude, flexibility, good communication and listening 

skills, tolerance and understanding. Mentees valued mentors who were nice, 

had a sense of humour and shared similar interests. 

 

The Need for Mentee-Mentor Matching 

Compared with mentors and mentees, teachers were more likely to 

highlight the importance of mentee-mentor matching. As teachers had more 

insight into the characteristics of the mentees, they felt better placed to identify 

successful matches. With regards to gender in particular, teachers noted the 

need for more male mentors to act as male role models: “…I think that is so 

positive (...) because we don’t have many male teachers here, so they don’t 

have many positive male role models…” The ratio of males to females was 2:1 

for mentees as compared with 1:6 for mentors, reflecting the unequal gender 

representation that can often be found in caring professions such as youth 

work and teaching. 

What was captured from the mentee focus groups was the importance of 

shared interests (i.e. football) and a mutual connection with their mentor. One 

mentee identified dissimilarity as being a major obstacle to forging alliance. 

This was elaborated on by his teacher who stated “he finds his mentor a bit 

scatty (...) I don’t really think their personalities were right for each other... not 

a good combination”. 

 

3.5.2. Impact and Benefit of MAP 

 

Social Competence 

It was apparent from the interviews that MAP promoted social skills 

development. Both teachers and mentors acknowledged the positive changes 

mentees demonstrated i.e. an increase in confidence, openness, willingness to 

participate, tolerance, patience, listening skills and altruism. 

As one mentor stated, mentees “started to praise and encourage each 

other”. For some mentees, forming new friendships was a positive outcome of 

MAP and this contributed to making the programme “fun”: “It’s like clubs 

where you come with your friends to play games.” The small size of the group 

provided a safe social outlet for mentees, who described it as a “cool group”, 

“deadly” and “the best club going!” Some noted that the social aspect of MAP 

provided motivation for the mentees to attend the group which consequently 

impacted on their school attendance and performance. 
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Interviews with teachers and mentors revealed four areas of observable 

change: behaviour, verbal, emotional and body language. One mentor 

witnessed how the “[mentee] spoke up, she raised her eyes, she started 

speaking (…) she opened up, her expressions were better, her eye contact was 

better”. 

 

Academic and Other Achievements 

Mentees identified improvements in both academic achievement and 

classroom behaviour. They listed the following areas of improvement: 

spelling, reading, doing homework, turn-taking and managing emotions. One 

mentee stated how MAP “give[s] me good like, potential to do good in 

school”. 

Positive feedback received from teachers and mentors for both attempting 

and completing tasks in school, appeared to increase motivation and 

confidence for many mentees, “We got homework last night but I didn’t want 

to be doing it but I done it last night.” These changes in mentees were also 

reflected in the teacher interviews “his behaviour has improved no end now 

since they started… he’s been much, much better, he’s much calmer, he’s 

more settled. Even his mother said it, he’s a lot more positive towards 

school… he wants to get things finished”. One of the mentees was selected 

from four to five hundred entrants in an external art competition. His principal 

attributed the mentee’s success to the confidence boost facilitated by MAP. 

 

Rewards System 

The programme incentives were effective in motivating the mentees to 

work towards their short-term and long-term goals. The clear and attainable 

nature of the points system was essential to initiating and maintaining their 

interest and cooperation. Focus groups revealed an enthusiastic response 

amongst mentees when discussing the rewards. 

 

I used to never do my homework or anything and I just used to 

always give out cheek and [the mentor] just told me to do my homework 

and all so then I’d get points for to go on the trip and all that and then I 

started doing my homework. 

 

Positive impact also stemmed from other types of extrinsic rewards such 

as praise and mentor/teacher/peer feedback. Some mentees were enthused by 

the competition generated between group members, which served as an 

additional drive in reaching their goals. 
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Transition to Secondary School 

One of the primary goals of MAP is to help the mentees in the transition 

from primary to secondary school. Teachers identified the significance of 

MAP bridging this critical period in their education: “…I think it’s very good 

that you target them in sixth class before they go into secondary school, I think 

that’s very important.” Mentees’ discussion on MAP in secondary school 

centred on practical concerns e.g. how mentors would find them. Similarly, 

mentors had mixed feelings about how MAP would translate into secondary 

school. These ranged from positive anticipation (e.g. expanding on previous 

year’s accomplishments) to apprehension and anxiety (e.g. timetabling and 

relationship building with the new school). 

When prompted in the focus groups, the importance of continuing with 

MAP was indicated by mentees who recognised the role mentors would play 

in easing their transition into secondary school. One of the teachers noted how 

the mentees became more active and involved in the discussions and planning 

regarding the move to secondary school: “… they can see it now they have a 

way forward… [mentee] hadn’t even registered for secondary school until this 

kinda thing [MAP] kicked off and then he was like ‘oh yeah, I must go do that, 

I must go register.’” 

MAP alleviated many teachers’ concerns about their students’ prospects in 

secondary school. Both teachers and mentors were hopeful that the changes 

which they had observed in the area of social interaction and emotional 

regulation would be lasting. They recognised the value of the additional 

support for the mentees in a new environment, the familiar, consistent and 

regular contact with positive role models and the peer group interactions. It 

emerged from phase the two evaluation that MAP helped alleviate the anxiety 

around the transition for mentees’ parents and teachers. As noted by one 

principal, some teachers were more amenable to teaching sixth class knowing 

that MAP will be available as a support during the transition period. MAP was 

also seen as a resource to “enhance” the existing transfer programme from 

primary to secondary school. 

 

One-To-One Work 

Despite initial apprehension about working on an individual basis with 

mentees, mentors recognised the necessity of this programme element for 

relationship building. The value of the one-to-one contact in MAP was echoed 

by teachers and mentees, particularly with regard to mentees having their 

voices heard, “I think it’s the one to one… they are just going over, they are 

being listened to...” (teacher). The individual work also aided the development 
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of a personal connection with a positive adult “It was wonderful to work one-

to-one and form a special working relationship that focused on the positive 

things for the young people” (mentor). Some mentors felt that MAP was a 

“tailored” and “more personalized” approach to mentees compared to other 

programmes they were familiar with. Several teachers highlighted the absence 

of positive adult role models and individual attention prior to mentees’ 

participation in MAP.  

An additional function of the one-to-one interactions was that they served 

as an intermediary between mentees and their teachers. Mentors shared with 

teachers what the mentees’ strengths were or what might help them in class. 

The broad impact of the one-to-one work was recognised by one of the 

principals: 

 

I really really think that MAP has had a huge effect on them 

[mentees] and they, working on the personal goals with the student, that 

has become part and parcel of their life in school now and the way they 

conduct themselves in school, but certainly they have a huge level of 

maturity, respect that they show to everybody in school now as well, they 

just don’t seem to be getting into as much bother as they would have 

done, I firmly believe, if they hadn’t been involved in MAP. 

 

Group Work 

There was a general consensus between mentees, teachers, and mentors 

that the group work involved in MAP encouraged social interactions between 

the children. One principal noted that “they work on a group level so they’re 

developing all sorts of skills, social skills and everything else and it just brings 

about a whole level of maturity to those individual children”. The group work 

also served as a motivator for the children to attend the sessions. One mentee 

pointed out, “[In MAP you get to] see all your friends on Friday, do stuff.” 

Since social competency was identified by teachers as a struggle for many of 

the children, the group work element in MAP was able to target these skills 

both directly and indirectly to facilitate change. The vast majority of mentors 

found the group work to be a positive experience, noting that “Everything that 

[they] were doing with [the mentees] one-to-one ...was being reinforced by 

their peers”, and that the mentees “gelled together” and “learnt from each 

other and could influence each other in a positive way”. 

One mentor was concerned about the potential stigma attached to being a 

member of the MAP group “I was very conscious of young people being 

stigmatized, being brought into a group…” However this was addressed by a 
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teacher who highlighted that “they don’t feel that they are different to anybody 

else”. She credited this as a huge success for the programme and 

acknowledged that this can be difficult to achieve. Similar to the mentees, the 

teachers deliberately called it a club to make it sound “as normal as possible”. 

 

Relationship Building 

 

Mentee-Mentor Relationship Building 

What surfaced from the focus groups was the importance of the mentor 

attributes. Mentees described their mentors as being “so cool”, “the best”, 

“animal”, “funny”, “sound”, “a nice person”, “a kind person”, someone who 

“never shouts at you unlike the teacher”. Several mentees pinned their 

enjoyment of MAP entirely on the relationship with their mentor. The positive 

mentee-mentor relationship was clear to the teachers “…when [mentor] comes 

in on Tuesday to take them out individually they expect him, they jump up 

when they see him… they look forward to them…” Similarly some of the 

parents recognised the benefit of this relationship facilitated through MAP: “he 

gets entertainment out of it as well as education”. 

The mentors had both direct and indirect positive effects on mentees 

through modelling (“always happy (...) she doesn’t come in angry”) and 

facilitating emotional regulation (when agitated “calms us down” and when 

sad “cheers them up”). These changes were also visible to teachers, “he’s 

much calmer, he’s much more settled”, “they’re more reasonable and 

accepting”. The mentors identified the development of the relationship and the 

increase in trust between themselves and the young person. “[Mentees] were 

more kind of at ease with themselves and with me”. 

In phase 2 evaluation of MAP a similar message was delivered by some 

principals. It appeared that the supportive mentee-mentor relationship created 

a trusting space where mentees could confide in their mentor. Remarks such as 

“actually adopted by that person”, “fantastic support” and “fabulous sort of 

relationship” were profuse. 

 

Mentor-School Relationship Building 

MAP, for the most part, generated enthusiasm amongst the stakeholders. 

The vast majority of mentors noted how the teachers and principals were 

positive, approachable and invested in the mentees, “I’ve found the principal 

there (…) was great (…) telling you about your kids or what was going on, so 

keeping an open dialogue…” Likewise, teachers thought “[mentors] were 

brilliant, they were always on time” and fit “so effortlessly” into the school. 
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Some teachers valued the input that mentors could provide regarding the 

mentee’s progress “they do, make us very much aware of what they’re doing 

and what they have done that week and what they intend to do the following 

week”. One teacher, however, did not have as positive a contact with her class 

mentor alluding to the importance of mentor-teacher fit. 

The strength-based focus in MAP, promoted by the mentor contributed to 

a more positive teacher attitude towards the mentee: “no matter how bad a 

week has been for a student the teacher always has one positive thing to say”. 

As one teacher illustrated “it’s giving me more excuses to be positive towards 

him and to give him more praise”. 

The obstacle most noted by mentors was negotiating suitable contact times 

in light of teacher’s busy schedules. This was in line with some teachers’ 

experiences: “The only thing is when they come to the door and you have to 

go out it mightn’t always be the best time”. 

Some mentors stressed the value of having a direct contact person at the 

school e.g. the school home liaison who would inform the mentor if the 

teacher or mentees were away or unavailable. 

 

Mentor-Parent Relationship Building 

When discussing their interactions with parents, several mentors 

expressed initial apprehension at phase 1. This was a novel experience for 

many, however most reported positive encounters: “Working with parents is 

nerve wracking because we would never link in with the parent. But it’s been 

brilliant”. Several teachers noted the key role parents played in maximising 

MAP’s impact. The key positive changes in parents noted by teachers included 

increased responsibility, enhanced awareness of their child’s progress and 

improved communication with the school. The teachers credited the mentors’ 

contribution to this: “school can be a negative experience for [parents]... I 

think some parents they maybe still do, kind of fear you a little bit… [MAP is] 

good for that communication between the three: the teacher, the child and the 

home”. One of the mentee parents perceived MAP as “a great help” and “a 

great relief” particularly in the intermediary role it played between school and 

home: “I don’t ring the school a lot, I don’t like to interrupt their day and when 

the mentor calls me he can let me know what’s going on in school”. 

The phase 2 evaluation also produced similar positive feedback. One of 

the school principals described MAP as being a “wonderful support” not only 

to mentees but also to parents particularly in addressing their concerns 

regarding their child’s social skills. One of the mentors recalled the impact that 

the positive comment on the child’s social interactions with her peers had on 
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the parent. Hearing that her daughter “was a really good friend” (based on the 

feedback obtained from the teacher) made the mother “almost tearful”. It was 

also recognised that the parents appreciate the support that their children are 

receiving through MAP. In addition, the collaborative mentor-parent approach 

to addressing school issues was highlighted by some parents. 

 

“Fit” of MAP with Schools and Mentors 

The majority of teachers found that MAP did not cause disruption to their 

class and schedule. However, one teacher aired her frustration: “it does be a 

pain sometimes because you know they miss something”. This negative 

experience was in the minority when compared with the vast number of 

teachers for whom the benefits outweighed the inconvenience: “I do think that 

it’s worth it for the children we have chosen”. 

Most mentors and teachers made allowances for the fact that MAP was a 

pilot programme and teething problems were inevitable: “Because it was just 

the pilot, it did get messy with the schools (…) I wouldn’t really change 

anything about the programme itself, just the timetable and fitting it with the 

youth workers’ timetable as well.” This view was supported by other mentors 

who in addition to time constraints alluded to other problematic areas e.g. 

scheduling and organisational barriers. By phase 2, school feedback indicated 

that some of the “teething” issues had been resolved. In particular, one 

principal reported how MAP “worked like a dream” in her school, that it 

“kinda runs itself” and that the mentors were “part of the school furniture at 

this stage”. Mentors found MAP to be “extremely professional”, “very 

consistent” and “very well organized and planned”. 

 

Mentor Peer Support 

Most mentors emphasised the learning they gained from the bi-monthly 

peer-support meetings. They valued them as opportunities to address queries 

and “voice concerns and issues with young people” and “not lose heart when 

issues arose”. The majority of mentors credited the meetings for being helpful 

in achieving a high level of adherence to the programme’s aims and 

objectives. For most, the non-judgmental atmosphere created a supportive 

learning environment: “I always felt as part of a team doing the programme 

and that other mentors were going through the same situations”. 

Mentors identified the following shortcomings to the peer support 

meetings: (1) time constraints: meetings did not permit everyone the 

opportunity to contribute, (2) the limited flexibility regarding agenda items 

and (3) peer support being compromised by ongoing training and 
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administrative issues (organisational tensions and constraints). The mode of 

delivery of part of peer support via Skype received a mixed response. Some 

mentors found it difficult to adjust to this medium and viewed it as a 

‘distraction’, others appreciated having the programme developer ‘in the room 

with us’ to discuss progress and to explore encountered issues. 

 

3.5.3. Teacher, Mentor and Mentee Programme Recommendations 

 

Time 

A common subtheme which emerged from interviews and focus groups 

was time restriction. The main difficulties noted by mentors were shortage of 

time for planning and note taking between one-to-one sessions and insufficient 

one-to-one time: “at times it was difficult juggling other work commitments 

and I would have loved more time in planning for my sessions to be able to 

focus more on the mentee”. The latter was also raised by many teachers who 

felt mentees would benefit from additional mentor input: “fifteen minutes it’s 

not a very long time (...) because if something is working, I wouldn’t mind if 

they did it in half an hour slots”. Some mentees also expressed a preference for 

extended interaction with their mentor. Scheduling was another area 

extensively discussed in the interviews. The key points outlined included 

fitting MAP into teacher, mentor and mentee schedules, needing to be flexible 

around arranged meetings and negotiating meetings outside class-time (Friday 

afternoons, break and lunch time, sports day, school trips and confirmation 

time). Friday afternoon and after school sessions were unpopular with some 

mentees; these times also posed a challenge for teachers and mentors to find 

mentees and motivate them to attend. Timetable difficulties were even more 

apparent in secondary school. It was noted by mentors that the programme 

would benefit from “realistic expectations and information” regarding MAP 

time requirements being communicated to the schools from the onset. 

Several teachers and mentors suggested September as a start date, 

purporting that the additional time would impact positively on relationship 

building and MAP goal attainment. When asked what he would say to 

September’s intake of MAP mentees, one mentee enthused: “You are lucky 

that you’re on in sixth class to get to MAP, you jammy yoke! But we started 

half way through the year so youse are jammier”. 

 

Setting 

Some mentors voiced a preference for meeting the mentees outside of the 

school suggesting a more neutral setting. A number of mentors and teachers 
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advised that the mentee-mentor and teacher-mentor meetings take place in an 

allocated setting accommodating for privacy and comfort: “it’s outside the 

door and (...) sometimes you’re not sure if the kids can hear (...) more of a 

private setting”. Moreover, the changeable nature of the setting often infringed 

on the short time allocated to the one-to-one sessions. To maximise the time, 

some mentors reported being resourceful and utilising the conversations to and 

from class to address mentee goals. 

 

Communication 

The feedback from teachers and mentors regarding communication was 

predominantly positive. Suggestions comprised (1) more frequent formal 

communication i.e. a fixed weekly meeting between teachers and mentor, (2) 

less frequent informal communication i.e. condensing the number of emails 

and telephone conversations and (3) clearer and more direct communication 

leading to increased efficiency. 

Internal communication was a topic raised by several stakeholders. 

Mentors welcomed more involvement and understanding of MAP and the 

mentoring process from line management. Additionally, they recommended 

direct involvement of mentors in the induction of MAP in the school 

particularly in the negotiation of timetable arrangements. As mentioned in the 

Clarity of selection process section, teachers also highlighted the importance 

of communication transparency and direct involvement from the planning 

stage. 

One of the hallmarks of the delivery of MAP is the simplicity and brevity 

of its intervention. This was appreciated by teachers and mentors alike: “I 

think the fact that the form is there, it only takes a couple of minutes of my 

time, so I am perfectly happy with that.” However, one mentor encouraged 

mentor-teacher interactions to go beyond the scope of the weekly report 

system when necessary: “just to make sure that even if the questions that you 

want answered aren’t on the form to make sure that you’re getting those 

answers”. 

 

Training 

The vast majority of mentors reported a positive experience regarding the 

MAP training they received. They highlighted the importance of elements 

such as positive reinforcement, open-ended questions, motivational 

interviewing and a less directive approach to problem solving. What transpired 

from the interviews for a number of mentors was the need for ongoing 

training, particularly around practical issues. Mentors identified that an 
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effective way of achieving this may be through role plays which would assist 

them in the one-to-one sessions. Mentors also identified a gap in training 

around working with emotions: “…it was much more dealing with emotions, 

there wasn’t much direction into how to deal with that”. 

 

Generalising MAP into the Classroom 

The gains and positive messages communicated through MAP were 

recognised by many teachers. One teacher identified the opportunity to extend 

the programme message to all class members: “if there was some kind of 

lesson that the teacher could do in conjunction with [MAP] (...) we could 

incorporate what they’re doing into a lesson with the whole class as well…” 

This was expanded on by another teacher who suggested increasing the 

provision of MAP to all students: “I think it would be great to roll it out for 

nearly every child in sixth class”. This has also been reflected in mentor 

interviews at the completion of MAP1 and phase 1 of MAP2. One mentor 

added that it would be “lovely to roll it out in all primary schools in the 

country” to make it available to all sixth class pupils and “link with transition 

to their post-primary”. 

 

 

DISCUSSION 
 

The analysis of the SDQ Total Difficulties and subscales (Emotional 

Symptoms, Conduct Problems, Hyperactivity/Inattention, Peer Relationship 

Problems and Prosocial Behaviour) revealed no statistically significant change 

in scores across the three time points. The Parent SDQ Emotional Symptoms, 

Conduct Problems and Prosocial Behaviour subscales scores moved in the 

right direction from Time 1 to Time 2 (see Kelly et al., 2011 for a more 

indepth analysis of MAP phase 1). Importantly, the analysis of the SDQ 

clinical range suggests a reduction in percentage of mentees in the abnormal 

range for the following scales: Emotional Symptoms (-12.1%), Conduct 

Problems (-12.1%) Hyperactivity/Inattention (-9%) and Prosocial Behaviour (-

7%). Interestingly, by Time 2 no mentees were categorized in the abnormal 

clinical range for the latter (see Table 2). All Teacher SDQ subscales bar 

Hyperactivity/Inattention trended in the right direction from Time 1 to Time 2 

(see Kelly et al., 2011). The analysis of the SDQ clinical range suggests a 

reduction in percentage of mentees in the abnormal range for the following 

scales: Emotional Symptoms (-8.8%), Conduct Problems (-13.9%) Peer 

Relationship Problems (-1.4%) and Prosocial Behaviour (-9.1%), (see Table 
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3). However, for both parents and teachers, this pattern of change did not 

sustain in secondary school (Time 2-Time 3). There was an increase in the 

percentage of mentees categorized in the abnormal range for all subscales (bar 

Peer Relationship Problems, where for teachers there was decrease in mentee 

membership by 0.3%) and Total Difficulties. 

As research indicates (Galton et al., 2000; Hargreaves, Earl and Ryan, 

1996 and Smyth, McCoy and Dermody, 2004, cited in Irish National 

Teachers’ Organisation [INTO], 2008) a wide range of social, emotional and 

academic difficulties are associated with the transition to secondary school. 

This critical period of “triple transition” is marked by navigating the way from 

“childhood to adolescence, from one institutional context to another with 

different regulations […] and the journey from established social groups into 

new social relations” (INTO, 2008 p 7). All of the problems measured by the 

SDQ (conduct, inattention, emotions and peer relations) are at risk of being 

exacerbated by this transition. MAP targets schools in disadvantaged areas. In 

addition, those pupils selected for MAP have already been identified as at risk 

of early school leaving. The transfer to secondary school brings exposure to 

additional stressors i.e. multiple new teachers, new subjects, increased 

workload, shift in identity (from being the oldest pupils in sixth class to the 

youngest students in first year), separating from friends and forming new 

friendships. This coincides with developmental changes (onset of puberty). 

Galton (2000) also alerts to other factors such as bullying, travel demands, 

teacher demands and expectations, different teaching styles and the “lack of 

curricular continuity across the primary/secondary divide”. Given the above, 

the increase in difficulties as represented by the SDQ scores can be 

understood. Since there is no comparison sample it can be only speculated that 

in absence of the support that MAP offers these difficulties would be further 

aggravated. 

The percentage of missing data warrants consideration. Twenty seven 

percent of Parent SDQs were missing for Times 1 and 3 and 43.2% of SDQs 

were missing for Time 2. For teachers, the response rate was high for Times 1 

and 2 (0 and 10.8% missing) but over half the data (54.1%) was missing for 

Time 3. The low response collection tempers how much can be concluded 

from the analysis and incited resolutions amongst researchers and programme 

coordinators on how a more comprehensive data collection can be achieved in 

future studies. A more conclusive interpretation of the SDQ data was also 

limited by the shorter duration of the evaluation. The pilot evaluation of MAP 

covers a 14 month period as opposed to the two academic years recommended 

by Bry. Additionally, neither baseline nor post measures were obtained. These 
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limitations caution against decisive conclusions, instead directing future 

enhancements in research design and collaborator agreements. 

The move from primary to secondary school means that Time 3 data are 

collected from teachers / year head who have had only one year’s part-time 

exposure to the child (unlike primary school where often the child might be 

known to the teachers for the eight years from junior infants to sixth class and 

teaches the child full-time). The secondary school rater is viewing the child as 

a new entity and so there will never be the same flow across the three time 

points as there is for the parent data (same rater across all three time points). 

This is a limitation to the Teacher SDQ data collection around which a 

resolution has not been identified. 

Recognising that the SDQ may not be capturing the anticipated change in 

mentee perspective and behaviour (especially in socio-emotional skills) it was 

decided to augment the MAP2 evaluation by including the BERS-2 (Epstein, 

2004) and the Piers-Harris Children’s Self-Concept Scale 2 (Piers, Harris and 

Herzberg, 2002). In addition, all three measures will be administered at 

baseline and to mentees (the latter measure to be completed only by mentees) 

expanding on the exclusive parent and teacher target of MAP1. Where the 

SDQ focuses on pro-social behavior as an identified strength, BERS-2 

incorporates inter- and intrapersonal strengths, affective and careers strengths, 

family involvement and school functioning. The Piers-Harris Children’s Self-

Concept Scale 2 provides information on the mentee’s self-perception in the 

areas of physical appearance and attributes; intellectual and school status; 

happiness and satisfaction; freedom from anxiety; behavioural adjustment; and 

popularity. 

Attendance levels as depicted in this study are in line with Bry’s (2001) 

findings. Bry observed a slight decrease in attendance for programme 

attendees in secondary school (as compared to primary school). However, a 

comparison sample demonstrated significantly higher absenteeism over the 

same time span. Attendance fell by 13 % for the two years of the programme 

duration for non-mentees whilst mentees’ average attendance fell only by 4.5 

%. Comparably, in the present study mentee attendance was 91.4% at the end 

of sixth class primary school. This reduced to 85% at the end of first year of 

secondary school (drop of 6.4%). Interestingly, there was also an increase in 

attendance from primary to secondary school for ten mentees. 

The average number of absent days over the nine months per mentee was 

25 with absentee rates ranging from 0 to 81.5 days. The May spike in 

absenteeism as depicted in figure 2 is a trend that has been noted across VEC 
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schools where attendance rates drop before long periods of school closure.
1
 

The NEWB (2012) reported a national average of 13 days absent for 2009-

2010. However this rate is reported to be considerably higher for the DEIS 

(Delivering Equality of Opportunity in Schools) schools which are located in 

disadvantaged areas (and to which MAP schools belong). Poor attendance (20 

days or more) is more prevalent in disadvantaged areas. Twice as many 

students missed 20 days or more in DEIS schools as compared to non-DEIS 

schools in 2009-2010. In our sample 53% of mentees were absent for more 

than 20 days. 

The Clondalkin Partnership Programme Review and Annual Report 

(2006) highlights the demographic variance (an increased percentage of single 

parents, travelling community members, multinationals) as well as the 

multiple issues with which such disadvantaged communities contend (higher 

rates of unemployment, substance use, incarceration, adolescent school failure 

and early school leaving, emotional or conduct problems). Background 

information suggested that multiple mentees came from single parent 

households, four were from the travelling community and two were of non-

Irish origin. Carr (2011) highlighted how “non-optimal” family environments 

(i.e. parenting problems, child abuse, neglect, parent mental health problems, 

attachment difficulties, criminality, domestic violence) can adversely affect 

social and emotional development in adolescence. Although not a focus of the 

present study, there is a strong possibility that these “environmental 

adversities” also affected attendance. Contributing factors that may have 

impacted on the number of absent days in our study include hospital stays and 

recovery time for three mentees, parent sickness and bereavement for one 

mentee, a family member’s incarceration for one mentee and two mentees 

being placed in emergency care. Four mentees were from a travelling 

community background, where school absenteeism rates tend to be 

considerably more elevated. For these four mentees, absenteeism ranged from 

15 to 28 days in primary school and from 19.5 to 38 days in secondary school. 

Little data can be found regarding the correlation between school attendance 

and travelling community membership in Ireland; however, the NEWB (2007) 

indicated in their ESRI report that “a quarter of Traveller students engaged in 

persistent poor attendance compared with 5 per cent of other students” (p 20). 

The major limitation of the present study is the lack of a 

control/comparison sample to establish whether MAP helped to sustain 

                                                        
1 

The County Louth VEC CEO advocated for schools to remain stringent during these times 

(Growing Need, 2012). 
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mentees in school and reduce a further decline in attendance. Future MAP 

evaluations would substantially benefit from this addition and a randomised 

control trial is at the planning stage for MAP3. 

The analysis of the Mentor’s Perception of MAP: Level of Information 

and Interaction survey revealed a broadly positive impression which mentors 

had formed of the programme. The Mentor’s Perception of the Effects of the 

Mentoring Relationship on Mentees survey also revealed generally positive 

responses. Many of the “unsure” responses were elicited for questions which 

related to the mentee’s interaction outside school (with family, after-school 

activities i.e. where the mentor had less presence). Mentors also marked 

unsure questions related to the mentees soft skills (self-esteem and altruism). 

The addition of the BERS-2 and the Piers-Harris Children’s Self-Concept 

Scale 2 will garner direct information from mentees regarding this area in 

future studies. 

The mentor-parent-contact element has become increasingly important in 

later versions of Bry’s programme and is a core element in MAP. 

Nevertheless, despite attempts made by mentors to contact parents, adherence 

analysis revealed monthly contact to range from 63-93%. Reasons provided by 

mentors include: parent frequently changing their phone number, not 

answering the phone, busy at time of call or family on holiday. The range of 

adherence regarding activities completed by mentees was high (82-99%). 

When activities were not completed, mentors primarily cited mentee being 

absent as the reason. On occasion, time management was also cited for not all 

group tasks being completed and the mentor then using part of the individual 

time to complete these tasks. 

Notwithstanding the shortfall in quantitative data collection and analysis 

(as mentioned above), the experience of most stakeholders (mentees, mentors, 

schools, parents), as captured through interview and focus group, has been 

positive. Kramer et al. (2000, as cited in Fagan and Mihalic [2003]) write how 

it is especially important in school-based programmes to have the support of 

principals. They cited one study which showed that significant intervention 

effects were only found in settings where both principal support and 

implementation quality was high; neither by itself predicting intervention 

effectiveness. Principal buy-in was established by inviting them to the 

information evening and demonstrating a welcoming and open communication 

policy. Many phase 1 recommendations were implemented and by phase 2 

stakeholders’ understanding of MAP had solidified. Some teachers 

interviewed in phase 1 flagged the mentee selection process as an area that 

required more transparency and sought a more active role in this process. 
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MAP coordinators now insist upon a meeting with school personnel in order to 

provide a complete overview of the programme and an opportunity to clarify 

programme expectations, including mentee eligibility criteria. Feedback from 

phase 2 suggests that the clarity of selection process and the overall 

understanding of the programme have been enhanced. 

There was no formal mentee-mentor matching in the MAP pilot, however 

this was a topic that surfaced on numerous occasions in the interviews and 

focus groups conducted in phase 1. Some teachers and mentees placed an 

emphasis on gender matching, observing the particular benefit for male 

mentees who lacked a male role model in other domains. As identified by 

Herrera et al. (2000), matching in school-based programmes is generally less 

stringent and less common when compared with community-based mentoring 

programmes. In addition, there is some evidence to suggest that well 

conducted cross-gender matching can be equally successful (Dappen and 

Isernhagen, 2003 cf. Dappen and Isernhagen, 2005). Some informal matching 

occasionally took place. There were a few cases, where, based on school 

personnel’s suggestions, randomly allocated mentors have swapped mentee 

groups, since it was recognised that the particular mentee or a group of 

mentees would benefit more from a female or male role model. This may be 

an area for further exploration. In the MAP pilot, the recruitment of youth 

workers as mentors was based on the training and skill sets which were felt 

could contribute to the role of mentor and create a solid foundation on which 

to build a positive relationship. 

It appears that the programme produced certain benefits in socio-

emotional, academic and behavioural areas. This is in line with findings from 

previous studies on other established school mentoring programmes (Curtis 

and Hansen-Schoebel, 1999; Herrera, 1999). The frequently observed socio-

emotional changes comprised an increase in self-confidence, self-esteem, 

emotional well-being, tolerance, patience, listening skills, altruism and more 

positive peer interactions as reported by some mentors, teachers, principals 

and parents. Academically, some teachers and mentees interviewed in phase 1 

of the programme reported progress in the areas of spelling, reading and doing 

homework. Classroom behaviour improved with mentees demonstrating skills 

in turn-taking and emotional regulation. Similar findings were previously 

discussed by Herrera (2004), Karcher (2005) and Rhodes (2002). The 

simplistic yet effective quality of the reward system, recognised by teachers, 

mentors and mentees alike as crucial in initiating and sustaining mentee 

motivation, was key in facilitating these changes. 
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Interestingly, the wide range of participant skills targeted by MAP seemed 

to have helped minimise stigma associated with programme involvement. This 

achievement can be credited to teachers and mentors who helped create the 

positive feel about the MAP “club”. 

Secondary benefits comprised the improved relationship between school 

and parents, mentors and parents and mentors and teachers. The feedback from 

both phases of MAP highlighted the importance of relationship-building and 

the ‘mediating’ and ‘advocating’ role that mentors filled. It would appear that 

in some instances MAP also influenced teacher practice. This effect is evident 

in some teachers’ accounts where a more positive attitude towards mentees 

and an increased consideration of mentee difficulties was reported. 

Furthermore, teachers noted the importance of commencing MAP in sixth 

class as a further support to students during the transition to secondary school. 

Several teachers also felt that the programme was so worthwhile that they 

expressed an interest in generalising MAP by incorporating its messages into 

their lesson plans and/or extending MAP to other students. Importantly, 

principal buy-in was also obtained; some principals perceived MAP as a 

valuable additional resource and a reassurance, particularly for those teachers 

who may have been reluctant to teach sixth class otherwise. 

As previously identified (DuBois et al., 2002), parental involvement in 

mentoring programmes is often absent or limited. One of the most salient 

messages that emerged from the phase 1 evaluation was the importance of 

parental participation in MAP going forward. Evidence from the pilot study 

indicates that even brief contact with parents (via monthly communication 

with mentors and SDQ completion) produced some positive effects. Engaged 

parents appear to support mentees in their programme goals and foster better 

relationships with schools. Teachers indicated via interviews and anecdotally 

that, where positive mentor-parent relations were cultivated, mentors served as 

a liaison between home and school and often advocated on behalf of the 

mentee. The recognition of the parental role as a scaffold for the participating 

children has encouraged discussions about formalizing more informal aspects 

of mentor-parent interaction (i.e. where possible, mentor attending events 

organized by the school such as graduation and confirmation where parents 

would be present). 

Various authors have noted the significance of peer support and training 

as key to a successful mentoring programme (Dappen and Isernhagen, 2005; 

DuBois et al., 2002; Herrera, 1999; Rhodes, 2000). Durlak and DuPre (2008) 

write how the support, motivation, and buy-in of implementing staff are 

crucial to implementation success. They add that buy-in can be fostered by 
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including implementers in the planning process, providing training and other 

technical support, and by scheduling regular meetings throughout the year so 

that staff can discuss problems. There was a general consensus from mentors 

that the three-weekly peer support meetings were valuable elements of MAP. 

Suggestions made by mentors have informed current practice and many have 

been reflected in phase 2 of MAP1 as well as MAP2. In line with best practice 

guidelines (Dappen and Isernhagen, 2005; DuBois et al., 2002), the following 

modifications to training have been made: (1) the inclusion of role plays and 

modelling techniques, (2) the provision of ongoing training separate to peer 

support and (3) the expansion of Critical Incidence Techniques (CIT) to 

address emotional content. These were incorporated into phase 2 and all 

subsequent MAP roll-outs. Consistent with other established programmes, a 

formal manual is nearing completion and will accompany the training and 

support clinical practice for MAP3. The feedback on the mode of delivery of 

peer support via Skype, which generated mixed feelings in phase 1, has also 

been taken into consideration. Currently, one hour of the mentor peer support 

is delivered by the programme developer via Skype and the second hour by the 

onsite coordinators. 

Recommendations to improve time, setting and scheduling also emerged 

from the thematic analysis conducted in phase 1. Particular emphasis was 

placed on extending the mentee-mentor contact time. This is not novel and 

other mentoring programmes have received similar feedback. In the context of 

improving mentee-mentor relationships, Herrera et al. (2000) concluded that 

while the time together is important to establish a positive relationship, the 

“hours spent meeting was not as strong a predictor of relationship 

development as were the types of activities youth and mentors engage in 

together” (p. 31). Despite the brevity of the one-to-one sessions, qualitative 

analysis revealed that they produced certain benefits (via exposure to positive 

adult role models, positive feedback, encouragement and access to a safe 

environment in which they can practice new skills) for mentees. Whilst 

suggestions of this kind are encouraging and prompted further revision for 

subsequent MAP roll outs, due to organisational and practical constraints, 

MAP1 phase 2 and MAP2 individual sessions continue to be of 20 minutes 

duration. 

The roll out of this pilot programme, which involved an interface between 

three distinct professional bodies - the youth service, educational sector and 

community-based organization - produced considerable learning. MAP2 has 

seen a shift in the personnel delivering the programme from youth workers to 

trained inhouse mentors (with qualifications and background in psychology 
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and psychotherapy) and external school completion programme coordinators 

and workers. The mentee, mentor and teacher experiences which have been 

captured as part of the evaluation of phase 1 emphasise the care that needs to 

be taken both in terms of structural and procedural inputs if a hybrid 

mentoring programme is to be successful. Due to the organizational 

constraints and distinct philosophy within the youth work system, and in light 

of the emerging issues during phase 1, it was felt that MAP may not be an 

appropriate fit for the youth work service. Continued collaboration and 

programme evaluation with stakeholders is ongoing to ensure a successful 

integration into an Irish context. 

MAP expanded from 38 mentees, 8 mentors and 5 participating primary 

schools in the pilot programme to 57 mentees, 16 mentors from 12 primary 

schools involved in MAP2. MAP phase 2 is run in a selection of the secondary 

schools fed from the primary schools. For continuity of the programme it is 

important that the children who are chosen for MAP phase 1 attend one of the 

secondary schools where phase 2 will be running. For MAP1 and 2, there was 

a delay in programme start because families were slow deciding on the 

secondary school. In addition, some children who had had been selected for 

MAP phase 1 did not attend a secondary school where the programme was 

running which resulted in a drop-off in mentee figures. To iron out these 

snags, MAP3 will start in January. By January, families and schools should 

know the secondary school where the child will attend. It will also allow for 

teachers to get to know the children prior to data collection and facilitate a 

programme commencement date which will coincide across all schools. Where 

previous rollouts collected time 1 and 2 data from the primary teachers and 

time 3 data from the secondary teachers, this new system will result in time 2 

and 3 data being collected from secondary teachers. It will be interesting to see 

the impact this may have on results. 

The phase 1 and 2 evaluation provide valuable insights into participant 

experiences of the pilot delivery of MAP. As was previously noted by 

Thompson and Kelly-Vance (2001), only a “firmly entrenched” programme 

can produce impactful results. A programme such as MAP, which is being 

transferred into a different cultural context, faces an additional set of 

challenges in addition to the implementation issues that all new mentoring 

programmes encounter. Since this evaluation is based on the pilot 

implementation of MAP, it provided valuable learning and essential feedback 

that will guide subsequent roll-outs. As with all changes, time is needed to 

implement them successfully and certain enhancements discussed above have 

already been taken on board for MAP2 (currently at phase 1 completion). 
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