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Abstract 

Rationale.  The present study aimed to investigate the feasibility of using Video Enhanced 

Reflective Practice (VERP) as a training method to improve outcomes of school-based 

mentoring.  Meta-analytical studies have shown that youth mentoring produces mostly modest 

positive outcomes for the young person (mentee).  Mentor-mentee relationship quality and 

mentor retention are considered two key factors that moderate youth mentoring outcomes.  

Previous studies highlight the need for mentor training and theory suggests that mentor training 

could improve mentee outcomes by improving mentor-mentee relationship quality and mentor 

retention.  The present study introduced VERP as a potential training program to support youth 

mentors develop the quality of their relationships with their mentees through improving their 

skills of interaction/communication. Method. This study adopted a mixed methods design.  

Quantitative analysis aimed to investigate changes in participant attuned/discordant 

interactions after completing a VERP training program.  Three out of four youth mentors 

recruited through a local youth mentoring program completed the VERP program and their 

pre/post intervention attuned/discordant interactions were compared using paired t-tests     Post-

intervention the four mentors who began the study gave their views of the VERP process 

through a semi-structured interview.  This included the mentor who dropped out early so that 

their experience was not excluded.  Thematic Analysis was used to examine themes and 

patterns within mentor responses. Results.  Inferential statistics did not show any significant 

changes in attuned or discordant interactions after completing the VERP program.  However, 

qualitative analysis indicated that the mentors felt that VERP resulted in positive outcomes 

including: improved mentoring relationship, improved mentor confidence, improved 

mentoring skills, improved mentee outcomes and improvements outside of the mentoring dyad.  

The mentors also provided valuable insight into their experiences of the different stages of the 

VERP program. Conclusion.  This study recommends VERP as a positive training experience.  
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There is a call for future research to further investigate the connection between VERP training 

and improved mentee outcomes by using randomised controlled trials with higher numbers of 

participants. 
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1.0 Introduction 

1.1 Professional and Personal interest in the Area 

 My early professional career has developed in the backdrop of economic austerity 

within the United Kingdom and political stalemate within Northern Ireland.  This has meant 

that services, both public and private, aimed at supporting young people with their mental 

health and wellbeing are stretched and, in some cases, struggling for survival.  I have personal 

experience of cases where young people with emotional difficulties are put on long waiting 

lists for CAMHS support, with no interim support available.  This results in many of the 

difficulties related to the young person’s emotional stress falling at the feet of their families 

and their school.  While it is vital that families and schools receive direct support from public 

services, it is worth considering how public services such as Educational Psychology can 

provide research, support and training for community organisations which are attempting to 

support our young people.  I believe that it is vitally important that Educational Psychologists 

build relationships with community organisations to help to develop the quality of services and 

the research bases from which these organisations are cultivated.   

 Practicing as an Educational Psychology assistant in a local authority I had become 

aware of a youth mentoring organisation that was providing support to young people within 

local schools.   Anecdotal reports of this organisation were positive and given my own limited 

knowledge of youth mentoring I felt that further investigation was required into the research 

base behind youth mentoring.  My initial investigations found that research measuring 

outcomes of youth mentoring appeared to achieve small to moderate effect sizes (DoBois, 

Holloway, Valentine, & Cooper, 2002).  This presented an opportunity to investigate the 

research base for ways of improving outcomes of youth mentoring. 
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1.2 Background Information 

 The current study has been developed against the backdrop of a growing need for 

support services that aim to improve the mental health and wellbeing of young people within 

Northern Ireland.  A study of young people in England found that 9.5% reported having a 

diagnosis of a mental health disorder, including conduct disorder, emotional disorder, eating 

disorders and self-harming behaviour (Green, McGinnity, Meltzer, Ford and Goodman, 2005).  

More recent estimates believe that across the UK, 20% of young people are suffering with 

significant mental health problems (NICCY, 2017).  The Bamford review into mental health 

and learning disability in Northern Ireland stated that due to past conflict and ongoing social 

deprivation it is likely that “the prevalence of mental health problems and disorders in children 

and young people will be greater in NI than in other parts of the United Kingdom (UK)” 

(Bamford review, 2006, p5).  The United Nations Committee on the Rights of the Child 

indicated concern for the mental health of children in Northern Ireland due to the legacy of the 

conflict and as a consequence of the fact that over 20% of young people in Northern Ireland 

are living in persistent poverty (United Nations, 2008).  The Department of Health, Social 

Services and Public Safety (2014) reported that Northern Ireland had 25% more prevalence for 

mental illness than in England.  NICCY (2017) provided further evidence for poorer mental 

health for young people in Northern Ireland including: disproportionately higher rates of 

suicide in NI compared to other parts the UK, increasing anti-depressant prescription rates, 

increasing self-harm rates and self-reported poor emotional wellbeing. 

The government in Northern Ireland recognised the need to improve young people’s 

mental health and emotional wellbeing through the ‘Our Children and Young People – Our 

Pledge’ Strategy (DHSSPSNI, 2006).  This strategy led to an action plan (DHSSPSNI, 2010) 

which details how education has a significant role in the lives of children and how schools can 

play a positive role in their emotional wellbeing.  Therefore, schools should be considered an 
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important environment for the implementation of interventions that seek to improve young 

people’s wellbeing. 

The Northern Ireland Audit Office provided data showing that 0.65% of all young 

people enrolled in Northern Ireland schools have a statement with social, behavioural and 

emotional well-being difficulties as their primary need (NIAO, 2017). This is surprising, 

considering that over 20% of young people in NI are believed to have significant mental health 

difficulties. As a result, the majority of  young people may either be supported by the internal 

resources from their school, may receive services at Stage 3 of the Special Educational Needs 

Code of Practice or may not be given any additional educational support for their mental health 

difficulties.  An inspection report of schools in Northern Ireland found that schools reported 

significant challenges with supporting increasing numbers of vulnerable children with a wide 

range of emotion health and wellbeing issues (ETINI, 2018).  An overview of interventions 

used to support the wellbeing of youth within schools is provided in Appendix xxiii. 

One intervention that has grown in popularity worldwide is that of youth mentoring 

(DuBois & Karcher, 2014b).  Youth mentoring as an intervention seeks to improve outcomes 

for young people by offering relationship-based support through connecting younger, relatively 

inexperienced persons (i.e., mentees) with older or more experienced persons (i.e., mentors), 

acting in a non-professional helping capacity (Garringer, Kupersmidt, Rhodes, Stelter & Tai, 

2015).   

This dissertation aims to explore the evidence base underlying youth mentoring as an 

intervention aimed at supporting the wellbeing of young people and to investigate ways in 

which outcomes can be enhanced and improved.  The research study will go on to test the 

feasibility of using Video Enhanced Reflective Practice (VERP) as a training method to enable 
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school-based youth mentors to reflect on and improve their practice and promote better 

outcomes for their mentees. 

  



15 
 

2.0 Literature Review 

2.1 Overview of the Literature Review 

 The following literature review will begin by briefly introducing the reader to the 

history and concept of mentoring. It will then go on to review the theoretical perspectives that 

underpin youth mentoring.  Next there will follow a discussion on the types of youth mentoring 

that are currently available and research into the outcomes of youth mentoring will be reviewed.  

Factors that moderate the outcomes of mentoring will be considered; this will lead into a 

discussion regarding training for youth mentors.  Video Enhanced Reflective Practice (VERP) 

will be introduced as a potential method of training youth mentors to improve mentor-mentee 

relationship quality.  The review will then narrow in focus and will use a systematic 

methodology to investigate what the research says about the effectiveness of training programs 

aimed at improving the outcomes for mentors and school aged mentees. 

2.2 Narrative Review Methodology 

 The narrative review was conducted by completing general online searching (e.g. 

Google Scholar), and a search of PsycINFO (the main bibliographic database for the 

behavioural sciences and mental health), to identify papers and articles of relevance to the focus 

of this study.  The Chronicle of Evidence-Based Mentoring website 

(www.evidencebasedmentoring.org) and The Handbook of Youth Mentoring – Second Edition 

(Dubois & Karcher, 2014a) provided essential reading. 

2.3 History of Mentoring as a Concept 

 The word mentor can be traced back to Homer’s Odyssey, when Odysseus entrusts his 

household to ‘Mentor’ who serves as a teacher to Odysseus’ son Telemachus (Murray, 1919).  

‘Mentor’ is described as a figure who imparts knowledge and expertise to a less experienced 

http://www.evidencebasedmentoring.org/
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associate, and it is from this that the word mentor became adopted by many Latin languages 

including English.  The concept of a mentor does not appear to have changed much since 

Homer’s time, the National Mentoring Partnership, who advocate for mentoring within the 

United States, describe mentoring as a process that takes place between a younger, relatively 

inexperienced person and an older, more experienced person who is able to provide support 

that benefits the young person’s development (Garringer et al., 2015). 

The last three decades have seen an increased prevalence of research into the practice 

of organised mentoring (DuBois, Portillo, Rhodes, Silverthorn, & Valentine, 2011).  In 2016 

the Lancet Commission on adolescence advocated youth mentoring as practice for improving 

the wellbeing of young people and their engagement in societal change (Patton et al., 2016).  

Additionally, in 2016 the U.K. government issued a statement calling for an increase in 

mentoring to support struggling teenagers to help them achieve their potential and increase 

their chances of gaining employment (UK government, 2016).  In his statement David Cameron 

highlighted how young people need someone to look up to and believe in them, so that their 

talents are nurtured rather than lost.  His government believed that mentoring could be used to 

provide young people with these role model and help improve their attainment and self-esteem 

(UK government, 2016). 

The National Mentoring Partnership definition of mentoring, described above, can 

encompass a broad range of activities and relationships.  DuBois and Karcher (2014b) provide 

a multilevel conceptualisation of youth mentoring which can help to organise the concept of 

mentoring.  They propose five levels of mentoring and these are detailed in Figure 2.1. 
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Figure 2.1.  A multilevel conceptualisation of youth mentoring (DuBois & Karcher, 2014b). 

DuBois and Karcher’s (2014b) conceptualisation of youth mentoring also provides a valuable 

foundation from which to consider the literature regarding mentoring.  Their model helps us to 

reflect on the many aspects of mentoring and the factors that will influence its success.  We are 

encouraged to move from seeing mentoring as simply an activity between a young person and 

a more experienced mentor, to considering how mentoring activity is influenced by 

relationship, intervention, policy and societal factors.  When reviewing research on mentoring 

we can use DuBois and Karcher’s model to reflect on the type of mentoring activity and 

relationship involved and how the research will help/support those who influence the 

mentoring activities, relationships, interventions and policies. 
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2.4 Theoretical Perspectives of Youth Mentoring 

 Considering theoretical perspectives underlying youth mentoring will help the reader 

to understand the rationale for the ensuing research study.  This section reflects on two 

theoretical perspectives that underlie youth mentoring: Prevention Science and Positive Youth 

Development (PYD). 

 2.4.1 Prevention Science.  From a prevention science perspective, mentoring is seen 

as an intervention whereby the likelihood of developmental vulnerabilities within the targeted 

young person is reduced.  Coie, Miller-Johnson and Bagwell (2000) outlined the process of 

prevention science.  They described the first step as identification and prevalence of a disorder.  

Next, controlled intervention trials are designed to address causal and mediating factors of the 

disorder.  This is followed by the designing and planning of field trials that attempt to address 

the process that underlies disorders.  Finally, tested prevention programs are implemented and 

evaluated within the community.   

 Prevention science is heavily influenced by research within medicine.  The Institute of 

Medicine (IoM) described three subcategories of prevention science intervention (Mrazek & 

Haggerty, 1994): 

• Universal: These are interventions that are aimed at whole groups or 

populations. 

• Selective: These are interventions that target population subgroups that 

indicate certain environmental or personal characteristics that increase their risk 

for specific conditions. 
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• Indicated: These are interventions targeted at individuals who are showing 

signs of risk factors related to specific conditions but do not meet the full criteria 

for diagnosis. 

Applying the IoM subcategories, most youth mentoring programs are likely to be considered 

an ‘indicated’ strategy i.e. young people tend to be referred if they are showing signs of specific 

difficulties. It is possible that some mentoring interventions, if activities are provided on a 

wholesale scale across a population, could be considered ‘universal.’ Many youth mentoring 

programs are aimed at reducing specific difficulties in young people, these would be considered 

‘indicated’ and this will be discussed in further detail later.   

Cavell and Elledge (2014) argue that youth mentoring is an underdeveloped form of 

prevention.  They describe how historically the role of a youth mentor was a charitable role, 

conducted by adult role models, perceived to be doing ‘good’ for those less fortunate.  There 

was the idea that any well-intentioned youth program was beneficial. However, progress in 

research has shown that youth programs, including mentoring, can actually have negative 

impacts on the young person (Grossman & Rhodes, 2002).  Cavell and Elledge (2014) warn 

that, as the number of mentoring initiatives  for youth increase, and outcomes for young people 

prove to be modest at best, there may be negative consequences in terms of the direction of 

future funding.  They believe that youth mentoring has great potential, if researchers and 

practitioners embrace mentoring’s place within prevention science and utilise the seven tenets 

described by Coie and colleagues (2000).  The seven tenets are shown in Figure 2.2. 
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Figure 2.2. The seven tenets of prevention science (Cavell & Elledge, 2014). 

The reader can find further details of each of these tenets in Cavell and Elledge (2014).  It 

is important to recognise their call for youth mentoring to establish itself within the gold 

standard of ‘evidence-based’ practices.   

2.4.2 Positive youth development (PYD).   

The PYD perspective sees all youth as having strengths and a great capacity for change 

in terms of behavioural and psychological characteristics.  Supporters of the PYD approach 

urge against the assumption that youth are broken, with Benson (2003) stating: 
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“a culture dominated by deficit and risk thinking…shapes our research, 

our policy, our practice.  It fuels the creation of elaborate and expensive service 

and program delivery infrastructures, creates a dependence on professional 

experts, encourages an ethos of fear, and by consequence, derogates, ignores 

and interferes with the natural and inherent capacity of communities to be 

community.”  (Benson, 2003, p. 25) 

The PYD perspective challenges an ideology that views the young person as a problem 

that needs fixed.  Key within PYD is the understanding that a young person’s healthy 

development can be optimised if their personal strengths are allied with the resources for 

growth found in the systems around them (Lerner, Napolitano, Boyd, Mueller & Callina, 2013).   

PYD leans heavily on two psychological developments: developmental plasticity and 

relational developmental systems.  Developmental plasticity is the process by which later life 

traits are shaped by the early life environment.  Belsky and Pluess (2013) discuss how 

individuals differ in the degree to which they are affected by contextual adversity which can 

be explained by interactions between characteristics of the individual and their environment.  

Developmental plasticity suggests that changes within a person are an important component to 

their overall development (Gottlieb, 1987).  Relational developmental systems propose that the 

development of a person is related to the contexts they are in e.g. family, school, community.  

Bronfenbrenner’s ecological model is one example of a relational developmental system 

(Bronfenbrenner, 1979).  PYD uses plasticity of development and relational development 

systems as a foundation to postulate an ideology that a young person has potential for 

successful and healthy development, given the appropriate support contextual support. 

Lerner et al. (2013) describe how PYD is comprised of five factors called the “Five 

Cs”.  The definitions of the Five Cs are described in Figure 2.3. 
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Figure 2.3.  The five C’s of positive youth development (Lerner et al., 2013). 

Research provides support for the presence of the Five Cs within PYD.  Zarrett, Fay, 

Carrano, Phelps, and Lerner (2009) found that community based programs improved PYD 

when they included the presence of a positive and sustained relationship with a mentor figure, 

life-skills activities and opportunities for youth to participate and contribute towards valued 

family, school and community programs.  From a PYD perspective, mentoring may have an 

important role to play in the positive development of young people.  Further, PYD indicates 

that effective mentoring should aim to develop the Five Cs of a young person by providing 

them with a sustained relationship, guiding them through life-skills activities and encouraging 

them to participate and contribute within the community around them. 

 2.4.3 Aligning Theoretical Perspectives.  The most fundamental similarity between 

prevention science and PYD is that both desire to promote change within a young person.  Both 
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perspectives highlight the importance of considering the context that surrounds the young 

person and how significant relationships with young people can be used to influence how they 

interact with their context to promote positive change.  The starkest contrast between both 

perspectives is in how they view the young person.  Prevention science adopts a medical type 

model, assuming the young person has a problem that needs to be investigated prior to 

implementation of an intervention program, whereas proponents of PYD urge against the idea 

of seeing a young as having deficits and being ‘at risk’.  Moreover, PYD offers a positive view 

of youth development and advice for mentors working with youth in how to encourage healthy 

development.  However, PYD lacks some of the empirical rigour that comes with prevention 

science.  It is hard to see how people running mentoring programs can conduct their practice 

or research without specifying some form of difficulty that they are trying to alleviate in a 

targeted group of young people.  Perhaps if mentoring were a universal strategy for every young 

person in a population group a PYD perspective would be highly recommended.  When 

resources are limited, taking an ‘indicated’ approach provides freedom for mentoring 

organisations to spread resources so that they can offer support to young people who need it 

most.  As such a prevention science perspective can help develop and direct programs towards 

more successful outcomes. 

2.5 Types of Youth Mentoring 

 2.5.1 Informal vs. Formal.  Mentoring activity can be considered to take one of two 

forms: informal or formal.  An informal mentoring relationship forms by chance, between a 

young person and a non-parental adult, without any prearranged agenda (Bynum, 2015). 

Further, Cabrera (2014) described informal mentoring as natural or organic mentoring, and in 

her thesis, she provided details of the factors that improved outcomes for natural mentoring 

relationships for eight at risk Latino young people.  Cabrera (2014) found that individual 
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characteristics and shared life experiences were important to the development of long lasting 

and meaningful natural mentoring relationships.   

In contrast, formal mentoring programs tend to be managed and endorsed by an 

organisation (Bynum, 2015).  By its nature, formal mentoring is easier to study and can be 

influenced by training and policy.  This is perhaps reflected in the fact that most research within 

the field of mentoring is based on formal mentoring programs. 

 2.5.2 Types of Mentoring Relationship.  Rhodes (2002) describes five different 

types of mentoring relationship: 

• Traditional:  This involves one adult working with a young person on a one to one 

  basis. 

• Group:  This involves one adult working with a group of up to four young  

  people. 

• Team:  This involves a team of adult mentors working with a group of young 

  people in which the ratio between adults and young people is no larger 

  than 1:4. 

• Peer:  This is when a more experienced young person mentors a less  

  experienced young person. 

• E-Mentoring: This involves mentoring which takes place using electronic  

  communications such as social media, email or other forms of internet 

  communication. 

Research into peer mentoring and e-mentoring is limited however several researchers have 

studied and discussed outcomes.  Research found that lunch buddy peer mentors improved peer 

relationships for bullied children (Craig, Gregus, Burton, Rodriguez, Blue, Faith, & Cavell, 

2016), and that peer mentoring young people with learning difficulties helped reduce 
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behavioural problems (McDaniel & Besnoy, 2019).  With the development of new 

technologies, programs offering e-mentoring have started to increase.  Research indicates some 

success in terms of improving outcomes for young people in relation to their self-image, vocal 

characteristics and social skills (Collier, 2009; Shpigleman, Reiter & Weiss, 2008; Shpigelman, 

Reiter & Weiss, 2009).  However, Lindsay, Cagliostro, Stinson and Leck (2019) noted limited 

success when investigating how e-mentoring could be used to support youth with disabilities 

gain employment.  Karcher (2014) provided in-depth accounts of the theories that support peer 

mentoring and Shpigelman and Gill (2013) provided further information regarding e-

mentoring.  

Research into group and team mentoring is more limited, perhaps due to the complex 

multifaceted nature of mentoring programs that include multiple young people.  This makes it 

hard for researchers to differentiate the effects of mentoring from other program activities.  

Kuperminc and Thomason (2014) provided a good account of group mentoring and they 

discuss some of the research that shows group mentoring having a positive effect on academic 

and behavioural functioning of young people.  Deutsch, Reitz-Krueger, Henneberger, Futch 

Ehrlich, and Lawrence (2017) compared a group mentoring program to a one to one mentoring 

program for teenage girls and found that group mentoring was particularly effective for social 

and relational skills.  Thus, it appears that there are some benefits to mentoring outside of the 

traditional norm of one to one adult to young person mentoring.  Further research into these 

areas is needed and from this point forward the review will consider the research base for 

traditional one to one mentoring. 

 2.5.3 Community vs School-Based Mentoring.  Two of the most common types of 

traditional i.e. one to one, youth mentoring programs are community-based mentoring (CBM) 

and school-based mentoring (SBM).  CBM is when an adult meets with a young person outside 
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of school hours.  Their relationship often involves completing mutually enjoyable activities or 

hobbies within their local community.  SBM takes place within the school context and often 

aims to facilitate academic gains or improvements in school connectedness and attendance 

(National Mentoring Resource Centre, 2020).  Studies in the US show that most mentoring 

programs are community based (Sipe, 2002) however, there has been a recent shift from CBM 

to programs administered within schools (Herrera & Karcher, 2014).  McQuillin and Lyons 

(2016) discussed how SBM programs tend to have poorer outcomes in comparison to CBM 

programs.  One theory is that CBM programs are more likely to succeed as they adopt a 

developmental approach and relationships tend to be longer-lasting.  A developmental 

approach to mentoring places the focus of the mentoring activity on developing a relationship 

with the mentee.  SBM programs traditionally met less frequently, relationships were of shorter 

duration and they used an instrumental approach which placed focus on activities that aimed 

to achieve the goals for mentoring, such as improving grades. McQuillin and Lyons (2016) 

believed that the instrumental approach used in SBM meant that mentors were unable to 

develop as close relationships with their mentees, thus reducing the mentoring outcomes for 

mentees.  Additionally, the academic calendar and timetable of schools, limited and disrupted 

the relationship continuity of SBM programs and therefore they faced a challenge in building 

and maintaining relationships (Herrera, Sipe & McClanahan, 2000).  However, SBM programs 

do provide some advantages over CBM including: minimal demands on mentors, relative to 

traditional community-based mentoring; increased supervision/support and thus fewer safety 

concerns; easy access for students; and potentially heightened cost effectiveness (Portwood, 

Ayers, Kinnison, Waris, & Wise, 2005).  Reducing demands on mentors and increased 

accessibility to supervision/support could both be particularly important for improving mentor-

mentee relationship quality and mentor retention. 
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Recent studies have begun to develop an instrumental model of mentoring which would 

attempt to mitigate some of the loss associated with briefer relationships by providing goal-

focused mentoring activities.  Early research into the instrumental model of mentoring 

indicated that it provided small positive effects limited to a few outcomes (Wheeler, Keller, & 

Dubois, 2010) and sometimes negative harmful effects (McQuillin, Smith, & Strait, 2011).  

McQuillin and Lyons (2016) developed an intentionally brief instrumental SBM program that 

lasted only eight weeks.  The program was ‘goal-focused’ and based upon social cognitive 

theory, cognitive dissonance theory, theory of motivational interviewing and an augmented 

version of Kirkpatrick’s four-level training model (McQuillin & Lyons, 2016).  In a random 

controlled trial, their program was found to significantly improve Math and English grades, 

improve life satisfaction and result in fewer absences (McQuillin and Lyons, 2016).   

 At present there continues to be little evidence to suggest that instrumental approaches 

are better than developmental approaches or whether a combination of the two might be most 

beneficial (Komosa-Hawkins, 2010).  Herrera et al. (2000) explored the experiences of 

volunteers in SBM and CBM programs and found that 90% of both groups felt close to their 

mentees.  They concluded that SBM provides a promising complement to the traditional CBM 

model and that research should continue to explore the development of relationships between 

mentors and mentees within SBM programs. 

2.6 Outcomes of Youth Mentoring 

Targets for mentoring programs and mentoring relationships can vary, depending on 

the context and goals of the stakeholders involved.  Therefore, it can be difficult to gauge the 

impact of youth mentoring on mentees.  Rhodes (2005) developed a theoretical model of youth 

mentoring (see Figure 2.4) that proposes that the mentoring relationship, established on the 

relationship principles of mutuality, trust, and empathy, nurtures positive outcomes for youth 
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(e.g., improved academic performance, increased school attendance, decreased depressive 

symptoms) via processes that engender youth’s social-emotional, cognitive, and identity 

development (pathways b, d, and e; Rhodes, 2005). 

 

Figure 2.4 A Theoretic Model of Youth Mentoring (Rhodes, 2005) 

Figure 2.4 shows how the mentoring relationship does not take place in a contextual 

vacuum and is influenced by mediators and moderators.  Pathway c  is an example of mediation 

and shows that by influencing a youth’s intrapersonal development (social-emotional, 

cognitive and identity), mentoring relationships can impact their interpersonal development 

(relationship with family and peers) which will have an influence on positive outcomes of 

mentoring.  Moderators of mentoring relationships are the contextual factors that impact the 

strength and quality of the mentoring relationship.  These will be discussed further in the 
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following section.  At present there are no known studies that have attempted to test Rhodes’ 

model in its entirety however, research has supported some of its components.  Studies have 

associated having a mentoring relationship with a range of positive outcomes for the mentee 

including increases in self-esteem and peer connectedness (Karcher, 2008), improved 

relationships (Chan, Rhodes, Howard, Lowe, Schwartz, & Herrera, 2013), increased academic 

attainments (Grossman, Chan, Schwartz, & Rhodes, 2012), and better school engagement 

(Black, Grenard, Sussman, & Rohrbach, 2010).   

There have been several meta-analyses examining the outcomes of youth mentoring 

programs.  Dubois, Holloway, Valentine, and Cooper (2002) conducted meta-analyses on 55 

evaluations of youth mentoring programs, spanning 1970 to 1998, and found a small, but 

significant, positive effect for young people in emotional/psychological, problem/high-risk 

behaviour, social competence, academic/educational, and career/employment outcomes.  The 

outcomes of their meta-analysis averaged out at d=.18, ranging from 0.10 to 0.22 across all 

outcomes measured.  Their meta-analysis showed that mentoring works however, its effect is 

modest in size.  Dubois et al. (2011) updated their 2002 meta-analysis to include 73 new 

evaluations of youth mentoring published between 1999 and 2010.  They found similar modest 

results with effects averaging d=.21 across all outcomes, ranging from 0.16 to 0.26. 

The most recent meta-analysis that considered the outcomes of youth mentoring was 

conducted by Raposa and colleagues when they systematically selected studies of one on one 

youth mentoring, written in English, between 1975 and 2017 (Raposa et al., 2019).  Their meta-

analysis included 70 mentoring outcome studies that involved 25286 youth (x̄ age = 12 years 

old).  A caveat to note is that their analysis only included studies in which the mentoring took 

a mostly developmental approach.  This meant that studies that had mentoring relationships 

focused mainly on instructional roles or specific areas of curriculum were excluded.  While it 

may seem that excluding these studies loses some of the data, it may in fact prevent the meta-
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analysis from diluting the relationship factor with instructional factors of mentoring activity.  

Therefore, the results of the Raposa et al. (2019) meta-analysis provide the clearest indication 

of how the relational components of mentoring influence outcomes for the young person.  The 

overall outcome of their meta-analysis indicated that youth mentoring, that focused on the 

relationship, provided a medium/moderate effect on youth outcomes (Cohen’s d=.21).  While 

the overall effect size is modest, it is worth noting that even small to moderate improvements 

in facets of youth functioning like substance misuse, depressive symptoms, and academic 

engagement can have an important influence on trajectories of positive youth development 

(Tanner-Smith, Durlak & Marx, 2018).   

If we consider youth mentoring to fit within the prevention science perspective, we can 

compare its outcomes to other prevention interventions.  Durlak and Wells (1997) completed 

a meta-analysis of primary prevention mental health programs for young people and found a 

mean average effect size of d=.34.  More recently a meta-analysis of targeted group-based 

interventions and cognitive behavioural therapy for adolescents found programs demonstrated 

a mean average effect of d=.16 on depressive symptoms and d=.33 on anxiety symptoms.  

Comparing the effect sizes of these existing mental health treatments to the effect sizes of 

mentoring, mentoring appears to hold its own. 

While the evidence from meta-analysis appears to show that mentoring creates modest 

positive outcomes for mentees it is worth noting that some researchers have found effect sizes 

of mentoring to be null to small (Wood & Mayo-Wilson, 2012).  Lyons and McQuillin (2019) 

reanalysed data from a large randomised control trial of school-based mentoring and examined 

the estimated effect of mentoring as a function of mentee-reported relationship quality.  They 

found that there was an association between poor mentoring relationship quality and increased 

mentee misconduct.  Herrera, DuBois, and Grossman (2013) also warned that some mentoring 

programs might do as much harm, as others did good.  In their randomised controlled trial, they 



31 
 

found that mentoring for youth with varying risk profiles had mixed results, with program 

benefits found for mentees in: levels of depression, social acceptance, self-perception of 

academic abilities and academic grades.  However, there were no program benefits found for: 

positive behaviour towards peers, school truancy, misconduct and parental trust.   

One potential reason for negative and poor outcomes of youth mentoring programs 

could be the overall focus of the mentoring activity.  As discussed above, McQuillin and Lyons 

(2016) found SBM programs to have poorer outcomes in comparison to CBM.  SBM programs 

tend to focus on improving attainments and school related factors (truancy and conduct).  By 

focussing more on these types of outcomes the mentoring activity may miss difficulties that 

are important to the young person and therefore the mentoring relationship cannot develop to 

its full potential.  Conversely, it appears that mentoring programs that focus more on relational 

approaches to mentoring tend to have better outcomes which may reflect that these programs 

allow mentors more freedom to develop relationships with their mentee.  This highlights the 

potential importance of relationship quality to mentoring outcomes for young people and how 

it will be important to explore how youth mentors can improve the quality of their relationship 

with their mentee. 

Mentoring relationships do not take place in a vacuum and therefore there are many 

factors that will influence the likelihood and strength of its success. The factors that influence 

the outcomes of mentoring relationships are the moderators seen in Rhodes (2005) model 

(Figure 2.5) and these will be discussed further in the next section. 

2.7 Moderators of Youth Mentoring Outcomes 

Rhodes (2005) considered moderators as factors that had an influence on the effect of 

mentoring outcomes.  Moderators can be broadly divided into two categories: mentor 

influenced, and context and program influenced.  Mentor influenced moderators are factors 
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that are specific to the skills, motivations and ability of the mentor and include factors such as: 

mentor-mentee relationship quality, relationship length and mentor retention.  Context and 

program influenced factors that affect the mentoring relationship but are less controllable to 

the mentor.  These include mentee factors and program practices. 

2.7.1 Context and program influenced moderators.   

2.7.1.1 Mentee moderators.  Mentoring programs vary greatly in terms of the 

characteristics of youth involved, e.g. gender, age, culture, etc.  Podmore, Fonagh and Munk 

(2014) completed a scoping exercise reviewing literature published 1990-2014.  They reviewed 

studies of mentoring programs aimed at youth and concluded that the level of difficulties faced 

by the mentee prior to mentoring was a moderator of mentoring success.  Earlier researchers 

had suggested that the most disadvantaged young people would get the greatest benefits from 

mentoring (Jekielek, Moore, & Hair 2002) however, some researchers now believe that young 

people with intermediate level difficulties are more likely to benefit (DuBois & Karcher, 

2014b; Schwartz, Rhodes, Chan, & Herrera, 2011).  This theory is supported by research that 

shows how mentoring programs are less effective for youth who have moderate to severe 

difficulties (DuBois et al., 2002).   

Gender and age of the mentee are two other factors believed to moderate outcomes of 

youth mentoring relationships however, research in this area is limited.  Liang, Bogat and Duffy 

(2013) discussed gender in mentoring relationships and highlight the importance of considering 

how gender impacts mentoring relationships.  They described how girls tend to desire longer 

mentoring relationships which may be attributed to the fact that boys tend to develop mentoring 

relationships quicker. 

Cultural and social background of the mentee is another area that can be a moderator 

of mentoring outcomes.  Youth who have experienced social patterns of oppression, 
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stigmatization, and inequality could bring negative perceptions of adults into the mentoring 

relationship.  Keller, Perry and Spencer (2020) discussed how mentoring can support young 

people experiencing social isolation however they highlighted the importance of ensuring 

power, ethics, and social justice issues are made explicit, to ensure that relationships reduce 

rather than reproduce social patterns of oppression, stigmatization, and inequality. 

2.7.1.2 Program moderators. The multi-level conceptualisation of youth mentoring in 

Figure 2.1 shows how organisations and agencies are responsible for coordinating mentoring 

relationships and activity.  Therefore, decisions made at program coordination level will to 

some extent moderate the outcomes of mentoring for mentees.  DuBois et al. (2002) 

commented that mentoring programs with poor effect sizes would be enhanced if organisations 

followed more theory‐based practices.  The National Mentoring Partnership have set six core 

standards of best practice for mentoring programs based upon a review of the available 

literature:  

1) Recruitment  

2) Screening  

3) Training 

4) Matching and Initiation 

5) Monitoring and Support 

6) Closure.   

Garringer et al. (2015) provided an in-depth review of these.  The authors also added 

that, above all else, considering a ‘Theory of Change’ might be the most important thing that a 

mentoring program could do to improve outcomes.   They considered ‘Theory of Change’ as 

the foundation model on which a mentoring program is built, and informs the manner in which 

mentoring activity is conducted and how the mentoring relationship will achieve the desired 
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change outcomes.  MacCallum and Beltman (2002) describe four theoretical perspectives of 

mentoring programs that could form the basis of a program’s ‘theory of change’, these are: 

• Sociological: The mentor provides an example of a desired outcome that breaks down 

inappropriate stereotypes e.g. successful women scientists. 

• Social Cognitive: Behaviour is changed by observational learning; which may include 

guided practice and feedback. 

• Sociocultural: The mentee construct meaning for themselves but through the context of 

interactions with the mentor.  Through their own experience the mentor aids/scaffolds 

the mentee to achieve their goal. 

• Humanistic:  Through empathy and attuned relationships with the mentor, the mentee 

can work towards their goals. 

Most mentoring programs will adopt elements of all four theoretical perspectives described 

above, with differing emphasis given to some elements more than others.  Another example of 

differing theoretical perspectives is developmental versus instrumental approaches to 

mentoring.  Developmental approaches focus on developing relational interactions first, before 

incorporating competency/skill building activities (Leyton‐Armakan, Lawrence, Deutsch, Lee-

Williams, & Henneberger, 2012), whereas, the instrumental approach begins the relationship 

by focusing on goal-directed activities and then later develops the interpersonal connection 

(Halpern, 2005).  The ‘theory of change’ approach adopted by a mentoring program would be 

best informed by the types of young people the service is aimed towards.  A young person with 

more complex emotional/behavioural difficulties may require a mentoring program that 

assumes a more humanistic and developmental approach to help them grow in confidence and 

work through their difficulties by building a solid relationship with their mentor first.  Garringer 
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et al. (2015) stressed the importance of mentoring programs providing a logical ‘theory of 

change’ from the outset as it would influence all decisions going forward. 

2.7.2 Mentor influenced moderators. 

Within the mentoring relationship the mentor is one half of the mentoring relationship 

and therefore characteristics of the mentor may have a moderating effect on mentoring 

outcomes for mentees.  In their meta-analysis Podmore and colleagues (2014) found that 

frequency of contact, emotional closeness and relationship duration were moderators of 

outcomes of mentoring.  These are characteristics that can be controlled by the mentor and 

Podmore et al. (2014) found that longer mentoring relationships where mentors met more 

frequently with their mentees, resulted in more positive outcomes for mentees.  In respect of 

duration, Grossman and Rhodes (2002) found that mentoring relationships that lasted less than 

three months had negative effects on mentees’ self-esteem. 

Herrera, Grossman, Kauh, Feldman, and McMaken (2007) used a random control trial 

to study factors that influenced outcomes of school-based mentoring programs.  Mentors and 

mentees were asked to report their perception of relationship quality.  Their analysis found that 

mentoring partnerships that reported high quality relationships and relationships that lasted 

longer than a year had best outcomes, whereas mentoring partnerships with poor relationship 

quality that lasted less than a year were found to have significantly poorer outcomes compared 

to control groups.  Lyons and McQuillin (2019) provided further evidence that showed an 

association between relationship quality and mentoring outcomes for the mentee, with poor 

relationship quality resulting in increases in misconduct.  Relationship quality in this study was 

also measured through reports from the mentee.  De Wit, DuBois, Erdem, Larose, and Lipman 

(2016) and Burton (2017) provide evidence for improved mentee outcomes for enduring 

relationships that do not end prematurely. 
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Rhodes, Spencer, Keller, Liang, and Noam (2006) discussed the processes of Rhodes’ 

(2005) theoretical model of youth mentoring (Figure 2.4) and elaborated on the processes that 

connect quality mentoring relationships with social and emotional well-being and development 

of youth.  They described attunement as a “key contributor to the quality and nature of the 

mentoring relationship” (Rhodes et al., 2006, p. 696).  Regarding Rhodes’ theoretical model of 

youth mentoring they argued that the development of a close and caring mentoring relationship 

was a precondition of the processes that link the mentoring relationship to social-emotional, 

cognitive and identity development of the youth and resulting positive outcomes of youth 

mentoring.  Allen and Elby (2003) also emphasised the importance of attunement in mentoring 

relationships.  They believed that mentors who are attuned with their mentees are in a better 

position to handle discussions around vulnerable topics, without undermining the adolescents’ 

sense of self-confidence.  It is believed that the development of the individual is influenced by 

close relationships held over an extended period, in which information is exchanged, emotions 

are expressed, and goals are negotiated (Reis, Collins, & Berscheid, 2000).  The mentoring 

relationship is in many ways like a natural close relationship in that there will be ups and downs, 

moments when fruitful information is exchanged, emotions expressed, and goals are 

negotiated.  And, like natural close relationships, mentoring relationships will have inevitably 

suffer periods of stagnation when it seems the relationship is not making desired achievements.  

Rhodes et al. (2006) argue that mentors can contribute to the success of the mentoring 

relationship during these stagnant periods through using attunement to communicate to their 

mentee that they are valued, and that the relationship will endure.  There is a theoretic argument 

that links the mentor’s attunement skills to relationship quality and endurability. 

Given the importance of relationship quality and duration to mentoring outcomes, it 

may be important to discover and develop ways of improving these factors.  Herrera et al. 

(2007) highlight mentor training and support as two key variables that are linked positively 
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with relationship quality and duration.  The impact of mentor training and support on mentoring 

outcomes will be discussed in more detail below. 

2.8 Mentor training and support.   

Eby, Allen, Evans, Ng, and DuBois (2008) conducted a meta-analysis reviewing the 

outcomes of mentoring across three different areas of mentoring research: youth, academic and 

workplace.  They found that most youth mentors were volunteers who had little or no prior 

training, one of the factors believed to reduce the effectiveness of youth mentoring in 

comparison to academic and workplace mentoring where the mentors are assumed to  be better 

trained in achieving the desired outcomes of their mentoring relationships.  Kupersmidt and 

Rhodes (2014) provided a model of mentor training (Figure 2.5) that shows how mentor 

training can create positive outcomes for young mentees through improving the mentor-mentee 

relationship quality and relationship length/mentor retention. 

 

Figure 2.5 Model of Mentor Training and Youth Outcomes (Kupersmidt & Rhodes, 2014, 

p. 441) 
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There is consensus that it is important to train mentors prior to their engagement with 

mentees (Barnetz & Feigin, 2012; Deutsch & Spencer, 2009; DuBois et al., 2002; DuBois et 

al., 2011).  As discussed above, outcomes of mentoring can be moderated by the quality and 

duration of the mentoring relationship and therefore, research needs to investigate if training 

and supporting mentors can impact these factors.  Parra, DuBois, Neville, Pugh-Lilly, and 

Povinelli (2002) used path analysis to show how training influenced mentor’s perceptions of 

the quality of mentoring relationship and feelings of closeness, which in turn influenced the 

overall effectiveness of mentoring for the mentee.  This in part provides some evidence towards 

Kupersmidt and Rhodes’ (2014) model of mentor training (Figure 2.5).  Empirical research 

into training youth mentors is limited and therefore, evidence from related fields is needed as 

evidence for the feasibility of a connection between training people who work with youth and 

better outcomes for youth.  Research shows that when staff working in afterschool programs 

received training there were improved outcomes for young people (Durlak & Weissberg, 

2007).  An additional benefit of training afterschool staff was an increase in staff intentions of 

continuing in the youth development field (Hartje, Evans, Killian & Brown, 2008).  Jamison 

(2003) found that volunteers who received training were also more likely to be more satisfied 

and continue their work for longer.  In their meta-analysis of the effectiveness of mentoring 

programs DuBois et al. (2002) found some evidence to support the hypothesis that training is 

a direct predictor of relationship length and mentor retention which impacts on mentee related 

outcomes. The research base here shows a connection between training and staff retention 

which is a key feature of the model in Figure 2.5. 

 The connection between mentor training and mentor-mentee relationship quality is 

even less explored through empirical research.  The above section established an argument that 

mentor attunement is associated with quality of the mentee-mentor relationship.  The evidence 

base for the feasibility of training mentors in attunement and its effectiveness for improving 
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relationships relies on evidence from other related fields.  Pianta (1999) described how child-

teacher relationships could be used as a preventive intervention and highlighted the benefits of 

attunement in adult-youth relationships.  Researching adolescent attachment security, Allen 

and colleagues discovered that more empathetic and supportive parenting was predictive of 

attachment security amongst adolescents (Allen, McElhaney, Land, Kuperminc, Moore, 

O'Beirne–Kelly, & Kilmer, 2003).  They believed that these parents were better able to provide 

a safe haven that youth needed to take on challenges and cope with emotional stress.  

Kupersmidt and Rhodes (2014) reasoned that mentoring relationships are well placed to 

provide a similar safe haven to their young mentees and that through providing mentors with 

training in active listening, empathy and problem solving skills, the quality of the mentoring 

relationship may be enhanced to better provide this safe haven.  The research base is clear that 

the mentoring relationship is a vital component to the success of outcomes for the mentee.  

Herrera, Sipe and McClanahan, (2000) examined survey data of 1101 youth mentors and found 

that “at the crux of the mentoring relationship is the bond that forms between youth and the 

mentor” (p. 29).  In their evaluation of the Big Brothers Big Sisters mentoring programs in the 

US, Rhodes and colleagues found that levels of trust and closeness in mentoring relationships 

predicted positive academic and behavioural child outcomes (Rhodes, Reddy, Roffman, & 

Grossman, 2005).  Dallos and Comley-Ross (2005) gained the views of youth mentees on what 

makes a beneficial mentoring relationship and they described the need for developing a 

positive, consistent, available, trusting and caring relationship.  We see here many of the 

qualities that could become the focus of a training program for mentors aimed at supporting 

them develop their mentoring relationships with their mentee.  Kupersmidt and Rhodes (2014) 

summarised the role of training mentors in developing relationship quality as attaining the 3 

‘B’s’: be trustworthy, be empathetic and be authentic.  Garringer et al. (2015) also 
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recommended that training programs for mentors should be developed to focus on relationship 

enhancing behaviours e.g. authenticity, empathy, collaboration and companionship.   

2.9 Video Enhanced Reflective Practice (VERP) 

The above section highlighted the need for training programs that focus on improving 

the quality of relationships between mentors and mentees.  This study proposed VERP as a 

training method that could be used to improve the quality of mentoring relationships through 

developing youth mentors’ skills of attunement.  Youth mentees described beneficial 

mentoring relationships as positive, consistent, available, trusting and caring (Dallos and 

Comley-Ross, 2005).  The goal of VERP is to improve attunement between clients through 

developing skills that closely reflect the factors described as beneficial by mentees.  VERP is 

a strengths-based training method used to develop interaction skills of individuals, through 

guided reflection on and of their own practice (Landor, 2015).  Participants of VERP are 

supported by a VERP guider to identify and build upon their present skills to work towards a 

new goal or challenge.  Garringer et al. (2015) suggested that in-person training would be 

beneficial to mentors as it could accommodate different learning styles and provide mentors 

with opportunities to practice and apply their skills.  They also suggested that group work and 

roleplay could further enhance the skills of mentors.  VERP taps into these recommendations 

as it could provide an opportunity for mentors to receive in-person training, allowing them to 

practice their skills and develop their interaction skills, and most importantly it might 

encourage them to reflect positively on their practice.  As a training technique VERP appears 

to offer several beneficial factors that fit neatly with the requirements needed for training 

mentors and as such there is a need to further explore the feasibility of using VERP to improve 

mentor/mentee relationships.  

 2.9.1 Origins of VERP.  VERP was developed from theoretical foundations of Video 

Interactive Guidance (VIG), introduced to the UK by Hilary Kennedy.  Kennedy developed 
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VIG through Professor Colwyn Trevarthen’s extensive work on the ‘parent-child relationship 

(Kennedy, 2011).  The original focus for VIG was to provide a technique to improve 

communication and relationships between parents and their children.  However, VIG 

supervisors began to see an opportunity for the method to be developed to promote professional 

development of interpersonal skills.  The core components of VIG/VERP are the ‘principles of 

attuned interactions and guidance’ which were devised by Harrie Biemans in the early 1980s 

through his theories of primary and secondary intersubjectivity (Kennedy, 2011).   

In brief, Bieman’s theory alluded to how communication about emotions taking place 

between two people (primary intersubjectivity) such as those that take place in a mentoring 

session, becomes a joint focus on external factor (e.g. toy, worksheets) through more 

sophisticated communication (secondary intersubjectivity) (see Cross and Kennedy, 2011, for 

more details).  Primary and secondary intersubjectivity lead to greater levels of ‘attunement’, 

breaking down ‘no-cycles’ of communication and promoting ‘yes-cycles’ (see Figure 2.7).  The 

‘no-cycles’ in Figure 2.7 represent discordant interactions which refer to interactions whereby 

the client missed a communication initiative and failed to take their turn in communicating and 

maintaining conversation.  Alternatively, a ‘yes-cycle’ represents an attuned interaction 

whereby the client receives communicative initiatives and takes turns in making these 

initiatives (Kennedy, 2011).  Gaining greater levels of attunement is one of the primary aims 

of VIG (Kennedy, 2011) and subsequently VERP.  If VERP can be used to support mentors 

move from cycles of discordant interactions to increased attuned interactions, then it could be 

assumed that this would represent a positive outcome regarding the quality of mentor-mentee 

relationships through improved interactions and communication. 

Kennedy (2011) devised a list of principles of attuned interactions (see Figure 2.6) 

which the VIG/VERP guider uses to support their client improve their communication skills.  

Figure 2.6 shows how the principles of attunement were developed to be hierarchical, so that a 
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client should develop skills higher up the list before moving on to skills further down, with 

support from the VIG/VERP guider.  Many of the principles of attunement in Figure 2.6 are 

qualities described above when discussing factors that contribute towards mentor-mentee 

relationship quality (e.g. Rhodes et al., 2005; Kupersmidt & Rhodes, 2014).  Therefore, this 

further supports the assumption that promoting and nurturing the principles of attunement in 

youth mentors would move their interactions from discordant to attuned, and ultimately result 

in increased mentor-mentee relationship quality. 
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Figure 2.6:  Principles of Attuned Interaction. Adapted from Kennedy (2011) p.28 
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Figure 2.7: How VIG promotes yes-cycles (Kennedy, 2011). 

 2.9.3 Theories and Beliefs Underpinning VERP.  The association for Video 

Interaction Guidance UK (AVIGUK) lay out seven values that regulate practice of VIG/VERP, 

including: respect, trust, hope, co-operation, connections, appreciation and empathy (Kennedy 

and Landor, 2015).  These values inform several beliefs of VIG/VERP; that everyone is doing 

the best they can, people have the capacity to change and must be actively involved in their 

own change process, people have an innate desire to connect to others and that affirmation and 

appreciation of strengths is the key to supporting change through trust built via empathetic 

regard (Kennedy and Landor, 2015).  The model of nested intersubjectivity shows how the 

above beliefs and values supersede the ‘principles for attuned interactions’ which in turn 

supersedes the whole VIG/VERP process (see figure 2.8). 
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Figure 2.8: Nested Intersubjectivity Kennedy & Silhanova (2014) as cited in Kennedy and 

Landor (2015 pg. 27) 

 VERP also relies on theories that underpin reflective practice and videoing.  Theories 

that support reflective practice include: 

• Reflective Functioning (Fonagy et al., 1991):  refers to our capacity to understand 

ourselves and others in terms of intentional mental states, such as feelings, desires, 

wishes, goals and attitudes. 

• Zone of Proximal Development (Vygotsky, 1978): Recognises there is a gap between 

what a learner can do by himself and what can be achieved with the support of a 

teacher/instructor 
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• Mediated Learning and Scaffolding (Wood, Bruner & Ross, 1976).  An educator builds 

on the knowledge of the learner by supporting them to their goal, support is removed 

as the learner becomes more proficient at the task. 

It is recognised that there are several theories that support video reflection: 

• Modelling (Bandura, 1969): novices learn by observing and imitating more experienced 

others.  The closer in likeliness the model was to the learner the better the learning. 

• Self-Modelling (Murray and Noland, 2013 cited in Landor, 2015): positive changes in 

behaviour and confidence coming from viewing oneself preforming desired behaviours. 

• Self-Confrontation (Landor, 2015): There is a cognitive dissonance from seeing 

yourself perform to lower standard that you had previously believed.  A skilled VERP 

instructed can reframe critical self-doubt into positive expectations. 

• Self-Theory (Dweck, 2000 cited in Landor, 2015):  Providing positive feedback 

improves a person’s self-image and has a positive impact on their performance. 

 2.9.5 The VERP Evidence-Base.  Given that one of the main aims of VIG and VERP 

is to improve attuned interactions for clients, it is surprising how few studies have analysed 

changes in clients’ attuned interactions through using VIG or VERP.  Hewitt, Satariano and 

Todd (2015) provided one of the few accounts of directly analysing attuned interactions.  They 

described Hewitt’s (2009) thesis which analysed changes in attuned interactions of classroom 

assistants after completing a course of VIG.  The results of the Hewitt (2009) study suggested 

that, despite some methodological limitations (e.g. low number of participants), VIG was able 

to help change the behaviour and cognitions of classroom assistants as indicated by positive 

trends in attuned interactions and participant comments in qualitative interviews post 
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completion of the VIG program.  Moreover, both classroom assistants and their pupils 

commented positively about the program and how their relationship was strengthened through 

completing it. 

Other accounts of directly measuring change in attuned interactions through using a 

VIG/VERP program come from an unpublished thesis.  MacDonald (2014) used VIG to 

support parents of children who had been identified as suffering from neglect.  Quantitative 

analysis of attuned interactions failed to provide substantial evidence for the impact of VIG on 

attunement however, qualitative reports showed how parents experienced positive changes in 

parent-child relationship as a result of the program.  Additionally, parents reported valuing 

their children’s contributions more and seeing positive changes in their children’s behaviour 

after completing VIG (MacDonald, 2014).  Intriguingly three out of four of MacDonald’s 

participants did not show any discordant interactions pre or post testing, which may indicate 

that the parents in their study were starting from a position of strength, prior to completion of 

the VIG program.  This may explain why no substantial quantitative evidence was found for 

the impact of VIG on attuned interactions in this study. Savage (2005) showed how completion 

of a VIG program resulted in increased attuned interactions and decreased discordant 

interactions for parents with children experiencing emotional and behavioural difficulties. 

 Other studies investigating the outcomes of VIG/VERP have had a tendency to rely on 

pre/post outcome measures, using instruments aimed at quantifying factors specific to the 

population group they are researching.  One study investigated how VIG could be used within 

the hospital environment to support parents of preterm babies (Hoffenkemp, Tooten, Hall, 

Bracken, Eliens, Vingerhoets, & van Bakel, 2015).  This random control trial measured 

parental interactive behaviour using an adapted scale devised by the US Health department.  

Their study found that VIG proved to be effective in enhancing sensitive behaviour and 

diminishing withdrawn behaviour in mothers and in fathers.  Lam-Cassettari, Wadnerkar-
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Kamble & James (2015) used the Emotional Availability Scales to show how there was a 

statistically significant difference in parental sensitivity from pre- to post-VIG intervention.  It 

appears therefore, that the research base that examines the feasibility of using VERP is in its 

early stages.  Quinn (2015) described how VERP could be used to improve teachers ‘mind-

mindedness’ in nurture groups and accelerated improved outcomes (increased teacher 

closeness and decreased emotional and behaviour difficulties) for pupils whose teachers were 

involved in the VERP program.  Birbeck, Williams, Celebi and Wetzels (2015) described 

qualitative accounts of how VERP had been used with practitioners working with early years 

children (nursery and early years workers, childminder coordinators, teachers and teaching 

assistants) as a training program that helped develop strengths in their practice and ultimately 

resulted in positive outcomes for the children with whom they were working (e.g. increased 

engagement, attention and concentration).  Qualitative research has also been used to determine 

a trainee education psychologist’s (TEP) views on using VERP (Murray & Leadbetter, 2018).  

TEPs reported finding VERP a generally positive experience with the ability to have in-vivo 

rather than retrospective reflection noted as a particular strength of the program.  Craddock and 

Brannigan (2017) used target monitoring and evaluation to show that VERP was successful at 

helping children’s centre workers meet their personal goals.  Participants also completed a self-

rating scale on their use of the principles of attunement pre- and post- VERP which indicated 

increased frequency in the participant’s use of the principles of attunement. 

2.10 Narrative Conclusion 

The narrative literature review has taken the reader on a journey into perspectives, 

context and outcomes of youth mentoring.  The literature review highlighted several meta-

analyses that show youth mentoring to have low to moderate effects on outcomes for the young 

people availing of services.  Moderators of these outcomes for young people were discussed 

with mentor-mentee relationship quality and relationship duration considered two of the major 
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contributors to successful mentoring outcomes.  The model of mentor training and youth 

outcomes, developed by Kupersmidt and Rhodes (2014), indicated a process that linked mentor 

training to improved mentee outcomes through improvements in mentor-mentee relationship 

quality and mentor relationship length.  There appeared to be a consensus from researchers that 

there is both a need for mentor training and a lack of empirical research into training for youth 

mentors.  VERP was introduced as a possible training method to improve mentor-mentee 

relationship quality through developing youth mentors’ skills of attunement.  The values of 

VERP and the skills that it aims to improve closely match the type of skills and values  (being 

trustworthy, empathetic, and authentic)  researchers believe are required by mentors to achieve 

better quality relationships with their mentees (Kupersmidt & Rhodes, 2014; Garringer et al., 

2015).  Perhaps most importantly VERP aims to develop the type of skills and values that 

mentees see as being beneficial to the mentoring relationship; positivity, consistency, 

availability, trustworthiness, and care (Dallos & Comley-Ross, 2005).  This provides a strong 

rationale for exploring the feasibility of using VERP as a training program to improve the 

relationship quality between youth mentors and mentees. 
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2.11 Review of Studies on the Outcomes of Training Programs Aimed at Mentors 

working with School Aged Mentees using Systematic Methods 

 2.11.1 Rationale.  Before considering VERP as a training method for youth mentors a 

closer investigation into the research base surrounding outcomes for training programs that 

aimed to support youth mentors is needed.  Given the proposal of VERP as training method, 

a focussed review would ideally concentrate on the research base exploring video feedback as 

a means of training mentors and improving outcomes of mentoring.  As such, this focussed 

review began by initially focusing on the review question: ‘What does the literature say about 

the effects of using video feedback as a training method for youth mentors to improve 

outcomes of school-based mentoring?’.  The researcher searched several databases using broad 

search terms however, no articles could be found that used video feedback to train youth 

mentors.  Therefore, it was decided that the focussed review would concentrate on studies that 

investigated the outcomes of any training program aimed at supporting youth mentors improve 

the outcomes of school-based mentoring.  The review question is as follows: 

‘What does the literature say about the effects of training programs aimed at improving 

outcomes for youth mentors working with school aged mentees?’ 

Due to constraints on time and resources a comprehensive systematic review would not be 

feasible.  A method of completing a review of literature in a shorter time frame that included a 

systematic approach was required.  Researchers within the healthcare field have begun 

completing ‘Rapid Reviews’ in response to demand for timely reviews of literature (Harker & 

Kleijnen, 2012).  Rapid reviews tend to follow a similar process to systematic reviews, however 

leniency is permitted to allow the researcher to be flexible with the process in order to reduce 

strain on time and resources.  This provides a rationale for the current researcher to loosely 

follow the systematic methods described by Petticrew and Roberts (2006), including the steps 

they outline, summarised in Table 2.1 below.  This review is not intended to be published as a 
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comprehensive review of the literature base.  Instead the aim is to compliment the narrative 

review and provide further rationale for the present study. 

Table 2.1 

The steps of a systematic review (Petticrew & Roberts, 2006). 

Steps of the Systematic Review 

1. Clearly define the review question. 

2. Determine the types of studies needed to answer the question. 

3. Carry out a comprehensive literature search to locate these studies. 

4. Screen the studies found using inclusion and exclusion criteria to identify studies for the in-depth review. 

5. Describe the included studies to ‘map’ the field, and critically appraise them for quality and relevance. 

6. Synthesise the studies’ findings. 

7. Communicate the outcomes of the review. 

  

The target population, intervention and outcome groups were combined using the ‘and’ 

Boolean operator, so that studies returned must have referred to each of the three groups.  The 

key-terms were chosen as they were felt to best meet the review question however, two further 

criteria were also applied.  Firstly, target population terms were kept specific to three 

commonly used titles for mentors working with school-aged children.  ‘Mentor’ is commonly 

used term to describe a range of relationships between people, with PsychINFO alone returning 

17345 hits for the search term “mentor*”.  To return the most relevant articles this review 

restricted the target population to articles that specified “school-based mentor*”, “youth 

mentor*” or “community-based mentor*”.  Secondly, as the above narrative review has 

identified the lack of research in the area of training and support for mentors, it was felt that 

search terms in the intervention and outcomes groups should be as broad and far reaching as 

possible, without losing touch with the review question.  The key terms used for the data base 

search can be found in Table 2.2 below. 
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Table 2.2 

Key terms used for the database search using Boolean operators 

Term Group Key Terms Used 

Target Population Terms “school based mentor*” or “youth mentor*” or “community based mentor*” 

Intervention Terms “Training” or “professional development” or “supervision” or “support” or “support-
groups” 

Outcome Terms “Efficacy” or “self-efficacy” or “interpersonal relationship*” or “therapeutic 
process” or “therapeutic alliance” or “communication” or “attunement” or 
“retention” or (mentor* and outcomes) 

 

 2.11.2 Comprehensive literature search.  In October 2019, an initial systematic 

literature search was carried out using eight electronic databases: PsycINFO; Web of Science; 

ERIC (Educational Research Index and Abstracts); Cochrane; Medline; the British Education 

Index; ProQuest Dissertations and Thesis, and ProQuest Education Journals.  Full text searches 

were used in all databases, except for those completed on ProQuest as these were returning 

thousands of articles.  The ProQuest database allows NOFT searches, meaning that key terms 

are searched for in everything except the full text (i.e. titles, abstracts and keywords).  This 

resulted in the returning articles, in the ProQuest databases, being more relevant to the review 

question.  Hand searching was also completed in an attempt to retrieve unpublished reports 

(often referred to as ‘grey literature’).  The researcher also contacted “the chronicle of evidence 

based mentoring” (www.evidencebasedmentoring.org) to request advice on studies that may 

be relevant.  The following table shows the number of articles returned for each electronic 

database. 

 

 

http://www.evidencebasedmentoring.org/
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Table 2.3 

Table showing the number of articles returned for each electronic databased 

Database Number of articles returned 

PsychINFO 150 

Web of Science 69 

ERIC (Education Research Index and Abstracts) 52 

Cochrane 12 

Medline 33 

ProQuest Dissertations and Thesis 58 

ProQuest Education Journals 33 

British Education Index 4 

Hand Search 0 (studies that weren’t found through the electronic 
databases) 

Total 411 
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2.11.3 Screening using inclusion criteria 

Table 2.4 

Table showing inclusion/exclusion criteria for systematic review 

Inclusion Criteria Exclusion Criteria Rationale 
Publication Type 
Study contains primary data or 
original reanalysis of data to test 
new hypotheses 
 

Study does not contain primary data 
or original reanalysis of data to test 
new hypotheses 

Original data analysis is needed to 
produce a synthesis of outcomes for 
training programs.  This review is 
not exclusive to primary data to 
reflect that some researchers have 
used secondary data sets to 
effectively test new hypotheses 
 

Studies available in English 
language 
 

Study is not available in English 
language 

Feasibility in terms of time and cost 
restraints of the reviewer 

Participants and Setting 
Studies where the mentoring 
relationship is between an adult 
(over 18 years old) mentor and a 
school aged mentee (5-18 years 
old) 

Studies where the mentoring 
relationship is not between an adult 
(over 18 years old) mentor and a 
school aged mentee (5-18 years old) 

The focus of the study is on mentors 
working with school aged mentees.  
Studies that include mentors under 
the age of 18 (including peer 
mentors) are excluded due to the 
assumption that training a young 
person/peer mentor would require 
different strategies than training an 
adult. 
The mentee will be under 18 so that 
the mentoring relationship qualifies 
as ‘youth mentoring’. 
 

Studies where the mentoring 
relationship is formal (i.e. 
organised by a program/school) 

Studies where the mentoring 
relationship is not formal (i.e. 
natural mentoring) 

Informal/natural mentoring 
relationships are not currently well 
researched and there is no rational 
for using training programs to 
benefit their outcomes 
 

Study Type 
Studies that clearly describe a 
training program aimed at 
supporting mentors 
 

Studies that do not clearly describe 
a training program aimed at 
supporting mentors 

Training programs aimed at 
supporting mentors to be explored 

Predicted outcomes for the 
training program are stated and 
subsequently measured 
 

Predicted outcomes of the training 
program are not stated or measured 

Outcome of training programs are to 
be explored 

Qualitative, Quantitative and 
mixed design studies 

NA No exclusions on the type of data 
collection and analysis have been 
included to gain a broad scope of 
the research field 
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Figure 2.9:  PRISMA flowchart: Database search and literature screening process 
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Full text not available = 2 

Predicted outcomes of the 
training program are not 
stated or measured = 1 
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training program aimed at 

supporting mentors = 4 
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qualitative synthesis 

(n = 4) 
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n No additional records identified 
through other sources 

263 Records after 148 duplicates removed  

263 Records screened 

 

252 Records excluded  
(see appendix i) 
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Figure 2.9 shows the process used to determine the relevance of the retrieved articles to the 

review question.  After the duplicates were removed the remaining 263 articles were put 

through two phases of screening: 

• Phase one: The titles and abstracts of the 263 articles were examined against the 

inclusion and exclusion criteria detailed in Table 2.4.  252 articles clearly did not meet 

the criteria during phase one, reasons for which can be found in Appendix i. 

• Phase two: For two studies, full text could not be found so they were excluded.  The 

remaining nine studies underwent screening based on full-text inspection.  When the 

inclusion and exclusion criteria were applied five studies were removed.  Appendix ii 

provides the reasons for exclusion and a brief overview of each of these studies. 

 

 2.11.4 Description and Critical Appraisal of Included Studies.  Four studies met 

the full inclusion criteria during final screening and are detailed below in table 2.5. 
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Table 2.5 

General overview of the studies included in the review 

Study 

# 

Author(s) Year/ 

countr

y 

Type of 

Publication 

Methodolog

y/ Analysis 

Training Program Number of 

Participants/ Type 

of Mentoring 

Outcomes Measured 

1 Brooks 2011 

USA 

Dissertation Experimental 

Control Trial 

 

Quantitative 

Adapted version of 

Parent-Child 

Interaction Therapy 

(PCIT)  

Pre-match training 

with monthly 

reminders during 

mentoring 

• 37 Dyads 

• 24 Experiment 

Group 

• 13 Control 

• Mentee Behaviour 

• Mentor Youth Alliance 

• Youth Mentor 

Relationship 

• Mentors use of PRIDE 

skills (attention, praise, 

descriptions, reflections 

and enthusiasm) 

• Mentor satisfaction with 

training 

2 DelZenero 2015 

USA 

Dissertation Experimental 

Control Trial 

 

Quantitative  

Researcher 

developed program 

that included several 

areas deemed 

• 10 Mentors in 

Experiment 

Group 

• Mentor Self-Efficacy 

• Mentee Anxiety 
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important to 

mentoring 

adolescents e.g.  

Counselling skills 

and updates on 

recent adolescent 

issues. 

 

Ongoing support 

during mentoring 

relationship. 

• 9 Mentors in 

Control Group 

• 23 Mentees in 

Experiment 

Group 

• 30 Mentees in 

Control Group 

 

Mentor Teachers 

working with high 

school girls. 

• Mentee Academic 

Achievement 

• Mentor Quality 

• Mentee Authenticity 

• Mentor Authenticity 

3 Foukal, 

Lawrence & 

Jennings 

2016 

USA 

Journal 

Article 

Quasi-

Experimental 

Control Trial 

 

Quantitative  

Mindful Awareness 

Practices (MAPs) 
• 59 Mentors in 

Experiment 

group 

• 223 Mentors in 3 

separate control 

groups 

 

Mentors comprised 

women at college 

who were mentoring 

• Mentor Empathy 

• Mentor Autonomy 

• Mentor Satisfaction 

(with mentoring and the 

program) 
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middle school aged 

mentees 

 

4 McQuillin, 

Straight & Saeki 

2015 

USA 

Journal 

Article 

Comparison 

Study 

 

Quantitative  

• Ongoing 

support/training 

focused on areas 

that mentors had 

discussed 

desiring in a 

previous study 

(e.g. goal setting, 

providing 

feedback to 

mentees, 

approaching the 

end of the 

semester) 

• Role playing was 

used as a 

mechanism for 

training. 

• 60 Mentors who 

received pre-

training only 

• 74 Mentors who 

received pre-

training and on-

going 

support/training 

 

All mentors were 1st 

year college students 

mentoring middle 

school students 

• Mentor Satisfaction 

• Mentor’s view of Value 

of Training 

• Mentor’s view on 

Program Support 

• Mentor’s plan to 

continue mentoring 
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Table 2.5 gives a brief overview of the studies that were included after screening was 

completed.  Before synthesising the data collected in these studies it is important that the 

quality of the evidence is considered.  Gough states that “in order to synthesize what we know 

from research, we need to ensure that the evidence is of sufficient and appropriate quality and 

relevance” (Gough, 2007, p 220).  Assessing the quality of the studies can be seen as the final 

stage of screening before readdressing the review question by synthesising the data.  Lower 

quality studies can be either excluded from the synthesis or, if a sensitivity analysis approach 

is taken, they can be included with the caveat that they do not change the conclusions provided 

by studies with stronger quality (Higgins & Green, 2011).  The concept of quality is complex 

and as such there are currently no commonly agreed criteria for assessing the quality of research 

data.  One method is the Weight of Evidence (WoE) tool which Gough (2007) describes as 

allowing the reviewer to use flexibility of judgement whilst maintaining focus on the review 

question.   

The weights of evidence are based on: 

A. A generic judgement: Soundness of studies (internal methodological coherence), based 

upon the studies only. 

B. Review specific judgement of methodology: Appropriateness of the research design 

and analysis used for answering the review question. 

C. Review specific judgement of evidence: Relevance of the focus of the evidence for 

answering the review question. 

D. Overall Judgement: An overall weight considering A, B and C. 

WoE has been chosen to assess the quality of the studies in this review due to its accessibility, 

flexible approach and organised structure.  Usually studies are provided with a weighting of 

‘Low’, ‘Medium’ or ‘High’ for each of the four WoE groups.  Having only 3 options felt 

restrictive, so in order to offer the best comparisons this review used 5 options to scrutinise  
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articles, adding ‘Low/Medium’ and ‘Medium/High’.  Table 2.6 below shows a summary of 

WoE and is followed by a brief section providing rationale for the weightings given to each 

article. 

Table 2.6 

Table showing a summary of weight of evidence 

Study Weight of Evidence 

A 

Weight of Evidence 

B 

Weight of Evidence 

C 

Weight of Evidence 

D 

 

Brooks (2011) 

 

 

Low 

 

Medium 

 

Medium 

 

Low/Medium 

 

Delzenero (2015) 

 

 

Medium 

 

Medium 

 

Low 

 

Low/Medium 

 

Foukal, Lawrence 

& Jennings (2016) 

 

 

Medium 

 

Medium 

 

Medium/High 

 

Medium 

 

McQuillin, 

Straight & Saeki 

(2015) 

 

High 

 

Medium 

 

Low/Medium 

 

Medium 

 

 WoE A: Generic Judgement of Studies.  All the studies used an experimental or 

comparison control design.  They all included a control group and described the conditions that 

differentiated the experimental group from the control group, allowing them to draw 

comparison between the two.  Due to the nature of the studies they all used ‘opportunity 

samples’, meaning that participants were not completely selected at random, but drawn from 

particular populations convenient to the researchers.  Brooks (2011) reported randomly 

assigning participants between experimental and control groups however, there were 

complications during the recruitment process that reduce confidence in the impartiality of the 
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participant group selections.  Foukal et al. (2016) and McQuillin et al. (2015) controlled their 

studies using comparison groups made up of participants who had completed similar programs 

in the years before their study.  DelZenero (2015) allowed participants to choose to be in the 

experimental group or the control group, placing outcome bias heavily with the participants.   

All four studies used quantitative analysis to measure the outcomes of the training programs 

provided.  Brooks’ (2011) analysis consisted of mostly comparative stats (ANOVA and 

correlations) and they did not report effect size, which limits the ability to synthesise their 

results with other studies.  Foukal et al. (2016) also used mostly comparative stats (ANCOVA) 

however, they reported some effect sizes.  Both DelZenero (2015) and McQuillin et al. (2015) 

provided more in-depth analysis including effect sizes, regression and structural equation 

modelling respectively.  This provides the reviewer with an increased ability to assess and 

scrutinise the outcomes of their research.   

 WoE B: Review specific judgement of methodology.  All four studies used quantitative 

analysis to measure outcomes of their respective training programs.  This type of analysis is 

important in respect of the review question, as it provides quantifiable evidence for 

effectiveness of training programs for mentors.  However, the studies lacked qualitative data 

which would have helped to ascertain the process of how outcomes are improved through the 

training programs.  McQuillin et al. (2015) attempted to investigate the process of how 

outcomes are improved by creating a structural equation model however, without hearing the 

views of mentors there are just too many missing factors to presume validity of any quantifiable 

prediction of process improvement through training.  Due to the lack of qualitative evidence 

the studies involved in the review are considered to only partly answer the review question. 

However there remains a gap in the literature base in terms of views of mentors involved in 

training programs. 
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 WoE C: Review specific judgement of the evidence.  A major factor considered here 

is the replicability of the training programs used by each article.  In order to draw the most 

reliable conclusions from the studies it is vitally important that the training program provided 

to the mentors has a clear and focussed structure and is replicable.  Another strength would be 

a clear rationale for the outcomes measured in the study i.e. the training program was aimed at 

improving a factor which was then measured by the study.  Two out of the four studies 

attempted to use training programs, previously used on other populations, adapted for use with 

mentors.  Brooks (2011) used the first phase of Parent-Child Interaction Therapy (PCIT) 

(McNeil & Hembree-Kirgin, 2011, cited in Brooks, 2011) to develop mentors use of PRIDE 

skills (e.g. praise, reflecting the child’s statements, imitating the child’s play).  Brooks (2011) 

reports using roleplays and quizzes as part of the PCIT training.  This provides a somewhat 

clear view of the program design however some elements are sketchier, such as the monthly 

assignments used to expose the mentors to the training materials.  Foukal et al. (2016) also 

chose a pretested program: Mindful Awareness Practices (MAPs).  They provide a full list of 

activities that were added to the mentors training and the length of time spent on each one.  

This provides a clear structure of the program implemented and would be repeatable by other 

researchers.  Both Brooks (2011) and Foukal et al. (2016) measured appropriate outcomes that 

were based on the research previously conducted on the training programs they had 

implemented with their mentors.  Both DelZenero (2015) and McQuillin et al. (2015) provided 

some details of their program structures however both their programs were based upon a 

myriad of topics used to train mentors.  McQuillin et al. (2015) based their training topics on 

qualitative mentor feedback from a previous study, an admirable feature of their study, 

nevertheless this makes it difficult to determine which features of the training program were 

successful.  Both these studies are considered to examine the effects of training in general, 

rather than a specific recommendable training strategy. 
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 Another factor affecting weighting in this category is the population sample used in 

each study.  All four studies were completed in the USA, raising questions about the generality 

of the results within other populations i.e. the UK/Ireland where awareness of mentoring is 

perhaps not as strong.  Additionally, female mentors made up most of all population groups in 

the reviewed articles which may reflect that females are more likely to become mentors.  None 

of the studies attempted to explore gender as a contributory factor towards outcomes of their 

training programs.   

Three studies (Brooks, 2011; Foukal et al., 2016 & McQuillin et al., 2015) used college 

students for their mentor populations.  This again may reflect the type of person who takes up 

a mentoring role in USA, however it reduces the generalisability of results across other 

populations who may provide a valuable contribution to mentoring (ages, education levels).  

Delzenero (2015) used high school teachers who provided mentoring to pupils within their 

school.  This leads to questions around the previous relationship between mentor/mentee as 

teacher/pupil, the teacher’s previous training and how that impacts their ability to mentor and 

their likelihood to respond to any further mentor training. 

 WoE D: Overall weight of evidence.  The studies considered in this review have a 

mixture of strengths and weaknesses.  Brooks (2011) has weakness in its internal methodology, 

yet the study design and evidence produced shows some strength when matched to the review 

question.  Alternatively, DelZenero (2015) has stronger internal methodology however, the 

program design and sample used reduced their weighting when considering the review 

question.  Both these studies were given low/medium overall weightings.  Out of all the studies 

McQuillin et al. (2015) was considered to have the best internal methodology and went some 

way to answering the review question, although the study was found to be weaker in terms of 

training program design and sample population.  Foukal et al. (2016) performed modestly 
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overall, with a strength in program design in relation to the review question.  These two studies 

were considered medium overall weightings. 

 In conclusion, all four studies are considered to offer a valuable contribution towards 

the review question with the caveat of considering the weaknesses mentioned throughout this 

critical appraisal. 

 2.11.5 Synthesis of the studies’ findings.  The results sections of each study are 

detailed below in Table 2.7.  Comparisons between the studies is difficult due to how each 

study used training programs that varied widely from each other.  Each study also measured 

different outcome measures, used a variety of instruments and provided several different 

methods of reporting the analysis of results.  To ease with synthesis, it was decided to code 

study outcomes into outcome themes.  Three themes were identified: 

1. Mentor Factors: These outcomes focused on factors that were directly related to 

   the mentor who completed the training program, e.g. (mentor 

   skills, self-belief or attitudes) 

2. Mentee Factors: These outcomes focused on factors that directed related to  

   mentees whose mentors were involved in a training program. 

3. Training Factors: These outcomes focused on any factors that related to the  

   training program offered, e.g. (mentor’s views on the program). 
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Table 2.7 

Synthesis of outcomes for training programs aimed at mentors 

Outcome 
Theme 

Specific Outcome Study Analysis Significant 
gains 
made? 

Effect 
Size/Variance 

Mentor 
Factors 

Use of PRIDE 
skills 

Brooks 
(2011) 

ANOVA No NA 

 Mentor Perception 
of relationship 
quality 
 

Brooks 
(2011) 

SPANOVA No NA 

 Mentor Self-
Efficacy 

DelZenero 
(2015) 

ANOVA No NA 

 Mentor Quality 
(Mentor 
Interactions and 
Mentee Perceptions 
of Mentoring 
combined) 
 

DelZenero 
(2015) 

PATH 
Analysis 

No NA 

 Mentor 
Authenticity 

DelZenero 
(2015) 

PATH 
Analysis 

No NA 

 Mentor Empathy Foukal et 
al. (2016) 

ANCOVA Yes *Small 
(η2=0.03) 

 Mentor Autonomy Foukal et 
al. (2016) 

ANCOVA Yes *Large 
(η2=0.53) 

 Mentor’s plan to 
continue mentoring 
 

McQuillin 
et al. (2015) 

SEM Yes 23% 

Mentee 
Factors 

Mentee Perception 
of Relationship 
Quality 
 

Brooks 
(2011) 

SPANOVA No NA 

 Mentee Behaviour 
 

Brooks 
(2011) 

SPANOVA No NA 

 Mentee Academic 
Achievement  
 

DelZenero 
(2015) 

PATH 
Analysis 

No NA 

 Mentee Anxiety DelZenero 
(2015) 

PATH 
Analysis 

No NA 

 Mentee 
Authenticity 

DelZenero PATH 
Analysis 
 

No NA 

Training 
Factors 

Mentor Satisfaction 
with Training 
 

Brooks 
(2011) 

Chi-
Squared 

No** NA** 
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 Mentor Satisfaction 
with Program 
(Mentoring 
Program as a 
whole) 

Foukal et 
al. (2016) 

ANCOVA Yes *Small 
3% 

 McQuillin 
et al. (2015) 
 

SEM No*** NA*** 

 Mentor’s view on 
value of training 
 

McQuillin 
et al. (2015) 

SEM Yes 12% 

 Mentor’s view on 
program support 

McQuillin 
et al. (2015) 

SEM Yes 23% 

*Cohen (1988) used to determine effect sizes 

** Brooks (2011) reported that there was no difference between experiment group and control for satisfaction with 
training when using Chi-Squared test.  However, they state the result as X2=17.4, p=0.296 which suggests that there 
was no statistical proof that the groups do not relate and therefore, there is a difference between them. 

***McQuillin et al. (2015) used SEM analysis which showed that value of training (outcome variable of training 
program used) predicted 18% of variance in mentor satisfaction with program. 

 

The synthesis summary on Table 2.7 illustrates that two of the studies (Brooks, 2011 & 

DelZenero, 2015) found no effects of their training programs in comparison to control groups.  

None of the studies found significant outcomes for the mentees as a result of their mentors 

receiving the training programs.  Foukal et al. (2016) and Mc Quillin et al. (2015) were able to 

show that their training programs had positive effects in relation to some mentor outcomes 

(empathy, autonomy and plans to continue) and training related factors (program satisfaction 

and views of support).  Of the few outcomes that showed statistically significant gains, most 

of the effect sizes were modest and the training programs accounted for small amounts of 

variance in the outcomes.  Regarding mentor factors, the largest effects training programs had 

were in ‘Mentor Autonomy’ and ‘Mentors plans to continue mentoring’.  McQuillin et al. 

(2015) also found that their training program had a significant effect on the positive view 

mentors had of their training and subsequently there was a large positive effect on mentors’ 

views on program support. 

 2.11.6 Conclusions of this review.  Several conclusions can be drawn from the 

existing literature on the current review question: ‘what does the literature say about the 
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effects of training programs aimed at improving outcomes for youth mentors working with 

school aged mentees?’.  Firstly, and perhaps most pertinent is the relative paucity of studies 

that attempt to evaluate or examine training programs aimed at improving outcomes for 

mentors working with school aged mentees.  After searching 8 electronic databases this review 

was only able to identify four studies that met the inclusion/exclusion criteria, set to answer the 

review question.  Many researchers have indicated training as important for improving 

outcomes of mentoring relationships (Augustine-Shaw, 2015; Bodin & Leifman, 2011; 

DuBois, 2011; Martin, 2012; Podmore, Fonaghy & Munk, 2014; & Reposa, 2019), so it is 

rather surprising that there have been so few research articles that have attempted to investigate 

how effective training programs are for mentors, what elements of these training programs 

work best and what are the processes of positive change in mentors in receipt of by training 

programs.  It may be the case that some relevant articles were missed due to the narrow search 

terms used for the target population group (“school based mentor*”; “youth mentor*” or 

“community based mentor*”).  The term search term “mentor*” alone would have broadened 

the search however time did not permit this size of review.  Further, the review question focused 

on the evidence relating to “youth mentors” and the exclusion and inclusion criteria reflected 

this by excluding peer mentors (mentors of a similar age category) and mentees who were over 

18.  Broadening the review question to “what does the literature say about the effects of training 

programs aimed at mentors” could have produced more articles.  However, this would have 

included adult mentoring relationships such as academic tutors supporting training 

professionals (e.g. nurses and teachers).  The aim of this review was to investigate how training 

could support youth mentors with their relationship with a young person and it was felt that the 

inclusion of adult to adult relationships would have diluted the evidence. 

 The articles returned in this review indicate that the training programs evaluated largely 

struggled to find significant changes or effects in the outcomes measured.  Two of the studies 
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failed to provide any evidence for the effectiveness of their training programs (Brooks, 2011 

& DelZenro, 2015).  While this is a disappointing finding, there are limitations in both studies 

that could explain why they failed to discover positive outcomes.  Firstly, the Brooks (2011) 

study was limited due to several internal methodological issues such as small sample size and 

restricted use of statistical analysis.  DelZenero (2015) was limited due to the lack of clear 

evidence base for the type of training program provided.  Their training program appeared to 

be developed from a range of topics chosen by the researcher, with no evidence to justify their 

inclusion.  DelZenero (2015) did not offer an analysis of these training topics individually so 

it is possible that some were more effective than others however, the only conclusion drawn 

from their study is that taken as whole the training did not prove to be effective in the areas 

they measured. 

Foukal et al. (2016) found that training mentors in Mindful Awareness Practices 

(MAPs) was successful in increasing mentor empathy and reducing mentor autonomy.  This is 

a promising outcome as improved mentor empathy has been discussed as an important factor 

in helping build attuned relationships and satisfaction among mentors and mentees with their 

mentoring relationship (Varga & Deutsch, 2016).  Decreased autonomy is also promising as 

this would suggest that the mentors are trying to be more collaborative in their approach to 

mentees.  Previous research has found that mentors who engage in a joint approach with their 

mentees create a more effective mentoring relationship (Pryce & Keller, 2012).  McQuillin et 

al. (2015) were able to prove that their training program was successful at improving mentor’s 

plans to continue mentoring.  This is a promising outcome as research has shown that longer 

mentoring relationships was associated with more positive outcomes for mentees (De Wit et 

al., 2016).  While these studies have promising outcomes, they must be interpreted with caution 

due to the relatively small sample sizes used in both and the restricted population groups they 

used (college students for both). 
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Brooks (2011) and McQuillin et al. (2015) attempted to assess mentor’s satisfaction 

with the training program and value of training programs through quantitative measures.  

Brooks (2011) reported that there was no difference in mentor satisfaction between their 

training program and a control group however the chi-squared result reported in their study 

suggested otherwise (see table 2.7).  McQuillin et al. (2015) found that type of training had a 

relatively modest effect on mentor’s value of training.  None of the studies in this review used 

qualitative methods to investigate the thoughts and feelings from their participants about the 

processes involved in their training programs.  What is also missing from these studies is a 

clear link between these training programs and outcomes for the mentee.  The ultimate aim of 

youth mentoring is to improve outcomes for the mentee and therefore training programs for 

mentors should consider the direct or indirect effects on the mentee. 

2.11.7 Limitations of this review.  Several limitations of this review are 

acknowledged.  Principally, this review was completed by one individual researcher.  While 

an attempt was made to make the process of the review as transparent as possible (following a 

systematic review structure, keyword lists, detailed reason for excluding after reading full 

texts), the absence of a team  of researchers makes it difficult to minimise the likelihood of  

researcher bias.  Analysis of the quality of studies using Weight of Evidence (WoE) provided 

a helpful structure however, guidance on using this technique is limited and is open to wide 

interpretation and subjective judgement.  An attempt was made to give a detailed account of 

reasoning for weightings given to each study, however it is understood that some readers may 

disagree with the results of WoE offered in this review.   

Another limitation comes from the difficulty with defining mentoring.  Including the 

key term ‘mentor*’ would have vastly increased the number of articles included at phase one 

screening (PsychINFO returning 17409 studies) and a brief scan of these suggested that 

mentoring is a word that is often misused to describe various activities. Due to time restrictions, 
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this review decided to not use ‘mentor*’ as a key term during searches of electronic databases 

and instead focusing on more specific terms relating to the review question.  It is possible that 

this search strategy meant that some studies were missed that may have met the inclusion 

criteria. 

It may be suggested that a further limitation of this review is that it returned only four 

studies for synthesis.  Dempster (2011) comments that published systematic reviews provide a 

range of articles from ones with 3 studies upwards.  While it has been acknowledged that some 

studies could have been missed through the search strategy it is believed that the low number 

of studies meeting the inclusion criteria should highlight the lack of research completed in this 

area rather than a methodological limitation of this review. 

2.11.8 Recommendations.  The main recommendation emerging from this review 

would be that programs used to train mentors working with school aged mentees should be 

evaluated to investigate their outcomes for both mentors and mentees.  The fact that only four 

studies met the inclusion criteria for this review suggests that there may be many training 

programs being used to support mentors which have not been evaluated for their effectiveness.  

Additionally, the research base needs to discover the best practices regarding training mentors.  

Foukal et al. (2016) showed how a mindfulness-based training program was successful in 

improving mentor empathy and autonomy and McQuillin et al. (2015) showed how their 

training program improved mentor’s plans to continue mentoring.  These are good results 

however much more evidence is needed to consolidate these findings and find strategies that 

improve other outcomes such as mentor self-efficacy and mentor relationship building skills.  

Most importantly, further research could look at how training programs for mentors affect 

outcomes for mentees.  Brooks (2011) and DelZenero (2015) were unable to find any 

significant effects for mentee outcomes in their studies.   
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In light of the limitations of the studies in this review, future studies should ensure that 

their internal methodology is strong and should allow for in depth analysis of effects using 

regression analysis or path analysis where appropriate.  Most of the studies in this review used 

mentors who were college students, so a more diverse population group of mentors is greatly 

needed in the research including studies outside of the USA using mentors from all age groups, 

cultures and backgrounds. 

Furthermore, future research should provide clear details of the training program used 

and the aims of the program.  This allows for stronger conclusions to be drawn as to the 

elements of the training programs that may be critical to the process of change for the mentors 

and to improving their outcomes.  Perhaps one method could be evaluating the success of 

training programs trialled and tested with other population groups.  Brooks (2011) and Foukal 

et al. (2016) studies were based on evidence-based training programs which greatly improves 

the ability to understand and replicate their training programs. 

Finally, future research could consider adding qualitative analysis to their evaluation 

studies to investigate the views of participants (mentors and mentees).  This could provide an 

invaluable insight into the process of change and guide recommendations and further research. 

2.12 Concluding Remarks 

We have seen that partaking in a youth mentoring program can have weak to moderate 

positive outcomes for the mentee across a wide range of areas including academic achievement 

and emotional wellbeing.  However, there is also some evidence that shows how mentoring 

programs can have negative outcomes for mentees.  Mentor-mentee relationship quality, 

relationship length and mentor retention were discussed as moderators for positive outcomes 

for mentees of youth mentoring.  Training mentors was considered as an area that might 

improve the likelihood of positive outcomes by improving mentor-mentee relationship quality 
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and relationship length.  Training programs should aim to support mentors to improve their 

relationship enhancing behaviours. Ideally they should be provided in-person, they should 

allow the mentor to reflect on difficulties they are having and to practice and apply their skills.  

VERP is considered a training program that focuses on improving relationships through 

enhancing communication.  At present there are no known studies that have been conducted 

using VERP with mentors working with young people.  The following research attempts to 

investigate this further.  A focussed review of the literature base that investigated the 

effectiveness of training programs for mentors showed a lack of empirical research 

investigating this area.  The four studies found limited success in their training programs at 

improving outcomes for mentors (empathy and autonomy).  The focussed review highlighted 

the need for future studies to make the procedure of their training programs explicit so that 

future practitioners and researchers can repeat their methods.  Given the lack of positive 

outcomes and difficulty repeating previous studies training methods, it was felt that 

investigating VERP as a new training method for mentors would provide more value than 

attempting to repeat previous training programs.  The focussed review also highlighted a need 

for qualitative evidence to support quantitative results by adding the views of mentors and 

mentees regarding the training programs implemented. 

2.13 Research Questions 

1. Are there any changes in the communication patterns of mentors as a result of VERP, 

as measured by: 

i. Frequency of attuned responses by mentors to mentees. 

ii. Frequency of discordant initiatives by mentors to mentees. 

2. What are the mentors’ experiences of using VERP? 

3. What are the mentee’s experiences of being mentoring using VERP? 
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2.14 Hypotheses 

To support the research question 1 the following hypotheses have been proposed: 

a) There will be a significant increase in attuned interactions after completing VERP. 

b) There will be a significant decrease in discordant interactions after completing VERP. 
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3.0 Methodology 

Chapter 3 contains the methodology used in the current study.  Firstly, different philosophical 

perspectives will be discussed followed by an outline of the researcher’s stance.  The study 

design, ethical considerations, participants, materials and measures used are then outlined in 

detail. The procedure followed in the study is then provided, including the timeline and work 

completed with each participant.  Finally, the planned methods of analysis are discussed. 

3.1 Philosophical Perspectives in Research 

The methods used in any research project are influenced by the researcher’s beliefs and views 

on what knowledge is and how knowledge can be acquired.  It is important that the reader 

understands the researcher’s philosophical position so that they can better understand the 

methods used and, analysis and interpretation of the data. 

3.1.1 Paradigms.  Scotland (2012) described how a paradigm contains the following 

components: ontology, epistemology, methodology and methods.  Ontology concerns ‘what is 

reality?’ and is essentially the study of being (Scotland, 2012).  A researcher’s ontological 

position demonstrates how they perceive things are and how they work.  Epistemology is 

concerned with the nature and forms of knowledge (Cohen, Manion & Morrison, 2007).  The 

epistemological position of a researcher will indicate how they consider what it means to know 

reality.  This will guide the reader in understanding the researcher’s rationale for the methods 

used for data collection and analysis (Scotland, 2012). 

The methodology and methods of a research design stem from the ontological and 

epistemological position of the researcher.  Methodology is concerned with the who, what, 

where, when, and why of knowledge and forms the strategy or plan of action behind the 

methods used (Scotland, 2012).  Methods are the techniques used to collect and analyse data.  

The data collected will either be qualitative or quantitative, and all paradigms can use either or 
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both approaches (Scotland, 2012).  A table detailing some of the main philosophical stances 

and their ontological and epistemological positions is provided in Appendix xxii.  

 3.1.2 Pragmatism.  The philosophical stance underlying this study is pragmatism.  

Charles Sanders Peirce is credited as one of the original pragmatic thinkers and his pragmatic 

maxim considered knowledge and understanding to come from the effects of practical 

experience (Peirce, 1997).   This essentially means that knowledge comes first from our 

practical observations before theoretical thinking.  Pragmatists consider knowledge and reality 

as tools and instruments for prediction and problem solving.  Pragmatists see philosophical 

topics (knowledge, concepts and beliefs) in terms of their practical use and success.  The 

rationale of this study is to investigate the feasibility of using VERP as a method of training 

youth mentors and the researcher takes the opinion that a pragmatic stance is best for answering 

the research questions proposed.    In order to achieve an answer to the research questions that 

provided as much data as possible the researcher wanted to collect both quantitative and 

qualitative data.  A Pragmatic approach means that the researcher does not need to ‘‘be the 

prisoner of a particular [research] method or technique’’ (Robson, 1993, p. 291).  Pragmatism 

is a philosophy that takes the view that the best research methods are those that help to most 

effectively answer the research question.  Therefore, a pragmatic stance affords the researcher 

the flexibility to use mixed methods meaning more data will be available to answer the research 

question.   

Another argument for adopting a pragmatic stance is that the researcher believes that 

the data collected during this study should be pure and not influenced by previous theory.   

Cavell and Elledge (2014) describe seven tenets that researchers and practitioners using 

prevention science techniques should adopt.  These tenets detail a pragmatic approach, e.g. the 

idea that prevention trials are guided initially by developmental theory but yield results that 

inform and revise that theory.  This takes the idea that theory informs the development of the 
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intervention provided however theory should not influence the data analysis when interventions 

are being tested.  The researcher follows this pragmatic approach in that this study aims to 

investigate the feasibility of a training program for youth mentors and that results of the study 

will dictate conclusions over theoretical concepts.  This will have implications for the 

qualitative data analysis in this study where the researcher will take a bottom up, inductive 

approach to analysing the data collected. 

The other main philosophical stances that could have been adopted are realism, 

positivism and interpretive.  Realism relies on the concept that the human mind is independent 

of the context around it (Sobh & Perry, 2006).  For this study, the thoughts and views of the 

participants are believed to be integrally linked to the success of the intervention provided and 

therefore a realist stance would not be appropriate.  Positivism believes that only factual 

observable information is trustworthy, and that the researcher is separate and independent from 

the objects within the study (Cohen, Manion & Morrison, 2007).  In order to obtain the views 

and experiences of the participants in this study the researcher will have to both acknowledge 

their presence as an influence on the data and obtain data which is not explicitly observable 

(participants thoughts and feelings).  This makes a positive stance inappropriate for this study.  

Finally, an interpretive philosophy takes a subjective approach (Grix, 2004) meaning that reality 

needs to be interpreted to discover the underlying meanings of events and activities.  This could 

have been an appropriate approach to take for this study however the researcher wanted to limit 

the amount of bias and interpretation during data analysis so that the data best reflected the 

accounts of the participants. 

3.2 Design 

The proposed study used a mixed-methods study design.  Using a mixed-methods approach 

allowed the researcher to collect multiple types of data and therefore provide a more holistic 

answer to the research questions.  By using multiple types of data, the research design creates 
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triangulation which provides some reliability to the results.  It is hoped that the described study 

design offers the best opportunity for the data collected to be considered a more accurate 

reflection of participants’ views and understandings, increasing the internal validity of the 

study. 

 3.2.1 Quantitative Measures.  Repeated measures were used during the Video 

Enhanced Reflective Practice (VERP) intervention to investigate any changes in mentor 

efficacy and attuned interactions from cycle 1 (C1) to cycle 3 (C3), i.e. beginning and end of 

the intervention.  Three cycles were chosen as previous research found that the biggest change 

had occurred between within three cycles (Hewitt et al., 2015; Hewitt, 2009).  Attuned 

interactions were measured during C1 as a baseline followed by C3 as evidence of the number 

of attuned interactions at the end of the intervention.  The researcher was able to determine 

how much change had occurred in attuned interactions during the intervention by comparing 

C1 with C3.  The dependent variables were: the number of attuned interactions and the number 

of discordant interactions. The independent variable was the time between pre and post VERP 

intervention. 

 3.2.2 Qualitative Measures.  Qualitative methods of data collection and analysis 

were used in each case study. One follow-up interview was completed with participant mentors 

after the VERP intervention was completed.  An example of the questions asked during the 

interview can be found in appendix iii.  Semi-structured questionnaires (see appendix iv) were 

provided to the participant mentees after each mentoring session that was videoed as part of 

the VERP intervention. 
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3.3 Ethical Considerations 

 Ethical approval was granted in January 2019 by the Research Ethics Committee of the 

Faulty of Engineering and Physical Sciences, Queen’s University Belfast (see appendix v).  

Table 3.1 shows some of the ethical considerations taken by the researcher for this study. 

Table 3.1 

Ethical considerations for the study 

Possible Ethical Issue Considerations Made by the Researcher 
Study Information • Information sheets were given to participant mentors (see 

appendix vi), participant mentees (see appendix vii) and 
parents/guardians of participant mentees (see appendix viii). 

• All participants (mentors/mentees) and parent/guardians of 
participant mentees were provided with contact details for the 
researcher should they have any further questions about the 
study. 

• Potential participant mentors were provided with a half day 
training session with a VERP supervisor to provide them 
details of the VERP intervention.  The researcher was also 
present during this session to answer any questions regarding 
the study. 

Consent • Consent forms were given to potential participant mentors (see 
appendix ix), participant mentees (see appendix x) and 
parents/guardians of participant mentees (see appendix xi). 

• These were signed and dated by participants before beginning 
the study. 

Risk Assessment • A brief risk assessment was conducted prior to commencing 
the study (see appendix xii). 

• The emotional wellbeing of all participants was considered 
prior to beginning the study.  A screening questionnaire was 
used to ensure participant mentees were emotionally resilient 
enough to take part in the study (see appendix xiii). 

Confidentiality • Participant information sheets provided details on how 
confidentiality and anonymity would be maintained, including 
confidentiality of participants’ consent forms and the use of 
ICT equipment. 

 

3.4 Participants 

 3.4.1 Recruitment.  The researcher contacted a known local school-based mentoring 

program, within the community, to enquire if it would be possible to recruit participants for the 

study.  The program’s founding leader provided permission for the researcher to conduct a 

study and recruit participants within their mentoring program (see appendix xiv).   Criteria 
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checklists were provided to mentor supervisors regarding the type of participant mentor (see 

appendix xv) and participant mentee (see appendix xvi) required for the study.  Mentor 

supervisors helped identify participants who met the criteria checklists and these participants 

were invited to a VERP information session (see below and appendix xxiv). This study 

excluded any mentor who had received formal counselling, psychological therapy training or 

equivalent.  This is to reflect that most youth mentors are volunteers who have not received 

any formal training that would impact their skills of developing stronger therapeutic 

relationships.  Only mentors who had received initial training from the mentoring program (e.g. 

child protection) were included.  Participant mentors had to have been practicing mentoring for 

less than one year so that the study could be standardised to include inexperienced mentors.  A 

participant mentor checklist was created to aid with selection (see appendix xv).   

The researcher encouraged the mentoring program supervisors to invite any potential 

participant mentors, who met the criteria for participation (see appendix xv), to a half-day 

training and information program, held within the mentoring program headquarters.  The 

invitation to the training session was open to any mentor who met the inclusion criteria 

however, it was at the discretion of the mentoring program to inform mentors of the study and 

invite them to participate.  This training event was taken by a fully trained VERP supervisor 

(Jo Hewitt) and provided introductory information on VERP.  A brief overview of the training 

and information program can be found in appendix (xxiv).  The researcher was also present 

during this training session so that potential participant mentors were able to ask questions 

about the research project.  After training, potential participant mentors were provided with 

information sheets and they read and signed consent forms (Appendix vi & ix).  

Next, participant mentors then worked with their supervisors to identify a potential 

participant mentee using the participant mentee checklist (Appendix xvi).  Participant mentees 

were only included if they were deemed to have mild/moderate difficulties.  Participant 
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mentees had to have sufficient capacity to consent to participation in the study and consent was 

also required from their parent/guardian.  Finally, participant mentees that were not fluent in 

spoken English were also excluded.  A participant mentee checklist was created to aid with 

selection (see appendix xvi). 

 Once identified, participant mentors provided information sheets and consent forms to 

participant mentees and their parent/guardians.  On return of consent forms the participant 

mentor provided a strengths and difficulties questionnaire (SDQ) (Goodman, Meltzer & 

Bailey, 1998; see appendix xiii) to the participant mentee.  Once completed this was returned 

to the researcher for scoring and screening. Only mentees who are deemed to have 

mild/moderate difficulties as per their SDQ results (19 or below) were permitted to take part in 

this study.  When satisfied that an appropriate participant mentee had been selected the 

researcher contacted the participant mentor and invited them to begin the VERP intervention. 

 3.4.2 Number of Participants.  Four mentoring dyads (one participant mentor and 

one participant mentee) initially began the VERP intervention.  Due to technical difficulties 

and unforeseen circumstances (participant mentee not being available for several planned 

mentoring sessions), one dyad was only able to complete one cycle of VERP.   Appendix xxv 

provides a timeline of the study and shows how participant mentor Nicky’s (pseudonym) VERP 

intervention was running close to the end of the school term and therefore a joint decision was 

made between Nicky and researcher to end the VERP intervention.    Quantitative analysis was 

not possible for Nicky however, qualitative methods were still used to explore their views on 

the VERP process.  Although Nicky did not complete the whole intervention, the researcher 

felt their experience could provide valuable information on the VERP process.   The remaining 

three dyads completed the VERP intervention. 
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 3.4.3 Participant Demographics. One of the dyads was male/male, with three being 

female/female mentoring (including the dyad that dropped out early).  The three mentor 

participants that completed the VERP intervention were young adults (falling within the range 

of 18-25 years old) who were completing an internship with the mentoring program.  As interns 

these participants were inexperienced volunteers who were working with the mentoring 

program five days a week.  They had begun their internship five months prior to participating 

in the study and had only received basic mentor training (e.g. child protection).  The mentor 

participant that dropped out was also a young adult who was an inexperienced volunteer mentor 

with basic mentor training.  All participant mentees were secondary school aged children (11-

18 years old). 

3.5 Materials 

• Each mentor participant was provided with a camcorder and SD card to record all 

their VERP intervention sessions.  

• An encrypted external hard drive was kept in a locked drawer within the mentoring 

program headquarters.  Participant mentors transferred their video onto the encrypted 

hard drive after each VERP intervention session and then deleted the video off the SD 

card. 

• Participant mentors reviewed their videos using the encrypted hard drive and a laptop 

within the mentoring program HQ.  They were provided with a document to support 

reviewing their videos (see appendix xvii). 

• Shared review sessions and qualitative interviews were recorded using a camcorder 

and SD card kept by the researcher.  Videos were stored within an encrypted and 

password protected Lenovo laptop. 
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• The researcher and their VERP supervisor used a chart to establish which attuned 

interactions had taken place when reviewing the mentoring videos together, after all 

of the videos had been collected (see appendix xviii). 

3.6 Screening Questionnaire.   

The Strengths and Difficulties Questionnaire (SDQ) (Goodman, Meltzer, & Bailey, 1998) is a 

26-item SDQ self-report questionnaire.  The SDQ provides an indication of emotional and 

behavioural difficulties (Goodman et al., 1998).  Total scores were calculated for each 

participant mentee to show their overall level of emotional/behavioural difficulty.  This 

informed the initial screening of mentees as per the participant mentee checklist.  A total score 

of 20 or above on the SDQ indicates that the young person is within the ‘abnormal’ range for 

emotional/behavioural difficulties (Goodman et al., 1998) and these young people therefore 

were excluded from participation this study. 

3.7 Procedure 

 The procedure of the study will be described in three major stages: information, 

screening and consent; VERP intervention; and qualitative interviews. 

 3.7.1 Information, screening and consent. The researcher arranged a half-day 

training session for potential participant mentors and their supervisors within the mentoring 

program’s HQ.  This training session was taken by a fully qualified VIG/VERP supervisor (Jo 

Hewitt) and consisted of introductory information on VERP (origins, concept and process).  

Potential participants also had an opportunity to watch example videos of VERP and practice 

videoing a mentoring session with each other.  The aim of this training was to introduce 

potential participant mentors to VERP and to provide them with practice using the recording 

equipment while being supervised by the researcher. 
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 After the training, mentor participant information sheets were provided and if they 

desired to take part, potential participant mentors read and signed the participant mentor 

consent forms (Appendix vi & ix). 

 Participant mentors and their supervisors were provided with a mentee participant 

checklist to aid selection of a participant mentee (Appendix xvi).  Once a prospective 

participant mentee was selected information sheets and consent forms were provided to the 

potential participant mentee and their parents/guardians.  Potential participant mentees were 

provided with an SDQ screening questionnaire and asked to complete and return to the 

researcher.  The researcher scored the SDQ and participant mentees could participate in the 

research as per inclusion/exclusion criteria (see above).  Once all consent forms were read, 

signed and returned to the researcher, the participant mentor was invited to begin the VERP 

intervention. 

 3.7.2 The VERP intervention.   

 3.7.2.1 Setting a goal for VERP and preparation for first cycle.  Participant mentors 

were invited to meet with the researcher at a time of their convenience within a private room 

in the mentoring program HQ.  The VERP intervention began with the researcher discussing 

goals with the mentor.  The mentor was supported in selecting a goal or goals, sometimes 

known as “‘helping question” in VERP (Kennedy and Landor, 2015, p 19).  They were 

encouraged to select goals that would aim to improve some part of their mentoring practice 

that could help improve their relationships with their selected participant mentees.  The selected 

goal or goals would become the focus of the proceeding VERP intervention.  After selecting a 

helping question, the researcher provided the mentor with a video camera and SD card and 

allowed them time to practice using it and ask any questions regarding procedures for recording 

and saving data (see above 3.5 materials).  Each mentor was given instructions on how to 
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review their videos and select two or three short clips (approximately 10 seconds in length) 

that they felt reflected good practice towards their goals.  The mentors were provided with a 

VERP cycle record sheet (see appendix xvii) and a list of attuned interactions (see Figure 2.6) 

to aid them with this process.  Once it was felt that the mentor understood their role they were 

instructed to begin Cycle 1. 

 3.7.2.2 The VERP cycle. Figure 3.1 shows one complete VERP cycle. 

 

Figure 3.1: Diagram showing a complete VERP cycle 

There are four steps included in a full VERP cycle.  Steps one and two were completed 

independently by the mentor who was responsible for recording their mentoring session and 

reflecting on their practice, prior step three which was a joint shared review with the researcher.  

In Figure 3.1 step four is coloured in green to reflect how the mentor was not directly included 

in this step.  Step four depicts the supervision that was provided to the researcher at the end of 

each cycle.  To make supervision possible the shared review (step three in Figure 3.1) was 
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recorded so that the VERP supervisor could assess and support the researchers practice.  The 

VERP cycle was repeated until three cycles were completed.  It was originally planned that a 

full cycle would take two weeks; first week for recording/reflection and supervision for the 

researcher and the second week was for the shared review however,  due to unforeseen 

circumstances (e.g. participant mentees being absent from school) the researcher provided 

flexibility to the time schedule, with two or occasionally three weeks being provided for 

participant mentors to complete the recording and reflection steps.  It is important to note that 

while more time could be provided for completion of a step in Figure 3.1, these steps were 

never completed out of sequence. 

 3.7.2.2.1 Shared Review: The participant mentors brought their selected clips to 

a shared review with the researcher.  A VERP shared review is a collaborative process whereby 

the VERP guider aims to make contributions as balanced as possible between themselves and 

client (or in this case the mentor and researcher).  The seven steps of a shared review are 

outlined below in Figure 3.2.  Prior to the study the researcher received training in VIG and 

VERP which included steps on completing a shared review. 
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Figure 3.2.  The steps of a shared review. 

 3.7.2.2.2 Supervision.  Figure 2.7 (see 2.12.3) shows the VERP model of nested 

intersubjectivity.  Within this figure the participant mentee is represented as the client, the 

participant mentor is represented as the VERP trainee and the researcher is represented as the 

VERP guider.  Importantly, this figure shows the need for a VIG supervisor whose role is to 

support and guide the VERP guider (the researcher) through the shared review process with 

their VERP trainee (participant mentor).  For this study a fully qualified VIG/VERP 

practitioner provided supervision to the researcher.  Supervision was provided after each 

participant mentor completed a shared review with the researcher.  This level of supervision 

was provided as the researcher was still training as a VERP practitioner and regular supervision 

after each mentor cycle helped to ensure that the VERP process was being followed.  A fully 
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qualified VERP practitioner may not require this level/amount of supervision.  Shared reviews 

were recorded, via video camera, so that the researcher could present their practice at 

supervision.  The focus of supervision was based on the seven steps towards an effective shared 

review (Silhanova & Kennedy, 2011), see Figure 3.3.   

Figure 3.3.  Seven steps towards an effective shared review (Silhanova & Kennedy, 2011).  

3.8 Method of Analysis 

 3.8.1 Quantitative Analysis 

 3.8.1.1 Video Analysis.  Video footage was analysed by recording the frequency of 

attuned and discordant interactions for each dyad.  Every ten seconds of the second, fifth and 

ninth minutes of each video recording, from the first and third VERP cycles for each dyad were 

analysed for frequency of attuned and discordant interactions.  This meant that there were 18 
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time points analysed at Cycle One (pre VERP intervention) and 18 analysed at Cycle Three 

(post VERP intervention).  This enabled the researcher to compare the beginning and the end 

of the intervention for any changes in attuned or discordant interactions.  Kennedy (2011) 

provided a list of principles of attunement. These were used in this study to help identify 

attuned and discordant interactions.  A list of the principles of attunement can be found in 

Figure 2.6.  The researcher recorded the frequency of attuned interactions on a record sheet 

(see appendix xviii).  The data was input into SPSS Version 25. The researcher’s VERP 

supervisor also analysed the footage in the same way to ensure internal consistency and 

reliability.  The level of agreement between the researcher and supervisor was calculated by 

comparing their total number of attuned interactions scored for each participant.  Total attuned 

interaction scores across the subcategories of the principles for the researcher and supervisor 

were correlated to further determine consistency of scoring. 

 The results from the first cycle of the intervention provided a baseline for the frequency 

of attuned and discordant interactions in each dyad. The results from the third cycle indicated 

any change(s) in the frequency of attuned interactions post-intervention in each dyad. 

Descriptive statistics were calculated using SPSS. The two cycles were then compared by 

calculating the percentage change in the frequency of attuned interactions between Cycle 1 and 

Cycle 3 by using the formula in table 3.2. 

Table 3.2 

Formula for calculating change between cycle one and cycle three 

Key Formula 
X = Total attuned interactions or 
subgroup of attuned interactions 
or discordant interaction 
FC1 = Frequency of X in cycle 1 
FC3 = Frequency of X in cycle 3 

Change in X = ((FC3 – FC1) / FC1)*100 
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A positive number means an increase in the frequency of attuned interactions and a negative 

number means a decrease in the frequency of attuned interactions.  

Inferential statistics were used to determine statistical differences between cycle one and cycle 

three.  JASP 0.11.1 was used to conduct Shapiro-Wilks test to determine the normality of each 

data set.  SPSS was then used to conduct Student t-test (parametric) and Wilcoxon signed-rank 

tests (non-parametric), to calculate if any changes between cycles one and three were 

statistically significant. 

 Change between Cycle one and Cycle three was measured in terms of: 

• Total Attuned Interactions 

• Subcategories of Principles of Attunement 

• Discordant Interactions. 

 

3.8.2 Qualitative Measures 

3.8.2.1 Participant Mentors.  After the VERP intervention was complete, semi-

structured interviews were conducted with the participant mentors.  See appendix iii for the 

interview schedule.  To interpret the interviews Thematic Analysis (TA) was used to capture 

and interpret the experiences of participants into patterned response of themes related to the 

research question in a way that was accessible to a novice qualitative researcher and provided 

results that were accessible to a wide audience (Braun & Clarke, 2006).  TA has the benefit of 

being flexible and fits most theoretical frameworks, research question, method of data 

collection and sample size (Braun & Clark, 2006).  Other approaches may have been suitable 

for this study.  One such method is Interpretive Phenomenological Analysis (IPA) which like 

TA seeks patterns in the data.  However, IPA is bound by theory and seeks to interpret deeper 

meanings from the participant responses (Braun & Clarke, 2006).  The interviews in this study 
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may not have been long enough to afford the type of interpretation required by IPA.  Discourse 

analysis is another approach that could have investigated the meaning behind the language and 

communication used by the participants.  Discourse analysis requires training and extensive 

analysis time that would have far outweighed the benefit of the additional data that this type of 

analysis would have provided to the research question. 

The researcher adopted an inductive approach to TA during the analysis, i.e. attempting 

to not allow previous theory guide or influence the data.  This generates a bottom up approach 

to analysis with results staying as close to the data set as possible, reducing inference from the 

researcher.  Braun and Clarke (2006) provide guidelines for conducting thematic analysis, see 

Figure 3.4 below.  

Figure 3.4.  Phases of thematic analysis, adapted from Braun & Clarke (2006) 

 The researcher followed the guidance of Braun & Clarke (2006) to analyse the data 

from the interviews with the participant mentors. An audit trail, describing the analytical 

process taken by the researcher from original data to initial interpretation to thematic analysis 

can be found in appendix xix. 
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 3.8.2.2 Participant Mentees.  After each recorded mentoring session for each VERP 

cycle, participant mentees were offered the opportunity to complete a brief semi-structured 

questionnaire (see appendix iv).  Unfortunately, none of these questionnaires were returned to 

the researcher and as such analysis was not possible. 
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4.0 Results 

This chapter outlines the quantitative and qualitative results of the data collected and analysed 

as described in chapter 3.  The first half of this chapter will present the quantitative results 

which includes examining attuned interactions and discordant interactions.  Descriptive and 

inferential statistics will be provided for each.  The qualitative results are presented as themes 

in line with thematic analysis. There are two themes and ten subthemes in total which 

conceptualise the experiences of the youth mentors who took part in the VERP intervention. 

The following research questions helped guide the data analysis: 

1) Are there any changes in the communication patterns of mentors as a result of VERP, 

as measured by: 

a. Frequency of attuned interactions by mentors to mentees 

b. Frequency of discordant interactions by mentors to mentees 

2) What are the mentors’ experiences of using VERP? 

The inferential statistics were used to test the following hypotheses: 

1) There will be a significant increase in attuned interactions after completing VERP. 

2) There will be a significant decrease in discordant interactions after completing 

VERP. 

4.1 Participant Anonymity 

Each participant was provided with a unisex pseudonym in order to protect their identity.  These 

names are Alex, Charlie, Jude and Nicky.  To further protect participant identity all gender 

pronouns were redacted from transcripts and quotes within this chapter and replaced with 

gender neutral terms such as ‘the mentee’.  Changes made are highlighted with curly braces 

‘{}’. 
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4.2 Inter-rater reliability 

Inter-rater reliability was calculated by adding the total number of attuned interactions scored 

for each participant and comparing the researcher’s total to the VERP supervisor’s total score.  

There was 99.5% agreement between the researcher (total score = 1534) and VERP supervisor 

(total score = 1534).  A Pearson’s correlation was computed to assess the relationship between 

the researcher’s total scores and the VERP supervisor’s total score.  The total attuned 

interaction scores given by the research and supervisor for all three participants pre and post 

intervention were compared.  A significant, strong and positive correlation was found between 

the researcher’s total score and the VERP supervisor’s total score (r=1, n=6, p<.001).  These 

results suggest a strong inter-rater reliability for attuned interaction scores. 

4.3 VERP and Attuned Interactions 

Hypothesis ‘a’ stated: There will be a significant increase in attuned interactions after 

completing VERP.  The variable attuned interactions is taken from the list of principles of 

attunement (see Figure 2.6).  The reader should be aware of the hierarchical nature of the 

principles of attunement.  Clients of VERP aim to work through the principles from the early 

skills of ‘Being Attentive’ to the more developed skills of ‘Deepening Discussion’.  This 

implies that when interpreting the results of subcategories the principles of attunement the 

reader may wish to consider adding more weight to principles further down the list. 
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Table 4.1 
 
The mean number of attuned interactions displayed by the participants during cycle one (C1) 
and cycle three (C3) 
 

 Mean number of attuned interactions 
 C1 C3 %Change 
Being Attentive 53 64.7 +22.1 

Encouraging Initiatives 41.7 65.7 +57.6 

Receiving Initiatives 63.4 79.3 +25.1 

Developing Attuned 
Interactions 

52.7 67 +27.1 

Guiding 4.67 11 +136 
Deepening Discussion 3.67 13 +254 

Total  214 297 +38.8 

 

Table 4.1 shows the mean number of attuned interactions displayed during cycle (C1) and cycle 

3 (C3).  The percentage change between C1 and C3 is also included.  The total number of 

attuned interactions increased from 214 to 297, a percentage change of +38.8%.  When 

considering the subcategories individually, there is a positive percentage change between C1 

and C3 for all.  The largest percentage change is seen in the ‘deepening discussion’ subcategory 

(+254%) and smallest change in ‘being attentive’ (+22.1%).  

 Table 4.2 provides attuned interactions data for each individual participant to 

investigate any differences in presentation between the participants. 
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Table 4.2 
 
The number of attuned interactions displayed by each individual participant during cycle one 
(C1) and cycle three (C3) 
 

 Alex Charlie Jude 
 C1 C3 % Change C1 C3 % Change C1 C3 % Change 

Being Attentive 33 61 +84.8 56 49 -12.5 70 74 +5.71 

Encouraging 
Initiatives 

29 66 +127 38 58 +52.6 58 73 +25.9 

Receiving 
Initiatives 

44 85 +93.2 58 61 +5.17 88 92 +4.55 

Developing 
Attuned 
Interactions 

35 59 +68.6 36 51 +41.7 72 91 +26.4 

Guiding 2 5 +150 7 18 +157 5 10 +100 
Deepening 
Discussion 

3 16 +433 6 2 -66.7 2 21 +950 

Total 146 292 +100 201 239 +18.9 295 361 +22.4 

 

Table 4.2 shows that Alex, Charlie and Jude all had increases in total attuned interactions 

between C1 and C3.  Both Alex and Jude had increases in all their subcategory attuned 

interactions scores between C1 and C3.  Charlie’s attuned interactions decreased in the 

subcategories ‘being attentive’ (-12.5%) and ‘deepening discussion’ (-66.7%). 

 Hypothesis ‘a’ stated there will be a significant increase in attuned interactions after 

completing VERP.  To test this hypothesis paired t-tests were conducted for mean participant 

scores, between C1 and C3, across all the attuned interactions subcategories and total score.  

Shapiro-Wilk tests were conducted to test for normality of the data.  ‘Receiving initiatives’ 

obtained a significant result using Shapiro-Wilk (w=.77, p=.044) meaning that the data was not 

normally distributed and therefore the non-parametric Wilcoxon signed rank test was used.  

The remaining attuned interactions subcategories and total scores all obtained non-significant 

results (p>.05) in the Shapiro-Wilk test and therefore the parametric ‘Student’ paired t-test was 
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used.  Table 4.3 below shows the results of the paired t-tests for attuned interactions between 

C1 and C3. 

Table 4.3 
 
Paired t-test results comparing mean participant’s attuned interactions at C1 and C3 
 

Pair Principle of 
Attunement 

Mean S.D. t d.f. Probability 
of 

significance 
1 C1 Being 

Attentive 
53.0 18.7 

-.806 2 .505 C3 Being 
Attentive 

61.3 12.5 

2 C1 Encouraging 
Initiatives 

41.7 14.8 

-3.61 2 .069 C3 Encouraging 
Initiatives 

65.7 7.51 

3* C1 Receiving 
Initiatives 

63.3 22.5 

*(w=0) NA .25 C3 Receiving 
Initiatives 

79.3 16.3 

4 C1 Developing 
Attuned 
Interactions 

47.7 21.1 

-7.43 2 .018 C3 Developing 
Attuned 
Interactions 

67.0 21.2 

5 C1 Guiding 4.67 2.52 -2.64 2 .119 C3 Guiding 11.0 6.56 
6 C1 Deepening 

Discussion 
3.67 2.08 

-1.36 2 .308 C3 Deepening 
Discussion 

13.0 9.85 

7 C1 Total  214 75.3 -2.58 2 .123 C3 Total  297 61.2 
* For receiving initiatives, the non-parametric Wilcoxon ranked test was used 

 
Table 4.3 shows that there was no significant difference between total attuned interactions 

scores at C1 and C3 for the mean participant (p>.05).  No significant difference was found 

between scores at C1 and C3 for the subcategories: being attentive, encouraging initiatives, 

receiving initiatives, guiding and deepening discussion.  A significant increase in scores 

between C1 and C3 was found for developing attuned interactions (t=-7.43, d.f. 2, p=.018, d=-
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4.29).  This result does not support the hypothesis that there will be a significant increase in 

attuned interactions after completing VERP. 

4.4 VERP and discordant interactions 

Hypothesis ‘b’ predicated that there will be a significant decrease in discordant interactions 

after completing VERP.  Discordant interactions were measured by recording the ‘missed 

interactions’ and ‘misattuned responses’ of each participant during cycle one (C1) and cycle 

three (C3) of the VERP intervention. 

Table 4.4 
The number of discordant interactions displayed by the participants during cycle (C1) and 
cycle 3 (C3) 
 

 Alex Charlie Jude Mean 
 C1 C3 %Change C1 C3 %Change C1 C3 %Change C1 C3 %Change 

Missed 
Interaction 

6 2 -66.7 1 0 -100 0 0 0 6.33 0.667 -89.5 

Misattuned 
Response 

1 0 -100 5 0 -100 0 0 0 2 0 -100 

Total 
Discordant 

7 2 -71.4 6 0 -100 0 0 0 4.33 0.667 -84.6 

 

Table 4.4 shows how there was limited data collected for discordant interactions.  At cycle one 

participants did not display high numbers of missed interactions or misattuned responses with 

the mean scores being 6.33 and 2.00, respectively.  Having limited data renders making 

conclusions difficult however there does appear to be a trend of decreasing discording 

interactions between C1 and C3.  Alex’s total discordant interactions decreased by 71.4% 

between C1 and C3.  Charlie’s did not record any discordant interactions at C3 and therefore 

decreased by 100% from C1.  Jude did not display any missed interactions or misattuned 

responses across both C1 or C3 and therefore there was no change in their score. 

 Comparison of means tests were conducted in order to test the hypothesis there will be 

a significant decrease in discordant interactions after completing VERP.  Testing comparison 
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of means was not possible for misattuned response due to the variance of the data collected at 

cycle three equalling 0.  Shapiro-Wilk tests for missed interaction and total discordant scores 

showed that both data sets were normally distributed (p>.05) and therefore ‘student’ paired t-

tests could be used. 

Table 4.5 
 
Paired t-test results comparing the mean participant’s discordant interactions at cycle one 
(C1) and cycle three (C3) 
 

Pair Principle of 
Attunement 

Mean S.D. T d.f. Probability 
of 

significance 
1 C1 Misattuned 

Interactions 
2.33 3.22 

1.39 2 0.3 C3 Misattuned 
Interactions 

0.667 1.12 

2 C1 Total 
Discordant 

4.33 3.79 

1.98 2 0.187 C3 Total 
Discordant 

0.667 1.12 

 

Table 4.5 shows that there was no significant difference in misattuned interactions scores 

between C1 and C3 (p= .3).  There was also significant difference found in total discordant 

interactions between C1 and C3 (p= .187).  Therefore, there is no evidence to support the 

hypothesis: there will be a significant decrease in total discordant interactions after completing 

VERP. 

4.5 Conclusion of Quantitative results 

Inferential statistical analysis did not support either of the following hypotheses:  

a) There will be a significant increase in attuned interactions after completing VERP. 

b) There will be a significant decrease in discordant interactions after completing 

VERP. 



100 
 

4.6 Youth Mentors’ Experiences of Using VERP 

 

 

Outcomes 
of VERP

Improved 
Mentoring 

Relatinoships

Improvements 
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Mentoring 
Dyad

Improved 
Mentee 

Outcomes

Improved 
Mentoring 

Skills
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Mentoring 
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process
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reality

Timing of the 
VERP process
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Videoing 
Mentoring 

Sessions

Reflection

Figure 4.1. Thematic map showing themes and subthemes which represents youth mentors’ experiences of using VERP 
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Two main themes were identified from the transcribed data by the researcher through thematic 

analysis.  The first theme, ‘Views on VERP’ reflects the mentors’ views on the practical 

elements of VERP and how they and their mentee were affected by these processes.  The 

second theme, ‘Outcomes of VERP’ provides insight into the mentor’s perception of the effects 

VERP has had on them and their mentee.  Figure 4.1 shows a visual representation, thematic 

map, of these themes and their subthemes.  These are discussed further below.  An example of 

a coded transcript can be found in appendix xx and a table of codes and themes can be found 

in appendix xxi. 

4.6.1 Theme 1: Views on the VERP process.  Theme one covers youth mentors’ views of 

the practical process of VERP.  This includes both the positive and negative aspects of the 

intervention.  Throughout the interviews the mentors provided their views on each step of the 

VERP process and these were further broken down into five subthemes: expectation vs. reality, 

timing of VERP, VERP training session, videoing mentoring sessions and reflection. 

4.6.1.1 Subtheme 1.1: Expectation vs. Reality.  Prior to beginning the study, the mentors had 

limited knowledge of VERP or what the process would entail.  Alex reported, “didn’t really 

have a clue what we were going to be doing”.  This led to some anxiety about taking part in 

VERP with Nicky stating, “at the start I was a wee bit nervous as if, aww no like what, am I 

going to do this right or wrong”.  It appears that lack of understanding of the VERP process 

led to the mentors feeling anxious about beginning VERP.  After completing VERP all the 

mentors reported VERP as being a positive experience with Jude stating, “yeah I think it’s a 

really good thing that I enjoyed doing”.  There was recognition that their anxious expectations 

of VERP did not match reality with Jude stating, “It wasn’t as formal as I thought it was going 

to be” and Jude explaining, “I actually think I’ve learned more about myself than I thought I 

would”.  In the end the mentors reflected that VERP was a positive experience, beneficial and 

something that others should receive. This view was neatly summed up by Charlie “I just think 
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it’s like so beneficial like…we were talking at the staff meeting and I was like, I wish everyone 

in this room could do it”. 

4.6.1.2 Subtheme 2: Timing of the VERP process.  Jude and Nicky both reflected on the timing 

of completing the VERP process in their mentoring relationships.  Nicky felt that doing VERP 

earlier would have provided more time to tackle issues brought up through having a closer 

relationship: “maybe like if I did the program a wee bit earlier on in…our mentee year that 

could have helped”.  Jude also felt that starting VERP earlier would be beneficial but reflected 

that it also depended on what your goals were from VERP: 

“I think that maybe starting earlier but then again…it depends if you 

want, if they wanted to get to know their mentee before they started or if you 

wanted to start off at the beginning…I think it was helpful that we started a 

little bit into it so that we actually knew our mentee and knew like some back 

story” 

The mentors viewed the timing of the VERP intervention as something that should be 

considered and is dependent on what the mentor wants to achieve from VERP.  Alex provided 

further insight into timing issues with VERP when they discussed difficulties with their mentee 

being absent from school however flexibility in the VERP process alleviated these difficulties. 

 “but that wasn’t like oh I’m disappointed because I don’t get to do my 

video today because I was like oh there’s next week, there’s the week after, 

you know, we’ll get it done, there’s no problem…I thought it was good there 

wasn’t a lot of pressure…you were very much like yeah no that’s grand we’ll 

get it done when we get it done” 
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This also highlights how the VERP guider is a factor in reducing the pressure of time constraint 

on the mentor, particularly during unforeseen circumstances such as their mentee not being 

available for a planned mentoring session. 

 4.6.1.3 Subtheme 3: VERP training session.  This subtheme encompasses the mentors’ 

views on the VERP training session they received prior to beginning the VERP intervention.  

Overall, the VERP training was viewed as a positive and beneficial experience as summed up 

by Charlie: 

“I think having that information, that session you done with us…it was 

so beneficial like, it told us everything, it was so detailed but it was like, it 

was everything you needed to know and like yeah it was really cool, it was so 

relaxed” 

Seeing video examples of VERP and getting the opportunity to practice were specifically noted 

as beneficial: “it was really beneficial like to look at the videos” (Alex) and “having the dummy 

run and like us talking through it like I knew it was natural” (Charlie).  Jude summarised the 

training session as: 

“Yeah it helped me understand what I was getting into and what I was 

going to do…like it helped me like, peace of mind sort of like, like it’s not that 

difficult what we are going to do, so…it was very helpful” 

The mentors felt that the training session prepared them for the VERP intervention, giving them 

peace of mind and settled any nerves about taking part in the process. 

 4.6.1.4 Subtheme 4: Videoing mentoring sessions.  Nicky and Charlie reported feeling 

anxiety regarding using the camera and how their mentee would respond to the camera in their 

mentoring sessions with Charlie stating, “I thought oh my word my mentee’s not going to be 
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like so cooperative with this because a camera is sitting there”.  Nicky noted how both the 

mentor and mentee initially felt anxious about using the camera:  

“even before we got the camera out {the mentee} was like aww I’m 

really nervous about this, and I was like honestly I’m more nervous than you 

so you’ll be fine”.   

The mentors reported a level of awkwardness in getting used to the camera in the early stages, 

“Initially it was a little bit awkward” (Alex).  After initial nerves and awkward feelings all the 

mentors reported that the camera was forgotten about.  They felt that in the end the camera did 

not negatively affect conversation with their mentee as both parties forgot that it was there and 

using the camera became described as “natural” (Charlie).  This is perhaps best reflected by 

Nicky who noted the previous anxiety of both mentor and mentee: 

“As we were doing it…the first video we did {the mentee} was…just 

talking away and all, like {the mentee} didn’t even know the camera was 

sitting there, which is really good and to be fair I didn’t, there was parts of it 

I hadn’t no clue it was sitting there either”. 

After the intervention the mentors reflected that having the camera present during the mentoring 

session was attributed as having a positive influence on their mentoring relationships.  Alex’s 

experience of having the camera during mentoring session was described as: 

“I think it was like…okay we are taking this seriously this, we’ve had 

our craic, we’ve had our banter, like this is our kind of serious time to talk 

through some stuff and…I don’t know whether it was the camera being there 

set a bit more of a tone or I don’t know…it just worked”. 
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The mentors described the presence of a camera as helping the mentee open up more, focussing 

mentoring sessions on more serious issues and subsequently strengthening and deepening the 

mentoring relationships.  After using the camera during VERP Charlie reported: 

“afterwards I was like to the school co-ordinator, oh I should just have 

that camera up every week…and pretend to record” 

Through participation in the VERP intervention mentors’ perceptions of using cameras during 

their mentoring sessions developed from nervous apprehension to seeing them as providing 

direct benefits to their mentoring relationships. 

 4.6.1.5 Subtheme 5: Reflection.  This subtheme includes the mentors’ views on their 

experience of using reflection during the VERP process.  Nicky described reflection as a new 

process: 

 “It was just trying to find out the things that I was doing well, because 

normally in a mentoring session…I don’t really analyse how I’m doing” 

The mentors reported finding some aspects of refection difficult such as “hearing your own 

voice on camera is not the best” (Jude).  Alex, Charlie and Nicky all mentioned choosing clips 

to bring to the shared review as an area they found difficult.  Alex reported feeling unsure about 

the clips chosen, “I’ve kind of picked these but I’m not really sure if this is the right thing to 

do”.  Charlie felt that picking clips that reflected improvements became harder as the process 

went on; “I think it was just so hard to look out for something different”.  This may have 

reflected Charlie coming close to or meeting their personal goal and therefore struggling to find 

any further improvements. 

 The VERP guider, through the shared review, was considered important in offsetting 

the difficulties faced by mentors with reflection.  Nicky stated: 
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“when I did it with you, you made it a lot easier.  You pointed out more 

things than I pointed out about myself and what I was doing well so, I enjoyed 

the way me and you picked out the things I was doing well in and it definitely 

did help.” 

During shared reviews the mentors noted that the assurance and encouragement provided by 

the VERP guider aided their ability to reflect on their practice.  The mentors noted that reflection 

was a positive process.  Jude reported that, “it was good to be able to watch back, like what you 

had done in the videos”.  The mentors reported how reflection enabled them to focus on 

improving their practice in future sessions:  

“I could go back into the next, ‘em session and improve what I’d done 

previously” (Jude) 

  “we came back and evaluated each video which I thought was really 

beneficial because then you can go away and focus on something better for 

next time” (Charlie) 

While reflection was a process that felt novel and initially awkward for the mentors, with 

support from the VERP guider, they were able to use it to promote improvements in their 

practice. 

4.6.2 Theme 2: Outcomes of VERP.  All of the mentors discussed different areas where they 

considered the VERP intervention to have had an effect.  All of the outcomes discussed by the 

mentors featured aspects that were deemed to be positive.  This theme encompasses these 

positive outcomes and divides them into the subthemes: improved mentoring relationship, 

improved mentor confidence, improved mentoring skills, improved mentee outcomes and 

improvements outside of the mentoring dyad. 
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4.6.2.1 Subtheme 1: Improved mentoring relationship. The mentors discussed how the VERP 

intervention resulted in an improved relationship with their mentee.  When asked on their 

opinion of the VERP process Alex’s first response was, “I thought it was really good, I thought 

it was really…beneficial for mine and my mentee’s relationship”.  The mentors reported that 

VERP supported them in creating strong and closer relationships with their mentee. 

“it helped me and my mentee, our relationship get closer because we 

are very close like and it did just help us, like the relationship get closer and 

closer, so it was really good” (Nicky)  

Alex and Jude discussed how VERP improved their mentoring relationships by helping them 

to reflect and review their mentoring sessions and deepen their understanding of their mentee.  

When asked about the skills learned from VERP Alex stated: 

“looking back at the sessions with them and being like…it’s really good 

we got to talk about that this week but next week I wanna go a wee bit deeper 

into that or they talked about that this week, I wonder why they talked about 

that, they never talked about that before and just reflecting on that” 

When asked about VERP improving their mentoring relationship Jude explained: 

“I think it definitely helped a lot…we were able to have that time to talk 

about stuff and then reflect about it and then go back in the next week and be 

like I remember this so we are going to talk about it and we are going to 

reflect a little bit more on that.” 

By reflecting on their sessions and deepening the conversation the mentors felt that the VERP 

intervention was able to encourage a change of focus of their mentoring relationships onto more 

serious topics such as the reasons for the mentee requiring mentoring: 
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 “we both started off in such like a craic banter kind of relationship…it 

would have been hard for us to go in to the alright let’s talk like social anxiety, 

let’s talk about like school and teachers and stuff.  Whereas this was like an 

easy way out for us both be serious…it was so natural, like it wasn’t forced 

so I think it allowed {the mentee} to be honest and open”. (Charlie) 

Charlie here shows how VERP encouraged a positive change in their mentoring relationship in 

a way that felt natural and unforced which resulted in the mentee being more open and honest 

within the relationship. 

 4.6.2.2 Subtheme 2: Improved mentor confidence.  The mentors discussed how their 

confidence improved through completing VERP.  Alex stated how VERP was, “beneficial for 

my confidence”.  The mentors described how their confidence increased through meeting goals 

and this gave them an improved perception of their abilities as a mentor.  Using VERP helped 

improve Jude’s confidence by seeing the progress both them and their mentee had made: 

“seeing that, I had made progress and that my mentee had made progress 

when actually you don’t think you do…it’s really good to be able to look back 

and see like where you have come from” 

VERP helped Charlie see that, “you are better than you think you are”.  Charlie goes on to 

describe how improved confidence in their mentoring abilities meant that they could “try 

different things and ask different or bigger questions” and “challenge” their mentee. 

 4.6.2.3 Subtheme 3: Improved mentoring skills.  The mentees discussed some improved 

outcomes that reflected their skills of developing a mentoring relationship.  These included: 

reflection, listening skills, following up with their mentee and using time wisely.  All of the 

mentors noted how their skills of reflecting on their own practice improved through completing 

VERP.  The mentors acknowledged how VERP helped them to increase their awareness of 
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what is going on with their mentee during their mentoring relationships.  Speaking about VERP 

Nicky stated, “yeah it’s definitely made me more aware, like of what was going on with my 

mentee.”  Completing VERP has introduced the mentors to the model of being a reflective 

practitioner and promoted the importance of being reflective when working with young people.  

This is reflected in Alex’s comments; “I think being a reflective practitioner is something in 

youth work that you need to be able to do”. 

 Charlie highlighted how VERP improved their awareness of listening skills; “it did 

make me really aware of that like, just how like simple things can like show them that you are 

listening”.  Charlie also stated that VERP helped them realise how “important eye contact is”, 

indicating an improvement in non-verbal listening skills. 

 Jude described how VERP improved their appreciation of the importance of following 

up with their mentee’s concerns; “they actually feel valued and important when you go back to 

them and be like so how was this or whatever”.  Jude here is connecting their own increased 

awareness of following up with the young person’s sense of importance and feelings of being 

valued. 

 VERP encouraged Charlie to make better use of their mentoring sessions and to “use 

that time wisely”.  VERP helped Charlie to see that the mentoring relationship had a finite 

amount of time and to try and get the best out of time they had. 

 4.6.2.4 Subtheme 4: Improved mentee outcome.  The mentors described how the VERP 

intervention provided positive outcomes for the mentee who was involved in the VERP process.  

Alex attributed improved mentee outcomes to a strengthened mentoring relationship developed 

through using VERP; “because of that our relationship strengthened and {the mentee} was a 

better person for it as well”.  The mentors also described how their mentees were able to 

experience improved relationships with them because of VERP.  Jude described VERP as 
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benefiting their mentee by allowing them to “actually be able to have a relationship with {their} 

mentor”.  Jude described VERP as giving their mentee “confidence” and Charlie and Nicky 

felt that VERP helped their mentees to open up more; “I think it allowed {the mentee} to be 

honest and open” (Charlie).  Finally, Alex stated, “I think it’s really benefitted {them}, {the 

mentor} has another role model in {their} life”.  VERP is being advocated here as helping the 

mentor provide a positive role model in the life of the mentee. 

 The mentors viewed VERP as being a generally positive experience for their mentees’ 

and improved their relationship with the mentor, confidence and ability to open up in mentoring 

sessions.   The mentor becoming a positive role model through VERP was also seen as a positive 

outcome for the mentees. 

 4.6.2.5 Subtheme 5: Outcomes outside of the mentoring dyad.  All the mentors described 

how they were using the skills learned through VERP in contexts outside of the research 

focussed mentoring dyad.  Charlie stated that; 

“even though I was only doing this with one pupil I found it so beneficial 

across all my pupils because you knew what to look out for, what to do more 

of, what not to do more of” 

The mentors described being able to use the skills learned through VERP in other aspects of 

their mentoring work such as other mentoring relationships and when working in a “group 

setting” (Charlie).  They also felt that the skills were useful at improving other relationships 

outside of mentoring.  When reflecting on using the VERP skills, Nicky stated; 

“you know we just did it with a mentee there but like you can use that there, 

em skills in everyday life with someone you know, like your parents and your 

friends and stuff like that, if they are going through a hard time…you have 

them kind of skills to see what is kind of going on with them and stuff” 



111 
 

Nicky’s view of using VERP skills with other relationships outside of mentoring was a common 

view across all the mentors.  The mentors felt that VERP had had an improvement in their skills 

of helping people in general.  One of the mentors, Alex, felt confident enough to talk about their 

reflective practice skills, developed through VERP, during a university interview; 

“I had a university interview actually and I talked about this…I got in…so I 

don’t know it’s down to VERP but…yeah they talked about reflective practice 

and I told them about this.” 

The mentors presented views that VERP helped support their professional development and 

had a positive influence on their relationships outside of the research focused mentoring dyad. 

 4.6.3 Summary of qualitative results.  The participant mentors discussed their 

experiences of the VERP intervention.  After some apprehension and poor understanding of 

VERP the mentors generally viewed the intervention as a positive and beneficial experience.  

The mentors provided views on three key areas of the VERP intervention: training/information 

session, videoing mentoring sessions and reflection.  The pre-VERP training session was 

viewed by the mentors as a useful exercise in providing them with information about VERP 

and alleviating any pre-intervention anxiety.  Seeing video examples of VERP and having a 

practice go were considered particularly beneficial. The mentors expressed anxiety regarding 

using video cameras during their mentoring sessions.  After some initial awkwardness all the 

mentors noted how using the cameras became natural and were largely forgotten about during 

mentoring sessions.  After the intervention, the camera was regarded as having a positive 

influence on the mentoring sessions by helping focus conversation and deepening the mentoring 

relationship.  Regarding using reflection, the mentors described this as a new and sometime 

difficult process.  Support from the VERP guider during shared reviews was considered as 
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helpful to the mentors in growing their reflection skills and after the intervention the mentors 

viewed reflection as improving their mentoring practice. 

 The mentors discussed areas of improvement they experienced as a result of completing 

the VERP intervention.  All the mentors felt that their mentoring relationship with the VERP 

focused mentee had improved through the intervention.  Three of the mentors discussed how 

VERP provided a positive effect on their confidence.  The mentors believed there were 

improvements in skills specific to mentoring relationships such as: reflection, listening skills, 

following up with the mentee and using time wisely.  Skills learned through VERP were also 

viewed as transferring out of the focused dyad to other mentoring relationships and to 

relationships with people outside of mentoring practice.  Finally, the mentors discussed some 

of the improved outcomes they seen in their mentee as a result of VERP, including: improved 

confidence, improved relationship with mentor and being able to be honest and open up during 

mentoring sessions. 
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5.0 Discussion 

5.1 Overview 

 The present study aimed to explore the feasibility of using video enhanced reflective 

practice (VERP) as a training program for youth mentors. A mixed methods study design was 

used to investigate changes in youth mentors attuned interactions and mentor efficacy through 

taking part in a VERP intervention.  Qualitative analysis was used to investigate the youth 

mentor’s views on taking part in the VERP process.  The study findings will be organised in 

line with the research questions and the discussion will relate findings to relevant theory and 

previous research.  Recommendations based on the emerging findings will be outlined and the 

implications for Educational Psychology practice and future research will be considered. A 

critical appraisal of the methodology will be presented, including the strengths and weaknesses 

of the study design, data collection techniques and analysis. The chapter concludes with a 

personal reflection on the researcher’s experience of completing the thesis. 

5.2 Research Question 1: Are there any changes in the communication patterns of 

mentors as a result of VERP, as measured by: 

i. Frequency of attuned responses by mentors to mentees. 

ii. Frequency of discordant initiatives by mentors to mentees. 

 

The findings of the current study add to findings of previous research which found that 

the frequency of attuned responses increased post-VERP intervention (Hewitt et al., 2015). 

Further, the current study extends on the previous research by using qualitative methods to 

explore the feasibility of using VERP to improve communication skills of youth mentors.   

Whilst no significant difference could be found for changes in frequency of attuned or 

discordant interactions between Cycle one and Cycle three, all the participants showed 
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increases in frequency of their total attuned interactions, and Alex and Charlie experienced 

decreases in the frequency of their discordant interactions.  Jude did not display any discordant 

interactions at Cycle one or three and therefore no change was recorded.  This would suggest 

that the three participants showed positive trends in their frequency of attuned interactions as 

a result of taking part in the intervention.  The low number of participants used for analysis 

would make finding any significant inferential statistics difficult.  Therefore, the results of this 

study must be interpreted with caution and the understanding that while the positive trends 

found indicate some advantage of using VERP to improve the frequency of attuned interactions 

between mentor and mentee, more extensive research would be required to make concrete 

conclusions. 

 Kennedy (2011) discussed how the VERP approach aims to move clients from the ‘no-

cycle’ to the ‘yes-cycle’ of receiving initiatives, by reducing discordant interactions and 

increasing attuned interactions.  The results from the current study suggest that the participants 

may be in the process of moving from ‘no-cycles’ to ‘yes-cycles.’ Studies that examine the 

outcomes of using VERP have rarely examined this process directly and opted instead for self-

report measures (Quinn, 2015; Craddock & Branigan, 2017) and qualitative reports (Murray, 

2016).  This may be due to studies focusing on how VERP can be used to improve factors 

related to the target population and taking improvements in communication for granted.  One 

such example is Cruikshank, Findlay and Quinn (2017) study which researched the question, 

“Does Video Enhanced Reflective Practice (VERP) help staff to implement resilience theory 

in practice?” (p.1).  Hewitt, Satariano & Todd (2015) discussed a rare example of a study that 

attempted to quantify and measure attuned interactions directly by observing classroom 

assistants with their pupils.  The current study adopted a similar methodology to Hewitt et al. 

(2015) and therefore comparisons can be drawn.  Like the current study, Hewitt et al. (2015) 

found that VERP training seemed to impact positively on relationships between the client 
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(classroom assistant) and the children they were working with.  They noted how improvements 

in different principles of attunement were observed for each of their participants and that these 

improvements reflected the greatest area of need for the participant, prior to beginning the 

VERP intervention.  Results from the current study tentatively lean towards a similar 

conclusion, that the participants areas of need may have been different prior to beginning the 

study.  Alex appears to improve across all the principles of attunement, however in comparison 

to the other participants Alex shows strongest improvement in the earlier categories (‘being 

attentive’, ‘encouraging initiatives’ and ‘receiving initiatives’).  This could reflect how Alex 

used VERP to focus on improving the earlier communication skills with their mentee.  In 

contrast Jude, who was already quite skilled in the earlier principles of attunement  at C1, made 

most progress in the area, ‘deepening discussion’ – the interaction principle they had 

demonstrated least at the beginning.  Charlie’s profile reflected a more mixed picture across 

the attuned principles.  Charlie initially performed reasonably well across the early principles 

of attunement and experienced the largest improvements in ‘encouraging initiatives’, 

‘developing attuned interactions’ and ‘guiding’.  However, Charlie experienced a small dip in 

‘being attentive’ and ‘deepening discussion’, interactions that are at the extreme ends of the 

hierarchy of attuned principles.  This could be explained by Charlie changing and narrowing 

their focus on developing communication skills on the areas that reflected improvement.  

However, it is important to note here that the measurement of principles of attunement are not 

expected to remain static and are influenced by the goals of the mentor, the activity being 

completed by the mentoring dyad during analysis and, the form and presentation of the mentee 

at the time of analysis.  As such, natural variations in the principles of attunement are to be 

expected as the mentor adapts their practice to reflect the context of the mentoring activity and 

presentation of the mentee.  Furthermore, by examining each participant’s performance closely, 

we can see how performance in the different subcategories of the principles of attunement may 
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reflect the ‘helping question’ selected during the first meeting between the VERP client and 

guider.  Although ‘helping questions’ were not recorded for analysis in this study, the 

researcher can confirm that all the participants chose helping questions that would reflect the 

‘developing attuned interactions’ or ‘guiding’ principles (e.g. “I want to build my confidence 

at asking more difficult questions to my mentee”).  This may explain why the most consistent 

gains in attuned interactions were seen in these areas for the mentors in this study. 

 Lyons (2019) discussed how better mentoring outcomes for the mentee are achieved 

through improving the mentoring relationship quality.  It is therefore pleasing that qualitative 

data showed how the mentors felt that their mentoring relationships had improved through the 

VERP process.  The mentors discussed how an increased emphasis on self-reflection helped 

them gain a deeper understanding of their mentees and how VERP encouraged a positive 

change of focus in their mentoring relationships.  Podmore, Fonagh and Munk (2014) discussed 

how emotional closeness within a mentoring relationship was one of the factors that improved 

mentoring outcomes for mentees.  The deeper understanding of their mentees that the mentors 

allude to in this study may reflect increased empathy for their mentee which could present itself 

as increased emotional closeness.  The mentors also discussed how they felt that their 

strengthened mentoring relationships resulted in positive outcomes for their mentee including 

increased confidence and willingness to be open and honest. The ultimate aim of research in 

mentoring should be to improve outcomes for the mentees so it important that this study was 

able to show that the VERP training program for mentors might lead to improved outcomes for 

the mentee. However, this study was unable to receive feedback from the mentees on their 

views of the VERP intervention and no quantitative data was measured to investigate outcomes 

for the mentee as a result of the VERP intervention.  These are two vital areas of missing 

information that limits this study’s ability to draw any further conclusions about the outcomes 

for the mentee. 



117 
 

 5.2.1 Key Implications of Research Question 1.  This study may cautiously build 

on the existing research base that examines the effectiveness of training programs for youth 

mentors by highlighting that VERP may improve mentoring relationship quality through 

contributing to an increase in attuned interactions and decreasing discordant interactions 

between youth mentors and their mentees.  As such the results of this study may offer partial 

support for Kupersmidt and Rhodes’ model of mentor training and youth outcomes (Figure 2.5, 

Kupersmidt & Rhodes, 2014) which illustrates a connection between mentor training and 

positive mentee outcomes via mentor-mentee relationship quality, relationship length and 

mentor retention.  Although no statistically significant results were found there are positive 

trends that indicate VERP may be a feasible approach to support mentors develop the quality 

of their relationship with their mentees.  The results of this study are comparable to other 

studies that have examined the effects of specific training programs for mentors on mentor-

mentee relationship quality.  For example, Brooks (2011) and DelZenero (2015) also did not 

find statistically significant gains in mentor-mentee relationship quality as a result of using 

their respective mentor training programs. 

 No previous studies have  attempted to use VERP with youth mentors however,  VERP 

has been shown to support professionals such as classroom assistants (Hewitt et al., 2015), 

teachers (Quinn, 2015), early years practitioners (Birbeck et al., 2015) and trainee educational 

psychologists (Murray & Leadbetter, 2018).  Additionally, with the exception of Hewitt et al., 

(2015) no other VERP studies have directly measured attuned and discordant interactions of 

their participants to measure the improvements in interactions and communication.  This study 

adds to Hewitt’s findings in showing that clients show trends of improvement in the principles 

of attunement and that the improvement may reflect the goals of the client (mentor).  The 

hierarchical nature of the principles of attunement and how the client’s goals are related to 
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changes in the different subcategories within the principles of attunement are areas that warrant 

further exploration through research.   

5.3 Research Question 2: What are the mentors’ experiences of using VERP? 

 The mentors’ experiences on completing the VERP intervention were reflected across 

two overarching themes, ‘Views on the VERP process’ and ‘Outcomes of VERP’.  These will 

be discussed in relation to relevant research and in reflection of the results from research 

question one. 

 5.3.1 Outcomes of VERP.  The overall experience for the four mentors was that 

VERP was a positive experience that resulted in a range of positive outcomes.  One of the key 

findings was that mentors considered VERP to have improved their mentoring relationship 

with the mentee that they used as the focus of the VERP program.  The mentors described how 

VERP encouraged them to reflect on their work with their mentees, which allowed them to 

naturally deepen discussion into areas that they viewed as important for the mentoring 

relationship.  The quantitative analysis described in research question one was unable to 

support the hypotheses that attuned interactions would increase and discordant interactions 

would decrease through taking part in the VERP intervention.  Research question one is 

focused on change as a result of the intervention and while significant statistical proof cannot 

be found to support change it is pleasing to see the positive accounts from the mentor 

participants that indicate they experienced positive improves in their mentoring relationships 

and activity, including relationship quality, confidence and skills.  This finding also shows 

some support for part of the model of mentor training and youth outcomes (Figure 2.5, 

Kupersmidt & Rhodes, 2014) by indicating a connection between mentor training and an 

improvement in mentor-mentee relationship quality.  The quantitative analysis showed how 

Alex was perhaps the participant who benefitted most from the VERP intervention with the 

largest overall attuned interaction percentage gain and consistent gains across the principles of 
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attunement.  Alex provided some excellent insight into their experience of using VERP, 

describing it as “beneficial” for their mentoring relationship.  VERP introduced practice of 

reflection to Alex and this appeared to be a catalyst to their success.  Alex described reflection 

as “really good” and how it helped them to go “deeper” into topics discussed by the mentee.  

Alex genuinely bought into the concept of reflective practice and even discussed talking about 

being a reflective practitioner during a university interview while attributing VERP as having 

introduced this skill to them.  It is perhaps a natural enthusiasm for being a reflective 

practitioner married with the knowledge and skills developed through VERP that has resulted 

in Alex experiencing the largest gains in attuned interactions.   

An additional finding was that the mentors perceived the VERP training had resulted 

in improved outcomes for their mentee.  Charlie and Nicky described how in their view VERP 

had helped their mentees to open up about their difficulties.  As discussed in research question 

one Charlie had a decrease in the ‘being attentive’ and ‘deepening discussion’ principles of 

attunement which was attributed to a narrowing of focus to reflect a helping question that 

focussed on principles of attunement in middle sections of the principles of attunement list (see 

figure 2.6).  Kennedy (2011) describes communication and interactions as being like a dance 

routine between people where there are rhythms of interaction.  Charlie may be experiencing 

this ebb and flow of interaction which has presented in the video analysis as a decrease in 

‘being attentive’ because Charlie is potentially taking more participation time in the interaction.  

However, ‘Encouraging initiatives’ and ‘developing attuned interactions’ were strengths of 

Charlie which are areas that you would expect to be reflected as their mentee increasing 

participation in conversation.  This presents a rather confusing profile and perhaps what is not 

coming across in the quantitative analysis is the rhythm of interaction where Charlie is using 

their newfound skills (reflection and confidence) to encourage the mentee to participate.  

Charlie’s own view was that their mentee was opening up more about their difficulties which 
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indicates that from their perspective VERP was encouraging some form of positive change in 

their mentoring relationship.  The mentors felt that gaining a stronger mentoring relationship 

through the VERP process was of benefit to the mentee.  This finding provides support for the 

second half of the model of mentor training and youth outcomes (Kupersmidt & Rhodes, 2014) 

by indicating a connection between mentor training and positive outcomes for the mentee 

through improved mentor-mentee relationship quality. 

 The mentors within this study highlighted some of the skills they had developed using 

VERP.  All the mentors noted how they had improved in their skill of reflecting on their 

practice.  The mentors appear to be using the skills of self-modelling and reflective functioning 

which are both important aspects of VERP (Fonagy et al., 1991; Landor, 2015).  In short, the 

mentors appear to be learning to change their behaviours by watching and reflecting on their 

own practice.  Birbeck et al. (2015) also described how VERP developed early years workers 

skills of reflection which increased their understanding of the impact of their actions on the 

children’s development and learning needs. Charlie noted how they had improved their 

awareness of listening skills and Jude described an increase in their appreciation of the 

importance of following up on their mentee’s concerns.  Jude’s comments regarding improving 

their awareness of the importance of following up with their mentee may reflect their largest 

area of improvement in the principles of attunement.  Jude made the largest percentage gain 

(+950%) in the area of ‘Deepening Discussion’ which reflects their ability to use information 

previously gained from their mentee to challenge and promote positive change in their 

mentoring relationship.  Listening and following up with clients are key empathetic skills that 

aid in developing therapeutic relationships (Rogers & Welch, 2009).  Another key finding is 

that all the mentors felt that the VERP intervention had improved their confidence as a mentor.  

This is a pleasing finding for all the mentors, but perhaps more so for Charlie who experienced 

a decrease in two areas of the principles of attunement.  Charlie experiencing the VERP 
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intervention as improving their confidence shows that the gains made in some areas of the 

principles of attunement have overshadowed their losses in other areas.  This may highlight the 

value that the mentors place on experiencing gains in areas that reflect their goals for the 

intervention.  Jude described how watching videos of their improved performance was a 

positive experience reflecting  ‘Self-Theory’ which suggests that receiving positive feedback 

improves a person’s self-image and has a positive impact on their performance (Dweck, 2000 

cited in Landor, 2015).  Other studies have indicated a connection between completing VERP 

and increased client confidence, including Jarvis and Lyon (2015) who found that VERP 

improved the confidence of primary school teachers which led to an improvement in their 

perceived competence and self-reliance.  Increased confidence in their ability is important for 

youth mentors as studies have shown that mentors who have increased mentor efficacy are 

more affectively committed to their role which improves the mentor-mentee relationship 

quality and mentor retention (Lejonberg & Chrispohernson, 2015). 

 The benefits experienced by the mentors through completing VERP appear to transfer 

beyond the mentoring dyad that was the focus of the intervention.  The mentors described how 

their new found skills transferred to their other work within the mentoring program e.g. other 

mentoring relationships and group work with young people.  Not only were the skills adapted 

to other aspects of the mentoring program, but a ripple effect was experience in relationships 

outside of the mentoring program i.e. with friends and family.  Alex described using the skills 

of reflection developed through VERP to support their professional development through their 

application to University. 

 5.3.2 Views on the VERP process.  The mentors provided invaluable insight into 

their experiences of the different aspects of the VERP process.  It was clear that the mentors 

experienced a level of anxiety about taking part in the VERP process which appeared to be 

largely down to not knowing what the program entailed.  It was possible that none of the 
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mentors had previously experienced the self-reflection required in VERP and as such they 

displayed concerns about not doing the “right” thing or being judged.  However, once they 

realised and experienced what VERP was they all described the experience as positive and 

beneficial.  By the end of their VERP journey some of the mentors described wanting to 

endorse VERP as a method their colleagues should receive.  Murray and Leadbetter (2018) 

also found that educational psychologists who used VERP had initial anxieties as well which 

was offset thanks to participating in a pilot run of VERP prior to using it in practice.  The initial 

training provided in this study provided the mentors with an opportunity to have a practice go 

at filming and reflecting on a video in a safe, learning environment.  The mentors reflected on 

how their initial anxieties were settled through the information and practice provided through 

the pre intervention training session. 

 An important key finding of this study is the unexpected positive effect of using a video 

camera during mentoring sessions.  Several studies have highlighted that participants of VERP 

have initial anxiety regarding using video camera and being videoed (Jarvis & Lyon, 2015; 

Murray & Leadbetter, 2018).  The mentors in this study had similar concerns early in the VERP 

process.  However, what transpired was a realisation from the mentors that having a video 

camera present had a positive impact on their mentoring activity.  The mentors described the 

presence of a camera as helping their mentee open up more and focussing the mentoring session 

on more serious issues.  There is a growing research base to suggest that mentoring young 

people through video (e-mentoring) can improve their outcomes (Collier, 2009; Shpigleman et 

al., 2008; Shpigleman et al., 2009).  However, there are currently no known studies that have 

investigated the effects of having a video camera present during a one on one in-vivo mentoring 

session.  There is also a lack of data, from this study and the research field, that shows the 

mentees’ viewpoint of using camera during a mentoring session. 
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 Another key finding of this study is the value of having a shared review with the 

researcher (as VERP guider) on supporting the mentors with reflecting on their practice.  All 

the mentors found aspects of the reflection process difficult e.g. seeing themselves on camera 

and picking out moments of good practice to bring to the shared review.  Contrary to the other 

mentors Charlie found that picking clips got more difficult as the intervention progressed.  This 

may reflect difficulties with Charlie’s helping question (goal for VERP).  It may be the case 

that Charlie felt their personal goal was achieved earlier in the VERP process and struggled to 

find novel examples of improved practice to bring to the shared review.  In normal 

circumstances when a client feels they have met their personal goal the VERP guider would 

either finish the VERP training or work with the client in developing a new goal.  In Charlie’s 

case the researcher felt that starting a new goal would be inappropriate as it would have likely 

required going over three VERP cycles to achieve their second goal.  To keep methodology 

consistent all participants in this study were required to complete three cycles of VERP so 

Charlie was asked to continue working on an achieved personal goal which may reflect their 

perceived increasing difficulty with choosing clips for the shared review.  This may also have 

been a factor in Charlie experiencing decreases in the principles of ‘being attentive’ and 

‘deepening discussion’.  Charlie’s goal for VERP was centred on supporting their mentee to be 

more open which would reflect principles of ‘guiding’ and ‘developing attuned interactions’.  

Being asked to continue focus on a goal that the mentor considered met may have caused the 

mentor to over-focus on principles that reflected their goal to achieve more success.  This could 

have been at the detriment to principles such as ‘being attentive’ which saw a decrease.  This 

highlights the importance of following the VERP clients lead and moving on from goals that 

they feel they have met.  All the mentors discussed how the assurance and encouragement 

provided by the VERP guider, during the shared review, facilitated their ability to reflect on 

their practice.  Other studies have also highlighted the importance of the VERP guider in the 
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shared review process with Murray and Leadbetter (2018) explaining that the relationship built 

between the VERP guider and the client can create a comfortable environment that offers the 

clients a reflective space to closer examine their professional practice.  Overall, the mentors in 

this study described reflection through the shared review as a positive process that enabled 

improvements in their practice. 

 One final finding from this study was the issue of timing of the VERP intervention 

during the mentoring relationship.  Appendix xxv details the timeline of the VERP intervention 

and how the intervention started when the participants’ mentoring relationships were about the 

halfway stage in the year.  Jude and Nicky both considered timing something that should be 

considered before beginning VERP training.  On one hand they felt that VERP training would 

be beneficial in the early stages of developing a mentoring relationship however Jude pointed 

out that already having a relationship and knowing their mentee was helpful.  This highlights 

the flexible nature of VERP in that there is no prescribed time that the VERP intervention 

should be completed in a relationship.  The VERP principles of attunement are hierarchical, 

meaning that regardless of the time/stage or strength of a relationship the client can work to the 

level that is required for them.  Mentors in early days of a mentoring relationship can work on 

the early principles (being attentive and encouraging) whereas mentors who are working 

through difficulties in relationships that are more developed can focus on later principles 

(guiding and deepening discussion).  This suggests that the VERP intervention incurs different 

levels of success to mentors at different stages in their relationships and mentoring careers.  

This is a factor that should be considered when designing studies as controlling the time of the 

intervention, by ensuring that all participants complete the study at the same stage in the 

mentoring relationship, will mean that some mentors do not experience the full benefits of the 

intervention.  Timing of the VERP intervention may have been one of the factors that 

influenced the quantitative results in the present study.  Other studies have highlighted how 
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clients found the flexible nature of VERP one of the great strengths of the process (Jarvis & 

Lyon, 2015; Murray & Leadbetter, 2018).  Alex added further weight to this by discussing how 

the flexibility of the VERP intervention was a factor in alleviating difficulties with their mentee 

not being available for mentoring sessions due to absences from school. 

 5.3.3 Key Implications of Research Question 2.  The key implication is that despite 

the fact that there were no statistically significant findings in terms of  the frequency of attuned 

interaction as a result of the VERP intervention, it was reported to be of value to the participant 

mentors and to be a positive training experience. The mentors described a range of positive 

outcomes they considered arose from taking part in the VERP intervention including 

improvements in their listening and reflection skills, along with improvements in confidence 

of their mentoring ability.  It is also important to note that the mentors in this study experienced 

a ripple effect of the outcomes of the VERP training out of the main mentoring dyad to other 

mentoring and non-mentoring relationships. 

 In addition, the mentors provided some key practical insights into their experiences of 

the VERP process.  Whilst they appear to have experienced some anxiety regarding their 

performance and using video cameras, prior to starting the intervention, these anxieties were 

alleviated through a VERP training session provided before beginning the VERP cycles.  

Similar to Murray and Leadbetter (2018) this study found that having an opportunity to practice 

filming and reflecting on videos provided much needed reassurance for participants.  One key 

implication found was that although mentors were initially anxious about using video cameras 

during their mentoring session, post intervention, they reported that the presence of a camera 

brought surprising gains in to the mentoring relationship/activity in that it helped to them to 

manage their time and focus the mentoring session onto more serious topics.  The mentors also 

highlighted the benefits gained through working with the VERP guider in the shared review.  

Assurance and encouragement from the VERP guider were seen as aiding the mentors in 
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reflecting on their performance.  Finally, the mentors of this study found that the flexibility 

offered by the VERP process was beneficial to counteract unforeseen difficulties such mentees 

not being available for recorded mentoring sessions. 

5.4  Research Question 3: What are the mentee’s experiences of being mentored using 

VERP? 

This study attempted to answer this research question by obtaining the mentee’s views through 

a questionnaire (see appendix iv) given to the mentees after each mentoring session that was 

part of the VERP intervention.  The mentors were tasked with providing the questionnaires to 

their mentees and completed questionnaires were to be returned to the researcher via the mentor 

or the mentor’s supervisor.  The rationale for asking the mentors to take responsibility for 

distribution of these questionnaires was to reduce contact between the researcher and the 

mentee.  Contact between the researcher and the mentee during the intervention period was 

considered to introduce an unwanted factor that may have influenced the mentoring 

relationship and the mentees perception of their participation in the study.  This study aimed to 

keep the mentoring sessions, from the mentee’s perspective, as natural as possible with the 

introduction of video cameras being the only major difference outside of the mentor adapting 

their own mentoring approach as per the VERP intervention.  Unfortunately, none of the 

mentee questionnaires were returned to the researcher and as such the views of the mentees 

were not available to be analysed.  This may reflect the burden placed upon the mentors, given 

that they had to negotiate using the recording equipment alongside their general mentoring 

commitments, adding the responsibility of encouraging their mentees to complete a 

questionnaire may have been a step too far.  This may also reflect the limited time that the 

mentors have available to spend with their mentees within school.  Time may have run out at 

the end of the mentoring session and the mentee needs to return to class and therefore giving 

no time to the mentor to pursue the mentee questionnaire. 
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 Obtaining the mentee’s experience of being mentored by a mentor who is completing 

the VERP intervention is vital information that is missing from this study.  The studies 

investigating the outcomes of training programs for youth mentors found through systematic 

review of the literature base also neglected to collect the views and experiences of the mentees 

(Brooks, 2011; DelZenero, 2015; Foukal et al., 2016 & McQuillin et al., 2015) and therefore, 

this remains a gap in the literature base.  It will be important in future to investigate the 

perspective of the mentees to see if the improvements in the mentoring relationship experienced 

by the mentors are reflected in the views of the mentees. 

5.5 Critical Appraisal 

This study adopted a mixed methods study design that included both quantitative and 

qualitative data collection and analysis.  By using a mixed method design this study benefitted 

from being able to use the qualitative accounts to explore the research questions in more depth 

and explore the findings of the quantitative analysis.  A further strength arises from the fact 

that VERP is a well-structured program that requires a level of training and supervision to 

conduct.  Whilst there was an element of flexibility in that participants could choose their own 

goals for the VERP intervention the process of videoing, self-reflection and shared reviews all 

follow a consistent approach that is replicable by other trained researchers and practitioners.   

In addition, the previous research base included studies that were all completed in USA 

with an American participant base.  A strength of this study is that it explores training mentors 

in a UK population where awareness of mentoring is perhaps not as strong. 

However, there are a number of methodological limitations to the study. The present study used 

a pre-experimental approach to its quantitative analysis and therefore did not include a control 

group.  Participants in the study were compared against themselves at two points in time 

(pre/post VERP training).  This diminishes the strength of claims that can be made from the 
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data, as without comparison to a control group, any improvements found cannot exclude natural 

change over time.   

Additionally, only three participants completed the VERP training.  Three participants 

is recognised as a low number and, whilst low participant numbers allowed the researcher to 

interpret the findings of each participant individually which provided some insight on a case 

study basis, findings cannot be generalised across the youth mentoring population.  

Furthermore, the present study did not select participants at random. Sampling was 

opportunistic in the sense that researcher recruited participants from one mentoring 

organisation.  This raises the possibility of selection effects and, future studies may wish to 

include an invitation to mentors from numerous organisations to gain a more generalisable 

result.  Additionally, results of the present study must be considered in the light that participants 

volunteered to take part.  It could be the case that participants who are more likely to volunteer 

for a research project that included training, are more likely to benefit from training. 

 Quantifying the principles of attuned interactions may have involved some subjectivity.  

To minimise this the second analysis for the principles of attuned interactions was completed 

by an experienced VIG practitioner, and the interpretation of each principle was discussed to 

reduce subjectivity in ratings.  After analysis inter-rater consistency appeared to be good 

between the researcher and the experienced VIG practitioner.  The experienced VIG 

practitioner who acted as second analyst for the principles of attunement was also the same 

individual who provided supervision to the researcher during the intervention.  This raises the 

possibility that the experienced VIG practitioner had a vested interest in the results of the study.  

Future studies may wish to reduce this bias by using a second analyst who has experience of 

VIG but has not been involved in the study. 
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 Furthermore, this study analysed the first and last cycles of VERP in order to determine 

if there were changes in attuned interactions over time.  Time and resource constraints did not 

permit this study to analyse all cycles for each participant.  An analysis of each cycle may have 

shown at which point change occurred for each participant and how much change occurred 

after each cycle.  This could discover when the biggest changes happen during the intervention 

to make the process more efficient.  This data could also be linked to a measure of how close 

the participants feel they are to their goal.  Participants rated their goals during each shared 

review as part of the VERP process however this study did not document that data as part of 

the research project.  Not recording this data may have presented a missed opportunity to 

analyse connections between perceived participant improvements towards their goal and 

changes in attuned/discordant interactions. 

 Research question one asked was there any changes in communication patterns as a 

result of taking part in the VERP intervention.  When designing this study the VERP 

intervention was considered to include the three VERP cycles (recording, reflection and shared 

review) and as such pre and post measurements were taken as the first recording and last 

recording to see if there were any changes in attuned or discordant interactions.  Taking this 

approach to data collection meant that the VERP information and training day and the helping 

question session came before the premeasure.  Both these events could have had an impact on 

the participants communication patterns and should have been included within the examined 

intervention period.  This is particularly pertinent given that participant mentors in this study 

provided such positive views regarding the VERP training day.  Future studies should try to 

quantify the effect of the training day and helping question session by conducting the 

premeasure before these events.  This could be done by asking the mentors to record a 10 

minute section of their mentoring relationship prior to any introduction to VERP concepts, 

participants could then withdraw from the study after receiving information about VERP if 
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they felt the training program was not appropriate or suitable to them.  Analysis could 

determine if there are any significant improvements in communication patterns from pre 

training day and post VERP intervention.  Further analysis could compare the effect of this 

change to the change between post VERP training (VERP cycle one) and post VERP 

intervention (VERP cycle three) to determine which part of the whole intervention is having 

the most significant effect, VERP training day or three cycles of VERP intervention.  This 

could indicate that the VERP training day alone might provide enough support to mentors to 

improve their communication patterns without completing the whole intervention which would 

reduce the time burden of training in future. 

 The qualitative data collection and analysis, whilst it added valuable insights to the 

study, introduces its own methodological challenges. Most significantly, post intervention 

interviews were conducted by the same researcher who acted as VERP guider during the 

intervention.  A possible benefit of this is that participants had built a relationship with the 

researcher through the intervention and may have felt more comfortable to open up and discuss 

their views of the VERP intervention.  Conversely, the participants could have felt unable to 

discuss negative aspects of the intervention in front of the person who had supported them 

through it. Further, because the VERP shared reviews involved discussion between the 

researcher and participants, involving a high level of self-reflection and reflection on practice, 

it is possible that some valuable data was lost from the post intervention interview as the 

participant felt they had already discussed topics during shared reviews.   Having different 

researchers act as VERP guider and post intervention interviewer would reduce this loss of 

information and reduce the social desirability effect. 

 This study was unable to obtain the viewpoints of the mentees whose mentors were 

taking part in the VERP study.  The mentors were provided with questionnaires to provide to 

their mentees after each recorded mentoring session (see Appendix iv) however, none of these 
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were returned to the researcher.  This may reflect the amount of burden placed on the mentors, 

given that they already had to balance their mentoring duties with taking part in VERP.  In 

order to best understand the impacts of VERP on the mentoring relationship it is vital that the 

viewpoints of the mentee are obtain and therefore future studies should find a way of obtaining 

their views without placing additional burden on the mentor.  Future researchers may wish to 

obtain the views of mentees directly by conducting interviews with the mentees after the 

intervention has been completed.  This could be completed as one to one interviews or as part 

of focus groups.  Future researchers could distribute a similar questionnaire, similar to the one 

used by this study, by providing it themselves to the mentee.  However, should this option be 

taken the implication of a researcher being in contact with the mentee during the intervention 

period should be considered as having impact on the mentoring activity and relationship.  

Additionally, the viewpoints of the mentoring program supervisors and managers are missing 

from this study.  The views of the mentoring program supervisors and managers would provide 

insight into how the VERP training program has impacted on the time and resources of the 

organisation and whether they felt it was a feasible training program for improving the practice 

of their mentors. 

 In conclusion, the present study has some internal methodological issues that limit 

meaningful conclusions from its statistical data.  However, the inclusion of the mentor’s views 

through qualitative data is an important component to this study that is missing from others.  

The mentor’s qualitative accounts of their experiences of the VERP training program provide 

a valuable insight into its applicability to the mentoring context. 

5.6 Recommendations for Future. 

 To the researcher’s knowledge, VERP has never been used a training method for youth 

mentors and therefore this study could be described as an initial exploration into VERP being 
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used as a training method with this population.  Future recommendations for research are 

outlined below. 

The findings of this study suggest that VERP may be a feasible training method to 

improve mentor-mentee relationship quality through improving mentors attuned interaction 

skills.  Several methodological limitations of this study have been highlighted and future 

studies may wish to address these. Specifically future studies should use a larger sample size, 

participants should be recruited from a range of mentoring organisations and  should be 

randomly assigned to either the VERP intervention or to a control group so that changes found 

can be more reliably be attributed to the VERP intervention.  Researchers would also benefit 

from including any VERP training day and helping question session within their quantitative 

analysis by conducting premeasures before these events.  Future studies would also benefit 

from completing a six month follow up to determine if improvements in mentors’ skills of 

attunement are maintained or whether booster training sessions are required to maintain skills.  

Future studies may wish to consider alternative research designs to collect and analyse 

the data.  One approach could be utilising a case study design which would allow future 

researchers to take a closer look at any changes happening for each individual participant.  A 

case study design would allow researchers to add their own experience as VERP guiders to the 

data and to draw their own inferences of the participants’ experiences.  This approach would 

also allow for better amalgamation of the data by comparing the participant mentors VERP 

helping questions and their self-report progress scores to the quantitative analysis.  Another 

direction future researchers could take would be a qualitative only approach.  A qualitative 

only research design would be useful in gaining a more in-depth view of the mentors, mentees 

and other stakeholders’ views of the VERP process.  At present VERP is a novel approach to 

training for mentoring programs and as such researchers will have to introduce and organise 

the conduction of the VERP training.  It would seem a missed opportunity to not collect and 
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analyse some form empirical data if researchers have spent the time and effort to organise the 

intervention.  For this reason, it is recommended that future researchers use a mixed design or 

case study approach.  Should mentoring programs begin to conduct VERP training outside of 

research studies then conducting a quantitative only research study would be a feasible 

approach to discover the views and experiences of those involved. 

 Qualitative analysis alluded to an association between VERP training and 

improvements in mentor confidence.  Future studies may wish to explore this further and 

determine any connections between improved mentor confidence and the quality of mentor-

mentee relationship. 

 The mentors in this study described how they experienced improvements in their 

mentee as a result of the VERP training.  Future studies may wish to explore this connection 

further and seek tangible evidence to connect the VERP training to improved outcomes for the 

mentee.  This study attempted to gain the views of the mentee regarding their experience of the 

VERP program via questionnaires given to them by their mentor after each mentoring session. 

Unfortunately, there was no uptake of these questionnaires and therefore the perceptions of the 

mentees are missing from this study.  Future studies should try to gain the mentees perspective 

of the intervention either by attempting a similar questionnaire adopted by this study, post 

intervention interviews or any other creative method that can be devised. 

 Another recommendation would be to interview mentoring program co-ordinators to 

obtain their views of the VERP training program.  Mentoring program co-ordinators could 

offer valuable insight into the feasibility, practicality and cost effectiveness of implementing 

VERP as a training program for mentors on a larger scale basis.  

 An unexpected finding of this study was the mentors’ view that using video cameras 

may have been beneficial to their mentoring activity.  To the researcher’s knowledge there are 
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currently no studies that have examined the effects on outcomes of using video cameras during 

the traditional youth mentoring environment.  Given technological advances and the ready 

availability of cameras in today’s society, future studies may wish to examine if there are any 

benefits to the mentoring relationship through the presence of a video camera or other recording 

device. 

5.7 Personal Reflections and Recommendations for Educational Psychology Practice 

 Completing VERP as an intervention and working alongside youth mentors was a 

hugely enjoyable and rewarding experience.  Overall, I aimed to answer the research questions 

to the best of my ability, against the backdrop of competing professional training commitments.  

Completing this research project set me on a steep learning curve however, my skills have 

developed in several areas including reflective practice, co-ordinating an intervention program 

under strict research parameters and conducting qualitative data collection and analysis. 

 Perhaps my greatest challenge was conducting a thorough literature review.  As a 

training professional I have adopted a pragmatic view of my practice and research, which by 

definition means dealing with things sensibly and realistically in a way that is based on practical 

rather than theoretical considerations.  I approached this research project with my sights set on  

a problem (lack of mentor training), and what I believed to be a viable solution (VERP).  

Pragmatically, I wanted to go into the field and see if this approach would work, regardless of 

the evidence base or lack thereof.  Therefore, at times during the research project I have felt 

frustrated by the competing demands of the course which limited my ability to complete a more 

methodologically rigorous study with more participants and with inclusion of a control group.   

 I felt that I developed a good rapport with the mentor participants in this study which 

may have been a vital component to their motivation and achievement through the VERP 

training.  As a VERP guider I spent considerable time with the mentors explaining and 
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reassuring them about their role in the VERP training.  Appointments for shared reviews were 

flexible to meet the mentors’ busy schedules and I occasionally had to rearrange my diary to 

reschedule appointments due to participants experiencing some unforeseen circumstances.  

This presented difficulties with balancing other doctorate training commitments (placement 

and other academic projects) with completing the research project.  Unforeseen complications 

are part and parcel of completing interventions in the real world however, this highlights the 

difficulties with completing research studies outside of clinical environments.  I felt I managed 

the complications faced and managed my time well during the research intervention and this 

has prepared me to be adaptive in my future professional career.   

 This research project has given me a valuable insight into youth mentoring and how 

youth mentors present a great resource for reaching out and supporting young people.  I feel it 

is important for Educational Psychologists to connect with community and charity 

organisations that offer support to young people in order to understand the services they offer.  

Understanding these services means that Educational Psychologists can recommend them to 

young people with confidence and potentially offer support and training to these organisations 

if required.  By working closely with a local youth mentoring service and seeing the good work 

that they do I can now confidently recommend their service to colleagues and schools that I 

work in.  Additionally, I have introduced the youth mentoring service to the world of 

Educational Psychology and in future they will hopefully be open to further advice and support 

from the Educational Psychology Service. 

 Finally, VERP is an intervention that I now feel I am confident to use.  While the 

evidence from this research project did not show significant improvements for youth mentoring 

outcomes after using VERP, I can personally account for positive effects of using VERP with 

the participants in this study and the mentor participants reported that it was a valuable 

experience.  Over the weeks working through the VERP intervention I witnessed my 
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participants grow in confidence and develop stronger relationships with their mentees.  VERP 

not only presented as a positive experience for the mentors but also to me as the researcher.  

The sense of joy and achievement I received watching each mentor reflect on the positive 

interactions has reinforced my desire to build capacity in fellow professionals and bring a 

psychological perspective to as wide an audience as possible. 

5.8 Closing Remarks 

The current study, completed with a small number of participants, has shown that VERP 

may be a feasible training program for youth mentors to increase their attuned interactions and 

therefore improve the mentor-mentee relationship.  Qualitative findings in particular, suggest 

that the participants viewed VERP as a positive training program that helped improve mentor-

mentee relationship quality.  Mentors also alluded to improvements in their confidence and 

listening and reflection skills through completing VERP.  They also suggested that the skills 

developed through VERP transferred to their other mentoring relationships and beyond. 

Future research should aim to reduce bias by increasing participant sample and 

introducing participants from different mentoring programs, including a control group, 

reducing the participant bias effect during qualitative data collection.  Research should also 

investigate further the connection between VERP training for mentors and improved outcomes 

for the mentee. 
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Functioning. (Ph.D.). Texas A&M University, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

5.  Allee-Smith, P. J. (2018). Role of provisions of mentor support on adolescents' school 
functioning. Dissertation Abstracts International Section A: Humanities and Social Sciences, 
79(8-A(E)), No Pagination Specified. 

Does not describe a 
training program for 
Mentors 

6.  Allen, B. K. (2013). Experiences and Perceptions of Mentors in a Community Mentoring 
Program for At-Risk Students. ProQuest LLC, Retrieved from 
http://search.ebscohost.com/login.aspx?direct=true&db=eric&AN=ED559847&site=ehost-live 

Does not describe a 
training program for 
Mentors 

7.  Allen, T. D., & Eby, L. T. (2007). The Blackwell handbook of mentoring: A multiple perspectives 
approach. (2007) The Blackwell handbook of mentoring: A multiple perspectives approach xxii, 
496 pp Malden: Blackwell Publishing. 

Book; not research or a 
specific training program 

8.  Anthony, A. M. (2005). The association of ethnic identity on sexual activity among a sample of 
African American adolescents. (Ph.D.). Morgan State University, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

9.  Anthony, A. M. (2006). The association of ethnic identity on sexual activity among a sample of 
African American adolescents. Dissertation Abstracts International: Section B: The Sciences 
and Engineering, 67(1-B), 207. 

Does not describe a 
training program for 
Mentors 

10.  Arledge, J. (2019). Two Way Street: An Applied Research Study on the Effects of Increased 
Parent and Community Involvement Activities on Student Academic Growth in Mathematics at 
South Lee Middle School. (Ed.D.). The University of Mississippi, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

11.  Arrowood, B. W. (2015). An evaluation of a teacher induction program and its relationship to 
teacher retention. (Ed.D.). Wingate University, Ann Arbor. 

Does not include school 
aged mentees 

12.  Arrowood, B. W. (2016). An evaluation of a teacher induction program and its relationship to 
teacher retention. Dissertation Abstracts International Section A: Humanities and Social 
Sciences, 77(1-A(E)), No Pagination Specified. 

Does not include school 
aged mentees 

13.  Augustine, K. A. (2015). Teacher mentors: Lived experiences mentoring at-risk middle school 
students. Dissertation Abstracts International Section A: Humanities and Social Sciences, 76(4-
A(E)), No Pagination Specified. 

Does not describe a 
training program for 
Mentors 

14.  Barrera, M., Jr., & Bonds, D. D. (2005). Mentoring Relationships and Social Support. DuBois, 
David L [Ed]; Karcher, Michael J [Ed] (2005) Handbook of youth mentoring (pp 133-142) xii, 
608 pp Thousand Oaks, CA: Sage Publications Ltd, 133-142. 

Does not describe a 
training program for 
Mentors 

15.  Barron, E. B. (2015). Primary headteachers' perceptions of training teachers fit to practise 
within changing landscapes of teacher training. (Ph.D.). University of Bedfordshire (United 
Kingdom), Ann Arbor. 

Does not describe a 
training program for 
Mentors 

16.  Barron-McKeagney, T., Woody, J. D., & D'Souza, H. J. (2003). Youth mentoring: Emerging 
questions about effects on self-concept and school performance. School Social Work Journal, 
28(1), 52-67. 

Does not describe a 
training program for 
Mentors 

17.  Bayer, A., Grossman, J. B., & DuBois, D. L. (2015). USING VOLUNTEER MENTORS TO IMPROVE 
THE ACADEMIC OUTCOMES OF UNDERSERVED STUDENTS: THE ROLE OF RELATIONSHIPS. 
Journal of Community Psychology, 43(4), 408-429. 

Does not describe a 
training program for 
Mentors 

18.  Bayer, A., Grossman, J. B., DuBois, D. L., & Mdrc. (2013). School-Based Mentoring Programs: 
Using Volunteers to Improve the Academic Outcomes of Underserved Students. 

Does not describe a 
training program for 
Mentors 

19.  Bayer, A., Grossman, J., DuBois, D., & Society for Research on Educational, E. (2015). School-
Based Mentoring Programs: Using Volunteers to Improve the Academic Outcomes of 
Underserved Students. 

Does not describe a 
training program for 
Mentors 

20.  Bearman, S., Blake-Beard, S., Hunt, L., & Crosby, F. J. (2007). New directions in mentoring. 
Allen, Tammy D [Ed]; Eby, Lillian T [Ed] (2007) The Blackwell handbook of mentoring: A 
multiple perspectives approach (pp 375-395) xxii, 496 pp Malden: Blackwell Publishing, 375-
395. 

Does not describe a 
training program for 
Mentors; book 
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21.  Beattie, A. M., Busse, H., Kipping, R. R., Gunnell, D. J., Hickman, M., MacLeod, J. A. A., . . . 
Campbell, R. M. (2016). Youth mentoring for young people at risk of exclusion from secondary 
school: a feasibility randomised controlled trial. Lancet, 388(SPEC.ISS 1), 22-. 

Does not describe a 
training program for 
Mentors 

22.  Beattie, D. S. (2013). Evaluation of the impact of a mentor-based program on teacher 
retention in a large urban school district. (Ed.D.). Lynn University, Ann Arbor. 

Mentoring does not focus 
on school aged mentees 

23.  Berg, C., King, A., & Edwards, D. F. (2018). Mentoring Program for Young Adults with Sickle Cell 
Disease. Occupational Therapy In Health Care, 32(2), 124-136. 

Does not describe a 
training program for 
Mentors 

24.  Blakeslee, J. E., & Keller, T. E. (2012). Building the youth mentoring knowledge base: Publishing 
trends and coauthorship networks. Journal of Community Psychology, 40(7), 845-859. 

Does not describe a 
training program for 
Mentors 

25.  Boddy, J., Agllias, K., & Gray, M. (2012). Mentoring in social work: Key findings from a women's 
community-based mentoring program. Journal of Social Work Practice, 26(3), 385-405. 

Does not describe a 
training program for 
Mentors 

26.  Bodin, M., & Leifman, H. (2011). A randomized effectiveness trial of an adult-to-youth 
mentoring program in Sweden. Addiction Research & Theory, 19(5), 438-447. 

Does not describe a 
training program for 
Mentors 

27.  Brewer, C., & Carroll, J. (2010). Half of the Equation: Social Interest and Self-Efficacy Levels 
among High School Volunteer Peer Mentors vs. Their Nonmentor Peers. Journal of School 
Counseling, 8(23). 

Does not describe a 
training program for 
Mentors 

28.  Brodeur, P., Larose, S., Tarabulsy, G., Feng, B., & Forget-Dubois, N. (2015). Development and 
construct validation of the Mentor Behavior Scale. Mentoring & Tutoring: Partnership in 
Learning, 23(1), 54-75. 

Does not describe a 
training program for 
Mentors 

29.  Brooks, S. J. (2011). Examination of an Attachment Training for Mentoring Effectiveness. 
(Ph.D.). Auburn University, Ann Arbor. 

Included 

30.  Bryson, J. (2016). A quantitative study on the impact of mentorship on middle school African-
American males eleven to fourteen years of age. (Ed.D.). Northcentral University, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

31.  Burton, S. (2017). It's Not You, It's My Schedule: An Exploratory Study of Early Termination in 
School-Based Mentoring Programs. (M.A.). University of Massachusetts Boston, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

32.  Butts, M. M., Durley, J. R., & Eby, L. T. (2007). Reflections on the theoretical approaches and 
methodological issues in mentoring relationships. Allen, Tammy D [Ed]; Eby, Lillian T [Ed] 
(2007) The Blackwell handbook of mentoring: A multiple perspectives approach (pp 93-96) 
xxii, 496 pp Malden: Blackwell Publishing, 93-96. 

Does not describe a 
training program for 
Mentors; Book 

33.  Cabrera, A. P. (2014). The Characteristics of Organic Youth Mentoring Relationships: A 
Qualitative Study. (Ph.D.). University of California, Santa Barbara, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

34.  Cabrera, A. P. (2015). The characteristics of organic youth mentoring relationships: A 
qualitative study. Dissertation Abstracts International: Section B: The Sciences and 
Engineering, 76(3-B(E)), No Pagination Specified. 

Does not describe a 
training program for 
Mentors 

35.  Caldarella, P., Adams, M. B., Valentine, S. B., & Young, K. R. (2009). Evaluation of a Mentoring 
Program for Elementary School Students at Risk for Emotional and Behavioral Disorders. New 
Horizons in Education, 57(1), 1-16. 

Does not describe a 
training program for 
Mentors 

36.  Cameron, D. (2014). A study of mentoring in the teach first programme. (Ph.D.). Canterbury 
Christ Church University (United Kingdom), Ann Arbor. 

Mentoring is not focused 
on school-ages mentees 

37.  Cargo, M. (2006). Review of Stand by Me: The Risks and Rewards of Mentoring Today's Youth. 
Transcultural Psychiatry, 43(1), 152-154. 

Does not describe a 
training program for 
Mentors; book review 

38.  Carroll, D. (2005). Learning through interactive talk: A school-based mentor teacher study 
group as a context for professional learning. Teaching and Teacher Education, 21(5), 457-473. 

Mentoring is not focused 
on school-aged mentees 

39.  Case-Vincent, M. A. (2010). A Qualitative Study of Counseling Psychology Students' 
Experiences as Mentors. (Psy.D.). Our Lady of the Lake University, Ann Arbor 

Does not describe a 
training program for 
Mentors 

40.  Case-Vincent, M. A. (2012). A qualitative study of counseling psychology students' experiences 
as mentors. Dissertation Abstracts International: Section B: The Sciences and Engineering, 
72(7-B), 4342. 

Does not describe a 
training program for 
Mentors 

41.  Cavell, T. A., Elledge, L. C., Malcolm, K. T., Faith, M. A., & Hughes, J. N. (2009). Relationship 
quality and the mentoring of aggressive, high-risk children. Journal of Clinical Child & 
Adolescent Psychology, 38(2), 185-198 

Included? 

42.  Chan, C. C., & Ho, W. C. (2008). An ecological framework for evaluating relationship-functional 
aspects of youth mentoring. Journal of Applied Social Psychology, 38(4), 837-867. 
doi:10.1111/j.1559-1816.2008.00329.x 

Does not describe a 
training program for 
Mentors 

43.  Chan, C. S., Rhodes, J. E., Howard, W. J., Lowe, S. R., Schwartz, S. E., & Herrera, C. (2013). 
Pathways of influence in school-based mentoring: the mediating role of parent and teacher 
relationships. Journal of school psychology, 51(1), 129-142. doi:10.1016/j.jsp.2012.10.001 

Does not describe a 
training program for 
Mentors 

44.  Cheng, T. L., Haynie, D., Brenner, R., Wright, J. L., Chung, S. E., & Simons-Morton, B. (2008). 
Effectiveness of a mentor-implemented, violence prevention intervention for assault-injured 
youths presenting to the emergency department: results of a randomized trial. Pediatrics, 
122(5), 938-946. doi:10.1542/peds.2007-2096 

Does not describe a 
training program for 
Mentors 
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45.  College Board, A., & Policy, C. (2012). Transforming the Educational Experience of Young Men 
of Color. School Counseling Series. Volume 2: Increase Partnerships. In: College Board 
Advocacy & Policy Center. 

Does not describe a 
training program for 
Mentors 

46.  Collins, P. (1994). Mentoring moving on: A network in development. Education & Training, 
36(5), 16. 

Does not describe a 
training program for 
Mentors 

47.  Connors, E. H., Prout, J. T., Kozlowski, M., & Stephan, S. H. (2016). Student-focused supports to 
promote mental health and well-being. Advances in School Mental Health Promotion, 9(2), 71-
72. 

Does not describe a 
training program for 
Mentors 

48.  Cordier, R., Wilson, N. J., Stancliffe, R. J., MacCallum, J., Vaz, S., Buchanan, A., . . . Falkmer, T. S. 
(2016). Formal intergenerational mentoring at Australian Men's Sheds: a targeted survey 
about mentees, mentors, programmes and quality. Health & Social Care in the Community, 
24(6) 

Does not describe a 
training program for 
Mentors 

49.  Cottingham, S., DiBartolo, M. C., Battistoni, S., & Brown, T. (2011). Partners in nursing: a 
mentoring initiative to enhance nurse retention. Nursing Education Perspectives, 32(4), 250-
255. 

Does not describe a 
training program for 
Mentors; not focused on 
school aged mentees 

50.  Craig, J. T., Gregus, S. J., Burton, A., Hernandez Rodriguez, J., Blue, M., Faith, M. A., & Cavell, T. 
A. (2016). Exploring Change Processes in School-Based Mentoring for Bullied Children. Journal 
of Primary Prevention, 37(1), 1-9. 

Does not describe a 
training program for 
Mentors 

51.  Crump, C. (2011). Implementing a School-Based Mentor-Coach Initiative in Antigua & Barbuda: 
A Case Study. ProQuest LLC, 

Does not describe a 
training program for 
Mentors; not foucsed on 
school aged mentees 

52.  Danner, O. K., Lokko, C., Mobley, F., Dansby, M., Maze, M., Bradley, B., . . . Childs, E. (2017). 
Hospital-based, Multidisciplinary, youth mentoring and medical exposure program positively 
influences and reinforces health care career choice: "The Reach One Each One Program early 
Experience". American Journal of Surgery, 213(4), 611-616. 

Does not describe a 
training program for 
Mentors 

53.  Dappen, L., & Isernhagen, J. C. (2006). Urban and Nonurban Schools: Examination of a 
Statewide Student Mentoring Program. Urban Education, 41(2), 151-168. 

Does not describe a 
training program for 
Mentors 

54.  Darajorn, M. (2010). Enhancing and expanding services for female foster youth in their 
successful transitions to adulthood with the hershe foundation. (M.S.W.). California State 
University, Long Beach, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

55.  Davidson, A. J. (2009). Relatedness with parents, peers, teachers, and mentors in middle 
childhood and early adolescence: Person -oriented and variable -oriented approaches. (Ph.D.). 
The Pennsylvania State University, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

56.  DelZenero, Y. N. (2016). Enhancing and Analyzing a Teachers' Mentoring Program for High 
School Girls. ProQuest LLC, Retrieved from 
http://search.ebscohost.com/login.aspx?direct=true&db=eric&AN=ED577210&site=ehost-
live 
(Dissertation Abstracts International: Section B: The Sciences and Engineering, 78(12-B(E)), 
No Pagination Specified) 

Included 

57.  Deutsch, N. L., Reitz-Krueger, C. L., Henneberger, A. K., Ehrlich, V. A., & Lawrence, E. C. (2017). 
"It gave me ways to solve problems and ways to talk to people": Outcomes from a combined 
group and one-on-one mentoring program for early adolescent girls. Journal of Adolescent 
Research, 32(3), 291-322. 

Does not describe a 
training program for 
Mentors 

58.  DeWit, D. J., DuBois, D., Erdem, G., Larose, S., & Lipman, E. L. (2016). The Role of Program-
Supported Mentoring Relationships in Promoting Youth Mental Health, Behavioral and 
Developmental Outcomes. Prevention Science, 17(5), 646-657. doi:10.1007/s11121-016-0663-
2 

Does not describe a 
training program for 
Mentors 

59.  DeWit, D. J., DuBois, D., Erdem, G., Larose, S., Lipman, E. L., & Spencer, R. (2016). Mentoring 
Relationship Closures in Big Brothers Big Sisters Community Mentoring Programs: Patterns 
and Associated Risk Factors. American Journal of Community Psychology, 57(1-2), 60-72. 

Does not describe a 
training program for 
Mentors 

60.  Dicataldo, M. E. (2007). A team approach to program evaluation: Linking program evaluation 
to program planning for a school-based mentoring program. Dissertation Abstracts 
International: Section B: The Sciences and Engineering, 67(9-B), 5452 

Does not describe a 
training program for 
Mentors with clear 
outcomes for the mentor 

61.  Dickens, A. P., Richards, S. H., Hawton, A., Taylor, R. S., Greaves, C. J., Green, C., . . . Campbell, 
J. L. (2011). An evaluation of the effectiveness of a community mentoring service for socially 
isolated older people: a controlled trial. Bmc Public Health, 11, 218. 

Mentoring is not focused 
on school aged mentees 

62.  Dolan, P., & Brady, B. (2011). A Guide to Youth Mentoring: Providing Effective Social Support: 
Jessica Kingsley Publishers. 

Book and does not 
describe a training 
program for Mentors with 
clear outcomes for the 
mentor 

63.  Doty, J. L., Weiler, L. M., Mehus, C. J., & McMorris, B. J. (2019). Young mentors' relationship 
capacity: Parent-child connectedness, attitudes toward mentees, empathy, and perceived 
match quality. Journal of Social and Personal Relationships, 36(2), 642-658. 

Does not describe a 
training program for 
Mentors 

http://search.ebscohost.com/login.aspx?direct=true&db=eric&AN=ED577210&site=ehost-live
http://search.ebscohost.com/login.aspx?direct=true&db=eric&AN=ED577210&site=ehost-live
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64.  Drew, A. L. (2018). Understanding Mentors' Experiences in Order to Improve Mentor 
Retention: A Three-Study, Multi-Method Dissertation. (Ph.D.). Boston University, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

65.  DuBois, D. L., & Karcher, M. J. (2005). Handbook of youth mentoring. (2005) Handbook of 
youth mentoring xii, 608 pp Thousand Oaks, CA: Sage Publications Ltd. 

Book; not a research 
article and does not 
evaluate a training 
program for Mentors 

66.  DuBois, D. L., & Keller, T. E. (2017). Investigation of the Integration of Supports for Youth 
Thriving Into a Community-Based Mentoring Program. Child Development, 88(5), 1480-1491. 

Does not describe a 
training program for 
Mentors 

67.  DuBois, D. L., & Rhodes, J. E. (2006). Introduction to the special issue: Youth mentoring: 
Bridging science with practice. Journal of Community Psychology, 34(6), 647-655. 

Does not describe a 
training program for 
Mentors 

68.  DuBois, D. L., Neville, H. A., Parra, G. R., & Pugh-Lilly, A. O. (2002). Testing a new model of 
mentoring. New Directions for Youth Development(93), 21-57 

Does not describe a 
training program for 
Mentors 

69.  DuBois, D. L., Portillo, N., Rhodes, J. E., Silverthorn, N., & Valentine, J. C. (2011). How Effective 
Are Mentoring Programs for Youth? A Systematic Assessment of the Evidence. Psychological 
Science in the Public Interest, 12(2), 57-91. 

Does not describe a 
training program for 
Mentors 

70.  Dutton, H. (2018). Mentor Self-Disclosure in Youth Mentoring Relationships: A Review of the 
Literature About Adults Disclosing to Non-Familial Adolescents in Intervention Settings. 
Adolescent Research Review, 3(1), 57-66. 

Does not describe a 
training program for 
Mentors 

71.  Eby, L. T., Allen, T. D., Evans, S. C., Ng, T., & DuBois, D. L. (2008). Does mentoring matter? A 
multidisciplinary meta-analysis comparing mentored and non-mentored individuals. Journal of 
Vocational Behavior, 72(2), 254-267. 

Does not describe a 
training program for 
Mentors 

72.  Eby, L. T., Rhodes, J. E., & Allen, T. D. (2007). Definition and evolution of mentoring. Allen, 
Tammy D [Ed]; Eby, Lillian T [Ed] (2007) The Blackwell handbook of mentoring: A multiple 
perspectives approach (pp 7-20) xxii, 496 pp Malden: Blackwell Publishing, 7-20. 

Does not describe a 
training program for 
Mentors; Book 

73.  Eddy, J. M., Martinez, C. R., Grossman, J. B., Cearley, J. J., Herrera, D., Wheeler, A. C., ... & 
Harachi, T. W. (2017).  A Randomized Controlled Trial of a Long-Term Professional Mentoring 
Program for Children at Risk: outcomes Across the First 5 Years. (2017). Prevention Science, 
18(8), 899-910. 

Does not describe a 
training program for 
Mentors 

74.  Fiat, A. E., Cook, C. R., Zhang, Y. C., Renshaw, T. L., DeCano, P., & Merrick, J. S. (2017). 
Mentoring to Promote Courage and Confidence Among Elementary School Students With 
Internalizing Problems: A Single-Case Design Pilot Study. Journal of Applied School Psychology, 
33(4), 261-287. 

Does not describe a 
training program for 
Mentors 

75.  Fixsen, A. A. M. (2013). Implementer perspectives: The implementation of a school-based 
mentoring program. Dissertation Abstracts International Section A: Humanities and Social 
Sciences, 73(11-A(E)), No Pagination Specified. 

Does not describe a 
training program for 
Mentors 

76.  Fletcher, S. (2009). Review of Blackwell handbook of mentoring; A multiple perspectives 
approach. International Journal of Evidence Based Coaching and Mentoring, 7(1), 182-184. 

Book review and Does not 
describe a training 
program for Mentors 

77.  Folan, T. K. (2005). School -based mentoring: Perspectives of children, mentors, and program 
coordinators. (Ph.D.). University of Connecticut, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

78.  Foukal, M. D., Lawrence, E. C., & Jennings, P. A. (2016). Mindfulness and Mentoring 
Satisfaction of College Women Mentoring Youth: Implications for Training. Mindfulness, 
7(6), 1327-1338. doi:10.1007/s12671-016-0574-0 

Included 

79.  Foukal, M. D., Lawrence, E. C., & Williams, J. L. (2016). Initial Characteristics and Mentoring 
Satisfaction of College Women Mentoring Youth: Implications for Training. Mentoring & 
Tutoring, 24(2), 94-108. 

Does not describe a 
training program for 
Mentors 

80.  Frels, R. K. (2011). The experiences and perceptions of selected mentors: The dyadic 
relationship in school-based mentoring. Dissertation Abstracts International Section A: 
Humanities and Social Sciences, 72(5-A), 1553. 

Does not describe a 
training program for 
Mentors 

81.  Frels, R. K., Onwuegbuzie, A. J., Bustamante, R. M., Garza, Y., Nelson, J. A., Nichter, M., & Soto 
Leggett, E. (2013). Purposes and approaches of selected mentors in school-based mentoring: A 
collective case study. Psychology in the Schools, 50(6), 618-633. 

Does not describe a 
training program for 
Mentors 

82.  Fruiht, V., & Chan, T. (2018). Naturally Occurring Mentorship in a National Sample of First-
Generation College Goers: A Promising Portal for Academic and Developmental Success. 
American Journal of Community Psychology, 61(3-4), 386-397. 

Does not describe a 
training program for 
Mentors 

83.  Garrett, S. E. (2013). A relative efficacy study of advanced training effects on school-based 
youth mentors' attitudes and experience in the program. (Ph.D.). The University of Texas at 
San Antonio, Ann Arbor. 
(Dissertation Abstracts International: Section B: The Sciences and Engineering, 75(4-B(E)), No 
Pagination Specified.) 

Included 

84.  Gettings, P. E., & Wilson, S. R. (2014). Examining commitment and relational maintenance in 
formal youth mentoring relationships. Journal of Social and Personal Relationships, 31(8), 
1089-1115. 

Does not describe a 
training program for 
Mentors 
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85.  Giddens, N. (2016). Perceptions on Interventions Impacting the Self- Efficacy of At-Risk 
Students. (Ed.D.). Walden University, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

86.  Goldner, L., & Golan, D. (2017). The long-term effects of youth mentoring on student mentors' 
civic engagement attitudes and behavior. Journal of Community Psychology, 45(6), 691-703. 

Does not describe a 
training program for 
Mentors 

87.  Gowdy, G. (2019). Does Informal Mentoring Contribute to Upward Mobility for Low-Income 
Adolescents? A Mixed-methods Multi-stage Study. (Ph.D.). Boston University, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

88.  Green, M. D. (2017). Mentoring Youth Across Cultures Incorporating Different Worldviews: A 
Zones of Proximal Exploration Model. Journal of Ethnic & Cultural Diversity in Social Work, 
26(4), 307-325. 

Does not describe a 
training program for 
Mentors 

89.  Greeson, J. K., & Thompson, A. E. (2017). Development, feasibility, and piloting of a novel 
natural mentoring intervention for older youth in foster care. Journal of Social Service 
Research, 43(2), 205-222. 

Does not describe a 
training program for 
Mentors 

90.  Grossman, J. B. (2004). Understanding youth mentoring. Contemporary Psychology Vol 49(1), 
2004, 49(1), 44-46. 

Book review; Does not 
describe a training 
program for Mentors 

91.  Grossman, J. B., Chan, C. S., Schwartz, S. E., & Rhodes, J. E. (2012). The test of time in school-
based mentoring: the role of relationship duration and re-matching on academic outcomes. 
American Journal of Community Psychology, 49(1-2), 43-54. 

Does not describe a 
training program for 
Mentors 

92.  Hagler, M. (2018). Processes of Natural Mentoring that Promote Underrepresented Students' 
Educational Attainment: A Theoretical Model. American Journal of Community Psychology, 
62(1-2), 150-162. 

Does not describe a 
training program for 
Mentors 

93.  Hagler, M. A. (2017). Psychosocial Profiles of Youth Who Acquire a Natural Mentor During a 
School Year. (M.A.). University of Massachusetts Boston, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

94.  Hamilton, M. A., & Hamilton, S. F. (2002). Why mentoring in the workplace works. Rhodes, 
Jean E [Ed] (2002) A critical view of youth mentoring (pp 59-89) 131 pp San Francisco, CA, US: 
Jossey-Bass; US, 59-89. 

Does not describe a 
training program for 
Mentors 

95.  Harvey, M. C. (2013). Inside the Black Box of School-Based Mentoring Relationship 
Development: A Study of Mentor Social Perspective Taking in Fostering Companionship and 
Collaboration. (Ed.D.). Harvard University, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

96.  Henry, L. M. (2014). Just Love: A Collaborative Evaluation of a Faith-Based School-Family-
Community Partnership Through the Voices of the Children. (Ph.D.). University of South 
Florida, Ann Arbor. 

Does not describe a 
training program for 
Mentors 

97.  Heppe, E. C. M., Willemen, A. M., Kef, S., & Schuengel, C. (2019). Improving social participation 
of adolescents with a visual impairment with community-based mentoring: results from a 
randomized controlled trial. Disability & Rehabilitation, 1-12. 

Does not describe a 
training program for 
Mentors 
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Appendix ii: Articles Excluded after Inclusion/Exclusion Criteria Applied 

 

Study Reason for Exclusion Brief Overview 

Cavell, T. A., Elledge, L. C., 
Malcolm, K. T., Faith, M. A., & 
Hughes, J. N. (2009). Relationship 
quality and the mentoring of 
aggressive, high-risk children. 
Journal of Clinical Child & 
Adolescent Psychology, 38(2), 
185-198 

Does not clearly describe a 
training program aimed at 
supporting mentors and the 
predicted outcomes of the 
training program are not stated or 
measured. 
 
This study describes outcomes of 
two different programs and 
describes one as having more 
training.  There is no information 
provided as to what this extra 
training entails.  Additionally, 
one program provided mentees 
with multiple mentors while the 
other program used one mentor 
throughout the mentoring period.  
This is considered a major 
variable that is not controlled and 
may have an influence on 
mentoring outcomes, as such it 
would be difficult to draw any 
conclusions about the effects of 
mentor training on outcomes. 

This study compared two separate 
mentoring programs aimed at 
aggressive children in grades 2/3.  One 
program (PrimeTime) provided 
mentees with a single mentor who was 
extensively trained and supervised.  
The other program (Lunch Buddy) 
provided mentees less trained mentors 
and changed mentors each semester.  
The PrimeTime program mentors were 
rated as more supportive than Lunch 
Buddy mentors.  Both programs had 
generally positive ratings for the 
mentors and relationship quality was 
seen as a predictor of outcomes for the 
mentee. 

Pryce, J. M., Gilkerson, L., & 
Barry, J. E. (2018). The 
Mentoring FAN: A Promising 
Approach to Enhancing 
Attunement within the Mentoring 
System. Journal of Social Service 
Research, 44(3), 350-364. 

Does not clearly describe a 
training program aimed at 
supporting mentors. 
 
The training program in this 
study is focused at mentor 
program staff (supervisors). 

This study evaluates a program aimed 
at supporting mentoring program staff 
(i.e. program co-ordinators and 
supervisors).  The Mentoring FAN was 
designed to help program staff develop 
attuned interactions when supporting 
their mentors.  It was found to improve 
staff empathy.  Qualitative reports 
showed the potential for increased 
relationship strength between 
mentoring staff and the mentors and 
subsequently improved relationships 
between mentors and youth.  

Marshall, J. H., Lawrence, E. C., 
Williams, J. L., & Peugh, J. 
(2015). Mentoring as service-
learning: The relationship 
between perceived peer support 
and outcomes for college women 
mentors. Studies in Educational 
Evaluation, 47, 38-46. 

Does not clearly describe a 
training program aimed at 
supporting mentors and the 
predicted outcomes of the 
training program are not stated or 
measured. 
 
The independent variable in this 
study is ‘perceived’ peer support.  
There is no specific description 
of the type or quality of support 
offered.  Consequently, a 
repeatable support program 
cannot be recommended from the 
outcomes of this study. 
 

This study examined how perceived 
peer support was associated with 
outcomes for college women serving 
as youth mentors.  Results were 
limited due to low variance of the 
measured variables however they 
indicated that peer support may play 
an important role in autonomy and 
ethnocultural empathy. 

Stukey, J. K. (2016). Predictive 
factors of organizational support 
communication in volunteer 
mentor retention. Dissertation 

Does not clearly describe a 
training program aimed at 
supporting mentors. 
 

This dissertation study used secondary 
data to quantitatively assess the 
relationship between organisational 
support, communication and the 



173 
 

Abstracts International Section 
A: Humanities and Social 
Sciences, 77(5-A(E)) 

The independent variable in this 
study is on-going contact 
between mentors and program 
staff (supervisors).  There is no 
specific description of the type or 
quality of support offered and 
therefore this study does not add 
weight to the review question. 

retention of volunteers in the Big 
Brothers Big Sisters (BBBS) agency.  
A logistical regression analysis found 
that the amount of face to face contact 
between agency and mentors and the 
number of match support specialists 
positively predicted retention of at 
least 1 year.  Variance was predicted to 
be between 10-13.6%. 

Miller, J., Barnes, J., Miller, H. 
V., & McKinnon, L. (2013). 
Exploring the link between 
mentoring program structure & 
success rates: Results from a 
national survey. American 
Journal of Criminal Justice, 38(3), 
439-456. 

Does not clearly describe a 
training program aimed at 
supporting mentors. 
 
An independent variable in this 
study is ‘mentor training’.  No 
description of type or quality of 
this training is provided and 
therefore a repeatable support 
program cannot be recommended 
from the outcomes of this study. 

This study used Poisson regression 
analysis to explore the factors that 
affect mentees within the juvenile 
justice system meeting or exceeding 
their goals.  Results suggested that 
meeting frequency, meeting length and 
mentor training positively affected 
mentees meeting/exceeding goals.  
This study has a major limitation in 
that it is restricted to a one item 
dependant variable which could be 
heavily influenced by respondent bias. 
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Appendix iii: Semi-Structured Interview for Mentors 

 

Semi-structured Interview Form for Mentors 

Participant: 

Date: 

 

1. What do you think of the Video Enhanced Reflective Practice (VERP) process? 
(videoing/feedback/training etc) 

 

2. Have you learned anything about yourself? (Two most useful things you have 
learned?) 

 
 

3. How do you think your mentee responded to the VERP process? 
 

4. Has completing this training impacted your practice in any way? 
 
 

Additional comments? 
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Appendix iv: Mentee Questionnaire 

Date:__________ 

Participant Number: _______________ 

As a young person receiving mentoring support, from a mentor being trained in Video 
Enhanced Reflective Practice, your views are very important to us.  Please take the 
opportunity to express your thoughts and opinions in this questionnaire. 

You can ask your Reach mentor or a Reach Supervisor for help with completing this 
questionnaire.  Alternatively, you can complete the questionnaire at home with help from a 
parent/guardian and return the questionnaire to your reach mentor in the sealed envelope 
provided. 

 

How did you feel about your mentoring session being video recorded? 

0 1 2 3 4 5 6 7 8 9 10 

 

The next two questions do not apply after the first videoed mentoring session: 

Describe in your own words what it felt like to be videoed during mentoring: 

 

Describe any changes, if any, in your mentor? e.g. their ability to hear what you are 
saying, etc. 
 

Do you feel that your mentoring experience has changed as a result of your mentor 

participating in Video Enhanced Reflective Practice? 
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Are you happy to proceed with this study?  YES/NO 
 

*Note: You are free withdraw from this study at any point, this will have no effect on your 
relationship with Reach Mentoring and your mentoring relationship will continue as normal.  
You do not have to give a reason for your withdrawal however, if you would like to provide 
one you can use the box below. 

 

Thank You for taking the time to complete this questionnaire.  Please ensure you give the 
completed questionnaire to your reach mentor or their reach supervisor to be returned to 

the research team. 

Note: an envelope will be provided, please seal the envelope so your responses to remain 
confidential. 

 

  

Any additional comments about any aspect of the study: 
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Appendix vi: Participant Mentor Information Sheet 

 
 
Title: Video Enhanced Reflective Practice: A tool for training school-based mentors. 
 
Introduction 
My name is Simon McNally and I am a trainee Educational Psychologist from Queens 
University, Belfast. As part of my studies I am carrying out a research project looking at the use 
of Video Enhanced Reflective Practice as a training tool for school-based mentors.   
The purpose of this form is to provide you with information that may affect your decision as to 
whether you participate in this research study.  You can contact a member of the research team 
with any queries reading your participation in this study (contact details are provided below).  If 
you decide to be involved, the consent form provided will be used to record your permission. 
 
Purpose of the Study 
If you agree, you will be asked to participate in a research study about the use of Video Enhanced 
Reflective Practice (VERP) in School-Based Mentoring.  Additional information on VERP has 
been provided as an attachment to this information sheet.  This research aims to consider VERP 
as a training tool for mentors working within schools, exploring the effects for mentors and 
mentees.  The study will investigate changes, through using VERP, in aspects of your 
relationship with your mentee and your belief in your ability to begin and develop mentoring 
relationships. 
 
What are you going to be asked to do? 
If you agree to participate in this study, you will be asked to: 

• Attend an initial training session where a member of the research team will provide you 
with information on VERP and how you will use it in your practice of mentoring. 

• With support from your Reach supervisor recruit a suitable mentee for the study, using 
the mentee participation checklist.   

• Meet with the researcher to discuss and decide on a target goal for using VERP. 
• For approximately 10 minutes record three of your mentoring sessions with the 

participant mentee. 
• After each recorded session you will watch your recordings and select two or three 

clips (max. 10-15seconds) where you feel you are showing good practice/meeting your 
target goal. 

• You will then bring your selected clips to a feedback session with the researcher who 
will discuss them with you.  After the feedback session the researcher will take the 
recording of your session.  They will analyse the middle two minutes of the recording 
(this is for research purposes and will not be part of your feedback sessions).  Once 
videos have been analysed a member of the research team will destroy them. 

• After completing three cycles of VERP (recording and feedback) you will be given the 
opportunity to share your views on the process through an interview with the 
researcher.  This interview will be recorded for the purpose of analysis. 

• You will complete a questionnaire (Mentor Efficacy and Readiness Scale) before and 
after completing your VERP cycles. 

 
What are the possible benefits of this study? 
The possible benefits of participation are a better therapeutic relationship between you and your 
mentee.  A stronger therapeutic relationship could result in better mentoring outcomes (longer 
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relationship/meeting mentoring goals).  Another possible benefit of participation is that your 
self-belief in your ability to build mentoring relationships may improve. 
 
What are the risks involved in this study? 
It is expected that participation in this study should have a positive impact on your mentoring 
experience.  However, should you feel any adverse effects on your wellbeing through 
participation in this study you can discuss this with the research team who will signpost you to 
relevant support services. 
 
There is a small risk that your mentee may present with distress during this study.  Procedures 
for this have been set in place and will be discussed with you in detail during the initial training 
meeting. 
 
Do you have to participate? 
No, your participation in this study is completely voluntary. You may decline to participate or 
to withdraw from participation at any time.  Withdrawal or refusing to participate will not affect 
your relationship with Queen’s University Belfast (University) or Reach (mentoring) in anyway. 
You can agree to participate in the study now and change your mind later. 
 
 
 
How will your privacy and confidentiality be protected if you participate in this research 
study? 
Information you provide will be protected by giving you a unique case number which will be 
used to identify your responses to questionnaires and interviews.  This unique case number will 
only be known to the research team. 
 
Any video recordings will be stored securely and only the research team and a VERP supervisor 
will have access to the recordings.  The VERP supervisor (Jo Hewitt) is an experienced and fully 
qualified VERP practitioner, who will supervise the research team. Once the VERP process is 
completed and the video recordings have been analysed by the research team, all video 
recordings will be destroyed. 
 
After analysis all data kept on you will be anatomized using your unique case number and will 
therefore be unidentifiable to you. 
 
All your comments throughout this study will be kept confidential however, should you indicate 
that you or someone else may come to harm then the research team will be required to introduce 
safeguarding measures (i.e. discussing the matter with you and passing information on to an 
appropriate safeguarding professional). 
 
What happens now? 
You can think about whether you want to participate in this research. If you would like further 
information or have any questions, please do not hesitate to contact a member of the research 
team using the details below. 
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This study has been reviewed and approved by The University Ethics Committee and the study 
number is [STUDY NUMBER]. 
 

Thank You! 
 

  

Simon McNally 

Trainee Educational Psychologist, 

DECAP Student. 

School of Psychology 

   

   

  

     

  

 

Anthea Percy 

Professional & Academic Tutor 

School of Psychology 

David Keir Building 
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Appendix vii: Participant Mentee Information Sheet 

 
Mentee Information Sheet 

 
Title: Video Enhanced Reflective Practice: A tool for training school-based mentors. 
 
Researchers: Mr Simon McNally and Mrs Anthea Percy 
 
We would like to invite you to take part in a research study, which is looking at a way of 
training mentors.  The research would involve video recording three of your Reach Mentoring 
sessions for about 10 minutes and completing a short questionnaire afterwards. 
 
Before you decide to take part, it is important for you to understand why the research is being 
done and what you would have to do if you took part.  Please take the time to read the 
following information carefully and discuss it with your friends, family or Reach Mentor if you 
wish.  Please do not hesitate to contact us if there is anything that is not clear or if you would 
like more information (contact details can be found at the bottom of this sheet).  You do not 
have to decide straight away if you would like to take part in this research.  Thank you for 
reading this. 
 
What is this study about? 
This research aims to test a training tool for Mentors working within schools.  This training tool 
will involve mentors recording some of their work with their young people and then watching 
the recordings to see the areas they are doing well and can improve on.  This study will 
investigate changes in your mentor’s relationship with you.  
 
Why do you want me to take part? 
We would like around four mentor/mentee partnerships to take part.  Your mentor has already 
expressed an interest in taking part in this study and has suggested that you would be a suitable 
mentee participant.  If you would like to take part, we will ask you to complete a short 
questionnaire to check your wellbeing before asking you to take part in the whole study. 
 
Do I have to take part? 
No, your participation in this study is voluntary. You may change your mind and pull out at any 
time. You do not have to give a reason. Choosing not to take part will not affect your relationship 
with Queen’s University Belfast (University) or Reach (mentoring) in any way. You can agree 
to take part in the study now and change your mind later. 
 
 
What will I be asked to do if I agree to take part? 
If you agree to participate in this study: 

• You will complete a brief questionnaire at the beginning of the study to check your 
wellbeing.  This questionnaire will show your current level of difficulties with life’s 
stresses and if you are not suffering from severe difficulties you will be invited to 
take part in the rest of the study. 

• You will continue your relationship with your Reach mentor as normal.  You are 
not expected to act any differently.  The study will look at how your mentor builds 
a relationship with you. 



184 
 

• Three of your mentoring sessions will be recorded for about 10-15 minutes.  Your 
mentoring will talk to you before recording so that recording will only begin when 
you feel comfortable. 

• After each video recorded session, you will be offered an opportunity to discuss any 
thoughts or comments you have through a short questionnaire. This will allow you 
to comment on your experiences during this study. 

 
What are the possible benefits of this study? 
The possible benefits of taking part in this study are a better relationship between you and your 
Reach mentor.  
 
Are there any risks to me if I take part? 
Participation in this study is expected to have a positive effect on your mentoring experience.  
However, should you become distressed and need assistance during any mentoring sessions, 
Reach supervisors available to offer support.  After each mentoring session (involved in this 
study) you will be able to discuss your experiences with your mentor or a Reach supervisor and 
record any of your thoughts about this study through a short questionnaire. 
 
If you do become upset in any way, we can stop straight away, and we will try and find out why 
you became upset.  If at any point you feel you do not want to continue with this study, you are 
free to withdraw. 
 
Who will know what I have said? 
Your name or address will not be kept on any questionnaires or score sheets.  To keep your 
information confidential a number will be used to identify you instead of using your name. 
Written information will be kept in a secure location (a locked filing cabinet at Queen’s 
University Belfast). The only time we would disclose any of the information that you have 
given us, would be if we were worried about your (or others’) safety. We would, however, aim 
to discuss this with you first. 
 
All video recordings will be stored in a secure location and only the research team and a 
supervisor will have access to the recordings.  The supervisor (Jo Hewitt) is an experienced 
and fully qualified practitioner, who will supervise the research team.  
 
Once the study is completed all video recordings and responses to questionnaires will be 
destroyed. 
 
 
What if I feel uncomfortable being video recorded? 
We understand that it can feel uncomfortable to be video recorded.  Your mentor will talk to you 
before beginning recording and you will both agree when you are comfortable to begin recording 
your mentoring session.   
 
If you become uncomfortable with being recorded, you can ask for the recording to be stopped 
at any point.  Your mentor may discuss starting recording again at a later point in the session or 
during your next mentoring session.  However, it is okay if you no longer wish to participate and 
decide to withdraw from the study.  As discussed above, if you decide to withdraw at any point 
your relationship with your mentor will not be affected and your mentoring sessions will 
continue as normal. 
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What will happen once I have taken part in the study? 
The results will be submitted to Queen’s University Belfast as part of a Doctorate dissertation.  
Results may also be submitted to peer-reviewed journals and presented at conferences and 
meetings.  This will be done anonymously; no one will know it was your or your mentor’s results. 
 
Who is organising the research? 
Queen’s University Belfast is running and funding the study. 
 
Who has reviewed the study? 
In order to ensure that it is safe and appropriate for those taking part, all research is reviewed by 
a research panel. This study has been reviewed and approved by the Faculty of Engineering and 
Physical Sciences Research Ethics Committee at Queen’s University Belfast. 
 
 
What happens now? 
You can think about whether you want to take part in this research. If you would like further 
information or have any questions, please feel free to ask a member of the research team on the 
details below.  If you agree to participate then please complete the provided consent form. 
 

 
 
If you would like to speak to a representative from Reach Mentoring: 
 
Rick Preston 
Founding Leader 
Reach Mentoring 
44 High Street 
Lurgan 
BT66 8AU 
Email: rick@reachmentoring.co.uk 
 
This study has been reviewed and approved by The University Ethics Committee and the study 
number is [STUDY NUMBER]. 
 
 
 

Thank You! 
  

Simon McNally 

Trainee Educational Psychologist, 

DECAP Student. 

School of Psychology 

   

   

  

     

  

 

Anthea Percy 

Professional & Academic Tutor 

School of Psychology 

David Keir Building 
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Appendix viii: Parent/Guardian of Participant Mentee Information Sheet 

 
Title: Video Enhanced Reflective Practice: A tool for training school-based mentors. 
 
Introduction 
My name is Simon McNally and I am a trainee Educational Psychologist from Queens 
University, Belfast. As part of my studies I am carrying out a research project looking at the 
use of Video Enhanced Reflective Practice as a training tool for school-based mentors.   
 
The purpose of this form is to provide you with information that may affect your decision 
whether to let your child participate in this research study.  The person performing the 
research will be able to answer any questions you may have (contact details are provided 
below).  If you decide to let your child be involved in this study, the consent form provided 
will be used to record your permission. 
 
Purpose of the Study 
If you agree, your child will be asked to participate in a research study about the use of Video 
Enhanced Reflective Practice (VERP) in School-Based Mentoring.  Additional information 
on VERP has been provided as an attachment to this information sheet.  This research aims to 
pioneer VERP as a training tool for Mentors working within schools, exploring the effects for 
mentors and mentees.  The focus of this study will be on the Mentors, not on your child, and 
aims to improve their practice with your child. 
 
Why has my child been chosen? 
We would like around four mentor/mentee partnerships to take part in this study.  Your 
child’s Reach mentor has already expressed an interest in taking part and has suggested that 
your child would be a suitable mentee participant.  
 
What is my child going to be asked to do? 
If you allow your child to participate in this study, they will be asked to: 

• Complete a brief questionnaire at the beginning of the study to assess their 
wellbeing.  This questionnaire will show your child’s current level of difficulties 
with life’s stresses and if they are not suffering from severe difficulties, they will 
be invited to take part in the rest of the study. 

• Continue their relationship with their Reach mentor.  The focus of the study will 
be on the mentor’s ability to build a relationship with your child. 

• Mentoring sessions will be briefly recorded for approximately 10-15 minutes. 
• After each mentoring session, your child will be offered an opportunity to talk 

about and record how they found the experience.  
 
What are the possible benefits of this study? 
The possible benefits of taking part in this study are a better relationship between your child 
and their Reach mentor.  A stronger relationship could result in improved mentoring 
outcomes for your child.  
 
What are the risks involved in this study? 

• It is believed that taking part in this study will have a positive influence on your 
child’s mentoring experience.  However, should your child become distressed and 
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need assistance during any recorded mentoring sessions Reach supervisors are 
routinely available to offer support.   

• After each recorded mentoring session your child will have an opportunity to chat 
with their mentor or a Reach supervisor about their experiences of the study.  
Should there be any indication that taking part in this study is having a negative 
impact on your child’s wellbeing, they will be withdrawn from the study and they 
will be signposted to the appropriate support services (e.g. Reach supervisor, 
G.P.).  The research team will confirm your child’s withdrawal through a letter 
and a member of Reach will contact you regarding your child’s ongoing support 
with them. 

 
Does my child have to take part in this study? 
No, your child’s participation in this study is voluntary. Your child may not wish to take part 
or might withdraw from participation at any time.  This will not affect their relationship with 
Queen’s University Belfast (University) or Reach (mentoring) in anyway. You can agree to 
allow your child to be in the study now and change your mind later without giving any 
reason. 
 
What if my child does not want to take part? 
In addition to your permission, your child must agree to participate in the study.  If your child 
does not want to take part, they will not be included in the study.  If your child initially agrees 
to be in the study, they can change their mind later without any penalty.  After each 
mentoring session your child will be given a debrief questionnaire.  Through this 
questionnaire your child will be asked ‘Are you happy to proceed with this study?’  This will 
act as a reminder to your child that they are able to withdraw from the study if they no longer 
wish to participate. 
 
What do I do if something goes wrong? 
If you have any questions or experience any difficulties, then please contact a member of the 
research team. If you would like to make a complaint, please contact Anthea Percy (contact 
details are below). 
 
Will my child taking part be kept confidential? 
Your child’s information will be protected by giving them a unique case number which will 
be used to identify their responses to questionnaires.  This unique case number will only be 
known to the research team (consisting of the researchers listed below). 
 
All video recordings will be stored in a secure location and only the research team and a 
VERP supervisor will have access to the recordings.  The VERP supervisor (Jo Hewitt) is an 
experienced and fully qualified VERP practitioner, who will supervise the research team.  
 
Once the study is completed all video recordings and responses to questionnaires will be 
destroyed. 
 
Will my child be recorded, and how will the recorded media be used? 
Yes, a section of your child’s mentoring sessions will be recorded for approximately 10 
minutes on three occasions. Your child will given a choice about whether the recording is 
part of the normal mentoring session or an additional task completed before or after the 
session.   The recordings will be kept on a password protected SD card and during the study 
will be stored within a locked cupboard in Reach Headquarters in Lurgan.  Mentors will 
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review the recordings to reflect on their own practice as a mentor.  The mentors will then 
review short clips of the recording with a member of the research team.  Finally, the research 
team will watch a two-minute portion of each video to analyse the mentor’s performance.  
Once this stage is completed all videos involving your child will be destroyed. 
 
What will happen to the results? 
The results will be submitted as part of a doctorate dissertation at Queen’s University Belfast.  
In addition, results may be submitted to peer-reviewed journals and presented at conferences 
and meetings. All of this will be done anonymously; no one will know it was your child’s 
results. 
 
Who is organizing the research? 
Queen’s University Belfast is running and funding the study.    
 
Who should you contact with questions about the study? 
Prior, during or after your participation you can contact the researchers below: 
 

 
 
If you would like to speak to a representative from Reach Mentoring: 
 
Rick Preston 
Founding Leader 
Reach Mentoring 
44 High Street 
Lurgan 
BT66 8AU 
Email: rick@reachmentoring.co.uk 
 
 
This study has been reviewed and approved by The University Ethics Committee and the 
study number is [STUDY NUMBER]. 
 
 
If you would like further information or have any questions, please do not hesitate to contact 
me and I will be happy to discuss the research with you. 
 
 

Thank You! 

Simon McNally 

Trainee Educational Psychologist, 

DECAP Student. 

School of Psychology 

   

   

  

     

  

 

Anthea Percy 

Professional & Academic Tutor 

School of Psychology 

David Keir Building 
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Appendix ix: Mentor Consent Form 
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Appendix x: Mentee Consent Form 
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Appendix xi: Parent/Guardian of Participant Mentee Consent Form 
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Appendix xii: Brief Risk Assessment 
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Appendix xiii: Strengths and Difficulties Questionnaire 
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Appendix xiv: Mentoring Program Approval Letter 
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Appendix xv: Mentor Checklist 
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Appendix xvi: Mentee Checklist 
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Appendix xvii: VERP Cycle Record Form 
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Appendix xviii: Attuned/Discordant Interactions Rating Form 
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Appendix xix: Thematic Analysis Audit Trail 

An audit trail is provided to inform the reader of the process taken to complete the thematic 

analysis.  The researcher used the six stages for completing a thematic analysis proposed by 

Braun and Clarke (2006): 

1. Familiarise yourself with the data; 
2. Generate initial codes; 
3. Searching for themes; 
4. Reviewing themes; 
5. Defining and naming themes; 
6. Producing the report. 

Discussion and evidence of each of these stages is provided below. 

Stage 1: Familiarise yourself with the data. 

The researcher replayed the audiotapes of the interviews back to himself and transcribed them 

verbatim.  Once the researcher had finished transcribing the interviews, he read through each 

transcript again whilst listening to each interview in turn, to check for errors or inaccuracies.  

An additional read through was completed to anonymise the transcripts by removing any 

identifiable information such as names and places.  Pronouns were also made gender neutral to 

further anonymise the transcript.  An example interview transcript can be found in appendix 

*?*. 

Stage 2: Generate initial codes. 

After reading through the transcripts several times the research generated initial overall 

thoughts for each.  An example of participant 1 (Alex) initial thoughts is provided below: 
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A summary of initial thoughts was completed prior to generating codes to help the researcher 

to reduce any predetermined ideas about the VERP processes or outcomes and allow the data 

from the participants guide the generation of codes. 

 The researcher then read through the transcripts and coded any information that 

indicated a participant view or opinion of the VERP intervention or research project.  The 

author notes feature on Microsoft Word was used to code the transcripts.  An example of 

participant 1 (Alex) coded transcript is provided below: 

 

Participant 1 – Initial Thoughts Summary 

• The VERP process was seen as beneficial overall. 

• Improved confidence was a big factor. 

• VERP improved mentoring relationship. 

• Use of cameras in mentoring had a positive impact due to creating a focus on deeper 

conversation. 

• Mentor felt there was improvements for the mentee through the VERP process. 

• Time taken to get consent from schools etc was an issue. 
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Stage 3: Searching for Themes 

At this stage the researcher copied all the codes onto coloured post-its, using one colour for 

each participant.  Beginning with participant 1 (Alex) the codes were separated into groups that 

the researcher felt had some connection.  After all of participant 1’s codes had been grouped 

the research added participant 2 (Charlie)’s codes to the groups and then participant 3 (Jude) 

and 4 (Nicky) followed respectively.  Picture examples of this grouping process can be seen 

below: 
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Coding 1 Coding 2 



210 
 

Coding 3 Coding 4 
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Themes were developed through grouping codes together.  As additional codes were added 

previously made groups may have split or merged depending on what made sense to the data.  

Throughout the process the researcher attempted to let the data drive decisions i.e. codes were 

grouped based on their familiarity rather than preconceived ideas of the researcher. 

Stage 4: Reviewing the Themes 

At this stage the researcher documented all the groups of codes onto Microsoft Word and 

recorded them with participant and line numbers for reference.  During documentation groups 

of codes became themes and sub-themes and were given initial names.  Initial documentation 

of codes into themes is provided in appendix *?*.  This process initially provided two themes 

Mentor views on the VERP process and Outcomes of the VERP process, with seven and five 

sub-themes respectively.  After consideration the sub-themes in mentor views on the VERP 

process were refined to five by merging some subthemes that’s codes felt too close together to 

be separate. 

Stage 5: Defining and naming themes  

Once the researcher was confident about the codes within each theme and subtheme a final 

name for each was decided. Themes were defined by outlining what the theme included.  An 

example of a theme definition is provided below: 

 

Stage 6: Producing the report 



212 
 

The final process was writing the report.  The written report was divided into the themes and 

subthemes.  The researcher selected codes for the report that best matched the theme being 

described while also attempting to provide a voice to all the participants within the study.  

Participant pseudonyms were attached to each quote to give the reader a better understanding 

of how each participant’s views compared and contrasted.  In order to keep the results as data 

driven as possible the researcher attempted to utilise as many participant quotes as possible 

when describing subthemes.  Researcher comments were only used to describe ambiguous 

participant quotes, quotes that required some context and to draw connections between quotes.  

It is hoped that by doing this the researcher avoids bias interpretations and allows the reader to 

see the organic participant data that has been selected and organised into themes.  Researcher 

interpretations of the data were saved for the discussion section of the dissertation. 
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Appendix xx: Sample of a Coded Transcript 
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215 
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**End of Sample** 
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Appendix xxi: Table of Codes and Themes 

 

Theme Subtheme Discussion points Code Ppt Line 

Mentor Views of 
the VERP process 

Videoing 
Mentoring Sessions 

Anxiety Nervous about how the camera would affect 
conversation 

4 26-29 

   Nervous about using the camera being awkward 4 12-14 

   Apprehension about how the mentee would respond to 
the camera 

2 27-28 

   Mentor worried about what the mentee would say on 
camera 

2 36-38 

   Mentee was nervous prior to using camera 4 146-149 
  Awkward Using the camera was a bit awkward 3 33 
   Videoing being awkward at the start 1 26 
   Getting used to working the camera 4 15-16 
  Forgetting the 

Camera 
Mentee forgot the camera was there and opened up 4 165-168 

   Forgetting the camera being there 4 152-153 
   Forgetting the camera being there 4 34-36 
   Mentoring flowed well with the camera 4 29-30 
   Forgetting the camera over time 3 26-27 
   Using the camera became natural 2 27-31 
   Forgetting the camera was there 1 28-31 
   Awkward feeling not lasting long 1 27-28 
   Normal conversation with the camera 4 153-154 
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   Camera had no negative effects on conversation 1 31-34 
  Camera having a 

positive affect 
Using the camera helped the mentee open up more 4 17-18 

   Using the camera worked out well 4 14-15 
   Camera helped focus mentoring session 2 38-42 
   Camera seen as a positive influence on mentoring 

sessions 
2 42-44 

   Using a camera was a turnaround in the mentoring 
relationship 

2 51-57 

   Camera helped to strengthen relationships 1 56-58 
   Camera seen as helping the mentoring relationship 1 37 
   Camera created a more serious tone and promoted 

serious topics of conversation 
1 50-54 

   Camera focusing conversation and deepening 
relationship 

1 38-45 

  Having a previous 
relationship 

Previous relationship with mentee made it easier/more 
comfortable 

3 41-43 

 Reflection Improved practice Mentoring helped improve practice for next mentoring 
session 

3 29-30 

   Reviewing videos helps focus for next mentoring 
session 

2 13-16 

   It was good to see what they were doing 3 28-29 
  Focusing on 

positives 
Focusing on positive moments helped confidence 1 17-18 

   Shared review helped reflection on positive moments 4 43-45 
  Positive experience Reviewing the videos was beneficial 2 13-15 
   A positive factor 1 12-13 
   Working with VERP guider made it an enjoyable 

experience 
4 218-220 

  Difficulties Awkward hearing own voice 3 21-22 
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   Hearing own voice felt awkward 1 89-90 
   Finding it difficult to pick out good clips 4 40-41 
   Finding it difficult to pick out good clips 4 55-56 
   Choosing clips became more difficult when focusing on 

deeper level attuned interactions 
2 117-122 

   Finding new clips relating to the helping question 
became difficult 

2 102-104 

   Unsure when picking clips 1 92-93 
   Linking clips to helping question got harder as process 

went on 
2 91-95 

   Reflecting on the helping question becomes more 
difficult as progress improves 

2 111-116 

  Benefits Helped improve future steps of mentoring 3 16-17 
   Confidence grew 1 95-99 
   Helped with picking clips 4 41-43 
   Helpful to see what you were doing 3 22-25 
   Positive experience 3 15 
  New experience Reflection as a new process 4 52-54 
  Factors that 

supported self-
reflection 

Principles of attunement aided reflection 4 74-76 

   Assurance from VERP guider 1 92-95 
 VERP Training 

Session 
Overall positive A good experience 3 50-51 

   Beneficial 2 68-71 
  Seeing Videos Seeing video on how VERP worked was interesting 3 51-52 
   Watching videos was beneficial 1 65-66 
  Practicing Practicing reflection was positive 1 66-71 
   Practicing VERP helped make the process natural 2 78-82 
  Benefits Gave peace of mind 3 57-58 
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   Helped mentor to understand the process 3 56 
   Explaining the VERP process and benefits was helpful 1 80-82 
   Helped understand the VERP process and settle nerves 2 5-10 
   Consider timing – earlier in relationship is better but it 

was good to know mentee first 
3 62-67 

   Getting forms and school permission took time 1 132-137 
  Mentee availability Mentee not being available 1 141-142 
  Counteracting 

difficulties 
Flexibility in the process 1 153-156 

   Having contact with VERP guider 2 11-13 
 Expectation vs 

Reality 
Anxiety prior to 
starting 

Nervous 4 217 

   Unsure what VERP is 1 73-74 
  Positive experience VERP as beneficial 1 298 
   VERP is a positive experience 1 8-9 
   VERP as a good and enjoyable process 3 9-10 
   VERP as enjoyable 4 214 
   Enjoyed the VERP program 4 20-21 
  Others should get 

VERP training 
VERP is something that should be done 3 7-8 

   Others should get VERP training 2 314-316 
Outcomes of 
VERP 

Improved 
Mentoring 
Relationship 

VERP improved 
mentoring 
relationship 

VERP improved relationship 1 7 

   VERP has helped build a strong relationship 1 167-173 
   VERP helped the mentor develop a relationship with 

their mentee 
3 109-111 

   VERP helped create a closer relationship 4 221-223 
  How VERP 

improved 
VERP helped to discover more about mentee 4 89-91 
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mentoring 
relationship 

   Relationship developed due to reflecting and reviewing 3 111-115 
   Improved mentor confidence strengthened mentoring 

relationship 
1 109-113 

  Changed focus of 
Mentoring 
Relationship 

VERP helped the mentor to focus mentoring 
relationship 

1 14-16 

   Focus of mentoring session moved to reasons for 
mentoring 

1 225-229 

   Mentor used reflection to deepen understanding and 
conversation 

1 248-254 

   Helped mentoring relationship to become focused on 
more serious issues 

2 200-203 

 Improved Mentor 
Confidence 

General 
improvement 

VERP improved mentor confidence 1 7-8 

   Mentor feeling more capable 1 105-106 
   VERP improves mentor confidence 2 155-157 
   Positive feeling of meeting goals 1 164-166 
  Confidence in 

abilities 
Mentor is more confident in their abilities 1 113-115 

   VERP improves mentor’s perception of ability 2 146 
   Confidence in abilities to set goals and targets in 

mentoring 
1 236-240 

   VERP helped mentor to try different things and ask 
bigger questions 

1 18-19 

   Gave confidence to ask questions 1 115 
   Confidence to challenge their mentee 1 117-119 
   Ending relationships was easier because mentor felt 

they had done their best 
1 229-232 
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 Improved 
Mentoring Skills 

Reflection VERP helps you to discover progress in yourself and 
your mentee 

3 82-86 

   Improved awareness of what is going on with the 
mentee 

4 86-87 

   VERP helped the mentor to see the advice they were 
giving their mentee 

3 92-96 

   VERP helps mentors to notice the good things they are 
already doing 

2 147-151 

   VERP shows you what you did well and what to tweak 2 316-317 
   Acknowledgement of importance of being a reflective 

practitioner for youth work 
1 254-257 

   VERP has encouraged reflection on skills 1 280-283 
  Listening Skills VERP improved awareness of listening skills 2 292-293 
   VERP showed the importance of non-verbal listening 

skills 
2 187-188 

   Improved appreciation of listening skills 2 165-170 
  Following up with 

Mentee 
Understanding the importance of following up with 
young people to make them feel valued 

3 131-134 

  Using time wisely VERP encouraged the mentor to use their time wisely 2 243-245 
  Skills continuing 

after VERP 
VERP skills continue after the VERP process 2 273-274 

   Reflection skills are being used without videoing 3 121-123 
 Improved Mentee 

Outcomes 
General 
improvement 

Mentee will look back and see the benefits of VERP 1 189-191 

   Improved mentoring relationship resulted in improved 
outcome for the mentee 

1 112-113 

   Mentee responded positively to the VERP process 3 102-104 
  Confidence VERP gave confidence to the mentee 3 106-107 
  Relationship with 

mentor 
Mentee seeing improvement in relationship because of 
VERP 

1 181-183 

   Helped the mentee have a relationship with their mentor 3 107-108 
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  Role Model VERP has benefitted the mentee by giving them a role 
model 

1 183-188 

  Opening up VERP process helped the mentee to be honest and open 
up in a natural way 

2 202-203 

   VERP helped the mentee to open up more 4 182-184 
 Outcomes outside 

of mentoring dyad 
Other relationships VERP impacting other mentee relationships 1 217-218 

   VERP benefits transferred to other relationships 1 219-221 
   Adapting VERP skills to other areas in life 

(friends/family) 
4 188-196 

   VERP has encouraged reflection in other relationships 3 118-120 
   Skills are transferred to group work contexts 2 290-291 

   VERP skills spread across other mentoring 
relationships 

2 16-18 

   Improved skills of helping people 4 205-208 
  Professional 

development 
VERP supporting professional development 1 259-264 
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Appendix xxii: Table showing philosophical paradigms 

Paradigm Ontology Epistemology 

Scientific/Positivism Realism- they believe that there is 
one acceptable truth which is free 
from human influences (Chilisa & 
Kawulich, 2012).  Objects are 
separate and independent from the 
researcher (Cohen, 2007). 

Objectivism- The researcher and the 
researched are independent entities 
and as such the researcher has no 
influence on what is being 
researched.   

Interpretive Relativism- the view that reality is 
subjective and differs from person 
to person (Guba & Lincoln, 1994) 

Subjectivism- The world does 
not exist independently of our 
knowledge of it (Grix, 2004).  
Reality needs to be interpreted to 
discover underlying meanings of 
events and activities. 

Pragmatism There are singular and multiple 
realities that are open to empirical 
inquiry.  Knowledge is found by 
solving practical problems in the 
real world (Creswell & Plano, 
Clark, 2007) 

Different viewpoints and 
perspectives can be addressed and 
adopted simultaneously as 
pragmatism strives for shared 
meanings (Morgan, 2007) 

Critical/Realism Historical Realism- reality is in 
constant flux and has been shaped 
by social, political, cultural, 
economic, ethnic, and gender 
values (Guba & Lincon, 1994). 

Subjectivism-  
Knowledge is both socially 
constructed and influenced by 
power relations from within society 
(Cohen et al., 2009). 
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Appendix xxiii: Overview of interventions for improving wellbeing 

Worldwide, many programs aimed at improving wellbeing issues have been tried and tested 

within schools.  These programs can be divided into two types: whole school programs and 

selective interventions targeted at pupils who display difficulties (Durlak et al., 2011). 

 Whole School Programs.  Whole school programs aim to improve the emotional well-

being of the entire population of a school.  They do not target individual pupils who may be 

suffering with wellbeing difficulties but aim to provide a whole school environment that will 

provide opportunity for these pupils to seek help, improve their emotional literacy and 

ultimately succeed.  Durlak et al. (2011) conducted a meta-analysis of 213 school-based, 

universal social and emotional learning programs that included 270,034 pupils from 

kindergarten through to high school students.   While their meta-analysis included random 

control studies on interventions that are available worldwide, most of the studies were based 

on populations in the United States.  Their study found that, compared with controls, universal 

programs improved pupil performance in relation to emotional wellbeing skills, attitudes, 

behaviour and academic outcomes (Durlak et al., 2011).  They found that during follow up 

assessments these improvements were reduced however remained statistically significant at six 

months (Durlak et al., 2011).  Additional findings from their study included how better 

outcomes were found in studies where programs were conducted by facilitators who came from 

within the school rather than external facilitators.  Moreover, programs that followed ‘SAFE’ 

training practices provided greater effect sizes.  ‘SAFE’ training practices are an anacronym 

and are described by Durlak et al. (2011) as programs that are;  

• Sequenced.  Sequenced step-by-step training approach; 

• Active.  Use Active forms of learning; 
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• Focus.  Focus sufficient time on skill development; 

• Explicit.  Have Explicit learning goals. 

Complex programs that have several components for schools to work through, i.e. whole school 

programs, classroom programs and school policy management, are less likely to follow the 

‘SAFE’ training practices.  Durlak et al. (2011) suggested that this was a factor in complex 

programs having smaller effect sizes.  

This section will discuss four whole school interventions that are currently implemented within 

Northern Ireland:  Promoting Alternate Thinking Strategies (PATHS), Social and Emotional 

Aspects of Leaning (SEAL), Health Promoting Schools Initiative and Mindmatters. 

 PATHS.  Promoting Alternate Thinking Strategies is a ‘universal, classroom-based 

curriculum that teaches social and emotional learning to primary school children’ (Barnardos, 

2015, p.2).  The PATHS program contains a manual and multiple lessons taught under three 

units: the readiness and self-control unit, the feelings and relationship unit; and the problem-

solving unit.  PATHS has a strong US evidence base however transferring this success to the 

UK has been difficult.  Little et al. (2012) found via a random controlled trial that PATHS 

provided modest improvements in emotional health and behavioural development after one 

year.  These improvements were not sustainable and disappeared after two years.  Evaluation 

of PATHS in Northern Ireland found that programme effects on social-emotional learning 

were in general positive, although results were weak and inconsistent (Ross, Sheard, Cheung, 

Elliot & Slavin, 2011).  Within Northern Ireland PATHS has experienced many challenges 

getting off the ground and it has proven difficult to make the programme financially 

sustainable (Barnardos, 2015). 
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 SEAL.  Social and Emotional Aspects of Learning is another whole school approach 

aimed at developing social and emotional skills of pupils that can be used in daily life.  

Underpinning the SEAL programme is Goleman’s (1995) model of Emotional Intelligence.  

According to Goleman (1995) Emotional Intelligence comprises five domains; self-

awareness, self-regulation, motivation, empathy, and social skills.  It is these areas that the 

SEAL programme attempts to develop within its participants.  Unlike PATHS, SEAL is 

unique in that it does not follow a step by step program.  Instead schools are encouraged to 

self-evaluate the programme and follow a process that works for them.   Research has found 

that SEAL “failed to impact significantly upon pupils’ social and emotional skills, general 

mental health difficulties, pro-social behaviour or behaviour problems” (Humphrey, Lendrum 

& Wigelsworth, 2010, p. 3).  It was felt that the lack of sequenced and structured approach 

offered by SEAL affected its success and therefore future programmes were recommended to 

follow the SAFE training practices (Humphrey et al., 2010). 

 Health Promoting Schools Initiative and MindMatters.  Both these initiatives are 

whole school based programmes where the focus is on improving policies and systems within 

schools to create ‘health promoting schools’.  They aim to encourage schools to actively 

promote the self-esteem of pupils and recognise the importance of creating a healthy 

environment within the school where both pupil’s and staff’s emotional wellbeing is 

strengthened.  Neither programme has been sufficiently evaluated through robust random 

control group studies (Connelly et al., 2011).  However, several researchers have highlighted 

some of the positives for these approaches, including; finding improvements in academic 

performance, attitudes of staff and knowledge of school policies (Connelly et al., 2011).  One 

study found that pupils at a school implementing MindMatters were more willing to seek help 

for mental health difficulties (Wyn, Cahill, Holdsworth, Rowling & Carson, 2000). 
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The research base does not appear to indicate a whole-school programme within Northern 

Ireland that has a proven record of success or has the financial sustainability to be a long-term 

success.  There is a statutory duty on schools to teach personal and social education throughout 

primary and secondary education (Department of Education, 2009).  Personal Development 

and Mutual Understanding has been created for primary schools and Learning for Life and 

Work has been developed for secondary schools.  At present there does not appear to be any 

research or audit conducted to evaluate the wellbeing outcomes of these curriculum-based 

programmes. 

 Selective Interventions.  Selective interventions are services that are targeted towards 

pupils who present with difficulties.  The EANI currently provides a range of provisions and 

‘behaviour support’ services for pupils with behavioural difficulties who present as Stage Three 

to Stage Five of the SEN Code of Practice.  It is difficult to comment on these services as no 

audit or evaluation of them has been published.  At present the main selective interventions 

provided by schools at school-based stages of the Code of Practice are School-Based 

Counselling and School Based Mentoring (SBM).  The British Association for Counselling and 

Psychotherapy (BACP) describe school-based counselling as “a professional activity delivered 

by qualified practitioners in schools…counsellors offer troubled and/or distressed children and 

young people an opportunity to explore and understand their difficulties within a relationship 

of agreed confidentiality” (BACP, 2015, p. 2). 

Schools have reported lack of time, staff expertise and resources as barriers to schools 

promoting pupil’s emotional health and wellbeing (Connolly et al., 2011).  To overcome these 

barriers, they turn to external services to support their pupil’s wellbeing.  Connolly et al. (2011) 

report that 89% of Northern Irish secondary schools, in their study, used the Department of 
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Education provided Independent Counselling Service for Schools (ICSS) and in addition to 

this some schools employed their own full-time counsellors.  High uptake of ICSS is not 

surprising as it has been free and available for secondary school pupils in Northern Ireland 

since 2007.  There is growing interest in school-based counselling with the Department of 

Education (2015) reporting that counselling within secondary schools has been shown to bring 

about significant reductions in psychological distress and help young people move closer 

towards their personal goals.  There is a wealth of evidence supporting school-based 

counselling.  Adamson et al. (2006) conducted an evaluation of the NSPCC’s Independent 

School Based Counselling Service in Northern Ireland and found that pupils reported 

significant improvements in emotional health and wellbeing over the period of receiving 

independent schools counselling.  Their results become more striking when considered against 

the fact that the control group’s emotional wellbeing deteriorated during the same period.  

School based counselling was found to be particularly effective for pupils experiencing 

bullying and family difficulties (Adamson et al., 2006).  Cooper, Fugard, Pybis, McArthur & 

Pearce (2015) criticised previous evaluation studies into school-based counselling for not 

controlling properly for spontaneous recovery and non-treatment effects.  They collected data 

from four randomly controlled trials and used regression modelling to show that counselling 

was associated with a large and statistically significant improvement, greater than would be 

expected without the intervention (Cooper et al., 2015).  Another criticism of previous 

effectiveness studies is that they have not considered ethnic minorities.  Pearce et al. (2017) 

found that the positive effects of school-based counselling was not limited to young people of 

a white ethnicity however they could not show long term effects for ethnic minorities due to 

participant dropout during follow up studies. 

Research shows that school-based counselling has a positive effect on young people’s 

wellbeing, however the factors and processes of counselling that bring about this effect are less 
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understood.  Cooper (2009) conducted a systematic literature review to provide information on 

outcomes, processes, and the nature of counselling in secondary schools in the UK.  Cooper 

found that most school-based counselling was of a non-directive person-centred nature.  He 

also found that the mean number of sessions provided was 6.4 however this number was 

skewed upwards by a small number of young people that attended 10+ sessions.  Cooper’s 

review reported that most young people attending school-based counselling reported their 

primary concern as family issues.  Cooper describes how “behavioural issues – such as 

bullying, anger, school/academia and ‘behaviour’ – as well as depression become less salient 

as the young person moved from presentation to actual counselling; while relational issues 

(particularly with parents) and self/self−esteem become more salient” (Cooper, 2009, p. 13).  

McArthur, Cooper and Berdondini (2016) investigated the change process in school-based 

counselling by eliciting the views of pupils who had attended school-based counselling.  They 

found that talking openly about emotions facilitated by the counsellor’s attitude of respectful 

attention and valuing was a central benefit to counselling.  While direct counsellor input such 

as learning skills and behaviour techniques were helpful they were not reported by young 

people to be as helpful as the personal qualities and listening skills of the counsellor (McArthur, 

Cooper & Berdondini, 2015).  Kernaghan & Stewart (2016) investigated the school-based 

counselling experiences of primary aged pupils in Northern Ireland.  They found that younger 

children valued play therapies while older children tended to prefer talking and problem solving 

with a mixture of play.  Self-help techniques and talking were described by children as the 

activities that mostly likely made them feel better (Kernaghan & Stewart, 2016).  Reviewing 

the independent school-based counselling service in Northern Ireland (Connelly et al., 2011) 

found that school-based counselling was well valued however there were concerns regarding 

the small number of hours allocated to schools and how this allocation does not always reflect 

the local needs of schools.  
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Appendix xxiv: VERP information session 

The VERP information and training session was split into two parts: VERP information and 

VERP practice. 

VERP Information 

A fully qualified VIG/VERP practitioner provided introductory training in VERP.  Chapter 

one in the Video Interaction Guidance book (Kennedy, Landor & Todd, 2011) and chapter 

one in the Video Enhanced Reflective Practice: Professional Development through Attuned 

Interactions book (Kennedy, Landor & Todd, 2015) provided the foundation for the 

information provided to the mentors.  This included: 

• A brief history of the beginnings of VIG/VERP, 

• An overview of the VERP process, 

• Video introducing VIG/VERP (https://www.youtube.com/watch?v=YRVaL_ZlxHs) 

• Introduction to the principles of attunement 

• Video examples of attuned interactions and how to pick out principles of attunement. 

The following video by Dr. Sheridan Foster covers the topics included within the current 

study’s information session and could be used as part of a future study: 

https://www.youtube.com/watch?v=LYyQ2xxJsic&t=555s  

Practice Videoing and Reflecting 

The mentors were split into dyads.  Each dyad was provided a camera and were advised to 

record a short five-minute conversation between each other where one person acted as 

interviewer asking the other about their experiences of being a mentor.  The mentors then 

watched the clip back together and practiced looking for principles of attunement.  The dyad 

https://www.youtube.com/watch?v=YRVaL_ZlxHs
https://www.youtube.com/watch?v=LYyQ2xxJsic&t=555s
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swapped roles and competed the exercise again.  The researcher and VERP supervisor floated 

between the dyads offering support throughout.  The goal of this exercise was to familiarise 

the mentors with the recording equipment and provide them with some practice at reflecting 

on the principles of attunement. 

Post training 

After the training session the researcher was available to answer any questions the 

participants had regarding the logistics of the research study. 
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Appendix xxv: VERP intervention timeline 

 

NB: The researcher was given one month protected data collection time in February 2019 and 
therefore the project was planned to begin during this month.  Participant mentors had begun 
their mentoring relationships in September 2018 and as such were halfway through their year 
of mentoring prior to recruitment for this study. 

 

Phase 1: - Project Set up 

• September 2018 Mentors begin their mentoring relationships with their mentees as 
per mentoring program procedure.  

• 25th October 2018 - Consent provided from mentoring program to become part of the 
current study. 

• 9th January 2019 - Ethical Consent for the study is provided by Queen’s University 
Belfast  

• 10th January – Participant checklists are provided to mentoring organisation 
supervisors in order to recruit appropriate participant mentors. 

• 11th February – Potential participant mentors and their supervisors are invited to a 
information and training event at the mentoring headquarters. 

• 11th February – Four participant mentors agreed to partake in the study, information 
sheets are provided, and consent forms are signed.  Participant mentors are provided 
with checklists to support them in recruiting appropriate mentee participants.  
Strengths and Difficulties Questionnaires (SDQs) are provided to mentors to give to 
their prospective participant mentee as per checklist criteria.  Participant 
mentee/participant mentee parent/guardian information sheets/consent forms are 
provided to participant mentors to distribute to their prospective participant mentees. 

Phase 2: VERP intervention  

 

Week 
Beginning 

Participant 1 Participant 2 Participant 3 Participant 4 

18th Feb 2019 Mid-Term Mid-Term Mid-Term Mid-Term 
25th Feb 2019 Meeting between 

researcher and 
participant: VERP 
Helping Question 
agreed and 
participant 
provided with 
recording 
equipment 

Meeting between 
researcher and 
participant: VERP 
Helping Question 
agreed and 
participant 
provided with 
recording 
equipment 

Awaiting returned 
parental consent 
form 

Awaiting returned 
parental consent 
form 

4th March 2019 Mentor records 
mentoring 
session/reflects on 
recording and 

Mentor records 
mentoring 
session/reflects on 
recording and 

Meeting between 
researcher and 
participant: VERP 
Helping Question 

Awaiting returned 
parental consent 
form 
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selects several 
short clips to bring 
to shared review 

selects several 
short clips to bring 
to shared review 

agreed and 
participant 
provided with 
recording 
equipment 

11th March 
2019 

Shared review 
between researcher 
and mentor 

Shared review 
between researcher 
and mentor 

Participant records 
mentoring 
session/reflects on 
recording and 
selects several 
short clips to bring 
to shared review 

Awaiting returned 
consent form 

18th March 
2019 

Mentor records 
mentoring 
session/reflects on 
recording and 
selects several 
short clips to bring 
to shared review 

Mentor records 
mentoring 
session/reflects on 
recording and 
selects several 
short clips to bring 
to shared review 

Shared review 
between researcher 
and mentor 

Meeting between 
researcher and 
participant: VERP 
Helping Question 
agreed and 
participant 
provided with 
recording 
equipment 

25th March 
2019 

Shared review 
between researcher 
and mentor 

Participant mentor 
unavailable for 
shared review this 
week 

Participant mentee 
is absent this week 
from school 

Mentor recorded 
mentoring session 
but has technical 
difficulties with the 
recording 
equipment 

1st April 2019 Mentor records 
mentoring 
session/reflects on 
recording and 
selects several 
short clips to bring 
to shared review 

Shared review 
between researcher 
and mentor 

Participant mentee 
is absent this week 
from school 

Mentor records 
mentoring 
session/reflects on 
recording and 
selects several 
short clips to bring 
to shared review 

8th April 2019 Final Shared 
review between 
researcher and 
mentor 

Mentor records 
mentoring 
session/reflects on 
recording and 
selects several 
short clips to bring 
to shared review 

Mentor records 
mentoring 
session/reflects on 
recording and 
selects several 
short clips to bring 
to shared review 

Shared review 
between researcher 
and mentor 

15th April 2019 Easter Break Easter Break Easter Break Easter Break 
22nd April 2019 Easter Break Easter Break Easter Break Easter Break 
29th April 2019  Final Shared 

review between 
researcher and 
mentor 

Shared review 
between researcher 
and mentor 

Participant mentee 
is absent this week 
from school 

6th May 2019 Qualitative 
interview with 
researcher 

Qualitative 
interview with 
researcher 

Mentor records 
mentoring 
session/reflects on 
recording and 
selects several 
short clips to bring 
to shared review 

Participant mentee 
is unavailable for 
mentoring session 
due to exams 

13th May 2019   Final shared review 
between mentor 
and researcher 

Mentor and 
researcher agree to 
end the VERP 
intervention as the 
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mentee is currently 
sitting exams and 
may not be 
available enough to 
complete two 
further VERP 
cycles 

20th May 2019   Qualitative 
interview with 
researcher 

Qualitative 
interview with 
researcher 

27th May 2019     
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