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Abstract 

 Positive youth development (PYD) models and frameworks provide an overview of youth 

strengths and resources that direct young people towards positive developmental trajectories. 

As one popular context for promoting PYD, youth mentoring aims to promote positive 

outcomes for youth by facilitating supportive relationships through both formal and natural 

mentoring approaches. This thesis was designed to investigate an overlooked, but potentially 

important, developmental process that may be facilitated through effective mentoring support: 

mentees’ development of cognitive emotion regulation skills. Consequently, this doctoral 

thesis examined: (a) whether different types of mentoring interactions support differentially 

influence positive developmental and well-being outcomes for participating mentees; (b) 

whether the mentees’ use of adaptive or non-adaptive cognitive emotion regulation strategies 

mediates the relationship between the different types of mentoring interactions and the 

mentees’ developmental outcomes; and (c) how mentors support their mentees’ cognitive-

emotional regulation skills when their mentees encounter stressful circumstances. 

Using a multi method research design, this research was divided into two studies, a 

‘Mentee Study’ and a ‘Mentor Study’. In the ‘Mentee Study’, a cross-sectional online survey 

was conducted with a total of 300 mentees across New Zealand. Structural equation modelling 

revealed differences in the effectiveness of goal-directed and relational-focused mentoring 

interactions of mentoring relationships on favourable and unfavourable youth outcomes. 

Specifically, the relational-focused interaction was positively associated with mentees’ assets 

of support, empowerment, and positive values, as described in the Search Institute’s 

Developmental Assets framework. Moreover, mentoring that was characterised by high levels 

of relational support was associated with lower levels of mentees’ depression. In contrast, 
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mentoring characterised by high levels of goal-directed interactions was associated with higher 

levels of mentee depressive symptoms and lower empowerment.  

The mediation analysis revealed that the relational-focused mentoring interaction was 

not associated with mentees’ use of cognitive emotion regulation strategies in order to promote 

their positive outcomes and lessen negative outcomes. In contrast, goal-directed mentoring 

interaction was more likely to influence mentees’ use of ‘replanning and reappraisal’, ‘putting 

into perspective’, and ‘acceptance’. The only favourable and significant strategy was 

‘replanning and reappraisal’ which could promote a range of mentees’ developmental assets 

(i.e., boundaries and expectations, support, empowerment, positive identity, positive values, 

and commitment to learning) in addition to decreasing mentees’ negative outcomes (i.e., risk-

taking and depression). Neither type of mentoring relationship was a predictor of mentees’ 

social competencies and no strategies have been found to play a mediating role in order to 

promote this asset.  

In the ‘Mentor Study’, a cross-sectional questionnaire-based survey primarily 

consisting of open-ended questions about mentoring support for cognitive emotion regulation 

was administered to thirty-five mentors. A thematic analysis demonstrated that mentors make 

efforts to assist their mentees’ cognitive emotion regulation through two over-arching 

strategies: reassurance techniques (e.g., mentors’ use of self-disclosure, normalising mentees’ 

feelings, redirecting mentees’ self-blame, showing availability, and validation); and by 

providing new ways of learning (e.g., teaching adaptive strategies and promoting moral 

development). The findings of both studies are brought together in a final discussion that offers 

an in-depth understanding of this important topic. 
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Chapter 1. Coping and Emotional Regulation in Mentoring 

Relationships with Young People in New Zealand: A Focus on 

Key Concepts 

 

According to the World Health Organisation, the way people cope with the everyday stresses 

of life has a critical influence on mental health (World Health Organisation, 2013). Several 

researchers also note that coping with stressful life events and regulating emotions during those 

situations may play a significant role in reducing psychopathology symptoms (e.g., depression, 

anxiety, eating, and substance-related disorders) among children and adolescents (Compas et 

al., 2017; McRae & Mauss, 2016; Zimmer-Gembeck & Skinner, 2016). Adolescence refers to 

the second decade of life when many changes can be observed in an individual's characteristics 

(Lerner & Steinberg, 2009). As a transitional period between childhood and adulthood, 

adolescence is characterised by changes beginning with puberty, which involves all areas of 

development—biological, cognitive, psychosocial, and emotional (Rathus, 2014; Steinberg, 

2010). As a result of these massive changes, adolescents’ lives often become more challenging 

and complex where their behaviours and experiences (such as peer group selection, educational 

and career planning, or engaging in some risky behaviours) can impact their future lives 

(Mortimer & Larson, 2002). 

Coping and emotion regulation are particularly important during adolescence since 

adolescents appear to experience more regular, powerful, and enduring positive and negative 

emotions in comparison to children and adults (e.g., Larson, Moneta, Richards, & Wilson, 

2002). Emotion regulation is the process of redirecting, controlling, and modifying our 

emotions to be able to act functionally and adaptively in emotionally arousing circumstances 

(Cicchetti, Ganiban, & Barnett, 1991). This process could involve a broad range of physical, 
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social, behavioural, as well as conscious and unconscious cognitive processes (Garnefski, 

Kraaij, & Spinhoven, 2001). The role of cognition in young people’s emotion regulation is of 

particular interest because adolescence is a period of significant cognitive development 

(Aldwin, 2007). Cognitive adjustment is a part of emotion regulation during which an 

individual intentionally or unintentionally affects the incidence, experience, manifestation, 

length, and extent of emotions (Gross, 1998). Cognitive emotion regulation involves managing 

the intake of emotionally arousing information and includes cognitive coping strategies 

(Garnefski, Kraaij, & Spinhoven, 2001; Garnefski & Kraaij, 2006; Thompson, 1991). Thus, 

cognitive emotion regulation supports people to adjust their emotions during stressful events 

(Garnefski et al., 2001) by using cognitive emotion regulation strategies (e.g., Garnefski & 

Kraaij, 2006).  

Young people also depend more on emotion regulation and begin using more 

sophisticated strategies to regulate emotions as they age. One reason might be related to 

features of growing up (e.g., social, physical, emotional or cognitive changes) wherein the rate 

of emotion-eliciting stressful events usually increases (Garnefski & Kraaij, 2006). A significant 

feature of human development is the emergence of the capacity to adjust to stress and difficulty 

(Compas et al., 2001). This ability is one of the most critical features of individuals’ ability to 

adapt. Emotion regulation also has health-threatening effects for adolescents as it affects 

associated behaviours such as decision-making, judgment, sensation-seeking, and risk-taking 

along with directly predicting particular health outcomes such as sexual risk-taking (Cooper et 

al., 2003; Kim-Spoon & Farley, 2014; Raffaelli & Crockett, 2003; Steinberg, 2005).  

Steinberg and colleagues (2018) believe that “around the world, adolescence is a time 

when individuals are inclined to pursue exciting and novel experiences but have not yet fully 

developed the capacity to keep impulsive behaviour in check” (p.17). Scholars and 

practitioners who subscribe to Steinberg et al. (2018) perspective are interested in enhancing 
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positive development and wellbeing worldwide through efforts to better understand and 

provide effective support that helps youth to thrive. However, this requires an understanding 

of the opportunities and challenges existing for young people’s development and wellbeing in 

specific contexts.  

At the time of the last census, New Zealand young people—those aged10-24 years 

old— accounted for 19.66% of the total population (Stats NZ, 2019). Despite New Zealanders 

enjoying relatively healthy lives overall, the country has a large youth population facing several 

significant wellbeing challenges (e.g., high rates of youth suicide, teenage pregnancy, 

substance misuse, anxiety and depression to name a few). It is useful to consider how young 

people might respond to stressors in situations that attribute to and/or result in these challenges. 

Wang et al. (2015) explained that emotion regulation can be developed through external 

resources such as families, peers, schools or communities, and mentoring relationships (i.e., 

between a mentor and mentee). Typically, a mentor is an older youth or a non-parental adult 

who engages in informal activities with the mentee (i.e., the young person) and is not in a 

formal specialised support position, such as a therapist. Although mentors are not therapists, 

they are in a position to provide support and advise their mentees (DuBois & Karcher, 2014). 

Given these areas of concern for adolescents in New Zealand, the country is an ideal context 

to explore ways in which young people can be supported through mentoring relationships to 

positively develop and achieve improved wellbeing by focusing on coping and emotion 

regulation. 

1.1. An Overview of Young Peoples’ Health and Wellbeing in New Zealand  

At present, New Zealand maintains regular national surveys on secondary school student 

mental health and wellbeing. The largest series of studies on the topic, known as the Youth2000 

Survey Series, have included large nationally representative cross-sectional surveys conducted 
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in four waves in 2001, 2007, 2012, and most recently in 2020 (Adolescent Health Research 

Group, 2008; Clark et al., 2013; Fleming et al., 2014; Fleming, Peiris-John, et al., 2020; Noel 

et al., 2013). These surveys were mostly similar in methods with a slight difference in sample 

size, numbers or modifications in questions, and participants’ gender. Nonetheless, the 

Youth2000 surveys aim to determine the prevalence and frequency of risk and protective 

factors for health and wellbeing among young people in New Zealand secondary schools. The 

risk and protective factors assessed include family circumstances; family and school 

connectedness; neighbourhood; violence and abuse; health and emotional wellbeing; substance 

use; sexual health; nutrition and physical activity; car accident injuries and risky driving 

behaviours; along with health care access. Trends from these studies have been tracked across 

the years. 

From 2001 to 2012, changes to secondary student health and wellbeing included 

declines in cigarette and marijuana use, sexual abuse, fighting, risky driving behaviours, and 

seatbelt use. In the 2012 cohort there were reported improvements in family and school 

connectedness compared to the 2001 cohort. However, there was no improvement reported in 

young people’s depression symptoms or their exposure to family violence (Clark et al., 2013). 

According to the 2012 survey results, although most of the participants (76.2%) reported good 

overall wellbeing, there was a slight decline compared with the 2007 survey (78.5%). 

Furthermore, some of the participants reported clinically significant levels of depression, low 

mood, suicidal ideation, self-harming, and emotional symptoms (Fleming et al., 2014).  

In the most recent Youth2000 series of New Zealand youth health and wellbeing 

survey, Youth19, the survey was conducted with 7721 secondary school students (year 9–13) 

across various locations within the Auckland, Northland and Waikato regions (Fleming, Peiris-

John, et al., 2020). Similar to the previous series, this study included surveys of overall youth 

wellbeing, emotional and mental health, and substance use. Although 4.8% of the students 
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reported a high level of life satisfaction, the researchers found that 19% of the participants 

reported difficulty in getting help when needed which was commonly higher for older students 

(15 years and above). Moreover, less than five percent (2.7%) of the students had serious 

thoughts of suicide during a year.  

The findings indicate good overall wellbeing among most of the students (69%); 

however, this rate was higher in 2012 (76%). Similarly, there was a significant rise in their 

depressive symptoms wherein 23% of students reported a higher level of depressive 

symptoms—10% higher than those found in 2012. Similarly, the rate of suicide attempts within 

the last twelve months has increased from 3.9% in 2012 to 6.2% in 2019 (Fleming, Tiatia-

Seath, et al., 2020). Furthermore, there were small proportions of the students who reported 

using substances including smoking (2.6%), e-cigarettes (7.8%), alcohol (9.1%), and marijuana 

(4.1%) at least weekly. Additionally, 3.7% of the participants reported using other drugs such 

as P, huffing, or synthetics (Fleming, Ball, Peiris-John, et al., 2020). Interestingly, this series 

of the Youth2000 studies included some open-ended questions exploring the participants’ 

opinions about the significant problems for young people as well as the ways that they can be 

further supported. Themes across their responses evidence that adolescents have mental health 

and pressure concerns regarding the high expectations experienced in various contexts (e.g., 

family, school, friends, and community), a sense of alienation, mental health issues and lack of 

support for addressing them. Additionally, these young people expressed a need to be heard, 

valued, and supported by others (Fleming, Ball, Kang, et al., 2020). 

In 2019, another national survey named ‘What makes a good life?’ was conducted by 

the Office of the Children’s Commissioner and Oranga Tamariki (Ministry for Children) which 

included 5,631 children and young people (7-18 years old). In response to what having a good 

life means to young people, the researchers identified several significant themes that included 

being happy with life (30%), having supportive relationships (20%), having basic needs met 
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(15%), being mentally and physically healthy (8%), feeling safe (6%) and valued (3%), as well 

as experiencing positive education or supportive schools (3%). Almost 45% of the young 

people reported that supporting mental and emotional wellbeing requires urgent action (Office 

of the Children’s Commissioner & Oranga Tamariki, 2019). A pertinent finding resulted from 

responses to the question ‘I can cope when life gets hard’. 37% of participants disagreed or 

reported neutral responses which further necessitates strategies to better support improved 

mental and emotional wellbeing for young people in the New Zealand context. 

These two major national surveys help paint the picture of youth well-being, positive 

development, mental and physical health, in addition to highlighting their specific and unmet 

needs. These studies were pivotal in documenting how young people experience and navigate 

health and wellbeing issues in New Zealand and their findings indicate that young people need 

more external assets (e.g., being important, valued, safe, or encouraged), internal assets (e.g., 

building friendships, being hopeful, or competent), coping skills, supportive relationships (e.g., 

mentoring relationships), and being mentally and physically healthy (e.g., experiencing less 

depressive symptoms and risky behaviours). Generating research that shares young people’s 

experience regarding the potential benefits of mentoring relationships on youth coping, mental 

health, and positive youth development may assist New Zealand practitioners and 

policymakers to place the youth experience at the centre. 

1.2. Importance of Coping and Emotion-Regulation in Adolescence 

Understanding how to improve regulatory skills in adolescents requires an understanding of 

which strategies are helpful or harmful. Garnefski et al. (2001) provided nine conceptually 

different coping strategy measures that include self-blame, rumination, catastrophising, other 

blame, putting into perspective, positive refocusing, positive reappraisal, acceptance, and 

refocusing on planning. These strategies reflect how people think during stressful life events 
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rather than what they do since thinking and acting involve different processes (Garnefski, 

Legerstee, et al., 2002; Garnefski, Kraaij, & Spinhoven, 2002). Past studies have found 

important links between emotional problems and how young people use these different 

strategies (e.g. Garnefski, Boon, & Kraaij, 2003; Garnefski et al., 2001; Garnefski et al., 2004; 

Kraaij et al., 2003; Kraaij, Pruymboom, & Garnefski, 2002). For example, adolescents’ use of 

less effective emotion regulation strategies (e.g., rumination) has been positively correlated 

with depressive symptoms (Eisenberg, Spinrad, & Eggum, 2010; Schäfer et al., 2017).  

Similarly, the less adaptive strategies of self-blame, rumination, and catastrophising have 

been found to be related to suicidality (i.e., suicidal ideation, plans, and attempts) or anxiety 

(Garnefski, Kraaij, & Spinhoven, 2002). Barrett (2013) stated that young people contribute to 

their own healthy development through adaptive emotion regulation which is in line with 

Positive Youth Development (PYD), a contemporary and leading perspective of youth 

development and one of the core perspectives of adolescence that have influenced this thesis. 

1.3. Positive Youth Development (PYD) in Adolescence 

According to PYD theorists, positive youth development was traditionally characterised by the 

absence of maladaptive behaviours, and youth were perceived to be in thriving trajectories if 

they were successful at school or avoiding at-risk behaviours (Benson, Scales, & Syvertsen, 

2011). However, the current PYD perspective focuses on young people’s potential and 

enthusiasm to explore the world. It conceives of young people as being active agents in their 

own development and becoming competent contributors to their context (Damon, 2004). Shek 

et al. (2019) argued that PYD models and frameworks underline the importance of youths’ 

strengths, developmental plasticity, internal developmental assets such as social competences, 

and external developmental assets such as community support (e.g., Silbereisen & Lerner, 

2007; Tolan et al., 1997). 
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Strength-based approaches are considered the basis of PYD (Geldhof et al., 2015). The 

PYD philosophy (or movement) encouraged PYD developers and practitioners to design and 

implement interventions, prevention programmes, and practices to increase young peoples’ 

strengths and assets (Bowers, Geldhof et al., 2015). Based on PYD research, one of the 

strengths that youth develop during adolescence is their capacity for self-regulation (Weiner, 

Geldhof, & Gestsdottir, 2015).  

Many studies have been conducted to clarify the role of self-regulation in PYD and 

point to the importance of the advanced cognitive self-regulation skills that are included in the 

construct of Intentional Self-Regulation (ISR) (e.g. Gestsdóttir & Lerner, 2008; Gestsdottir et 

al., 2010; Mueller et al., 2011; Schmid et al., 2011). ISR skills help young people to set goals, 

actively make plans to reach goals and to re-plan if the first plan is not helpful to goal 

achievement. ISR involves cognitive skills; however, emotion regulation has been overlooked 

within the ISR construct (Weiner, Geldhof, & Gestsdottir, 2015). As explained above, emotion 

regulation is a critical facet of positive youth wellbeing, so it should also draw the attention of 

PYD scholars. Wang et al. (2015) explained that adolescents regulate their emotions using two 

types of emotion regulation strategies: 1) suppression (i.e. inhibiting emotional responses); and 

2) reappraisal (i.e. seeing the bright side or reinterpreting the meaning of a situation). However, 

there are many other strategies discussed in the emotion regulation literature, such as those 

described above (e.g., self-blame, or rumination), that need to be understood within the PYD 

perspective.  

PYD research has revealed that the people in a young person’s context, including 

parents, peers, and adult mentors are the most significant assets in terms of their influence on 

youth PYD and risk outcomes (Theokas & Lerner, 2006). Wang et al. (2015) argued that strong 

and healthy mentoring relationships could be directly linked to better self-regulation and 

emotion regulation skills among youth mentees. The authors assume that mentors can improve 
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mentees’ perseverance and hopefulness that lead to less risk-taking or depression. This has the 

potential to be accurate since accepting a negative situation and optimism were found to play 

a significant role in coping with adverse situations (e.g., Carver & Conner-Smith, 2010; 

Garnefski et al., 2001). 

1.4. Mentoring as a Worldwide Pathway to Positive Youth Development 

In 2002, the Ministry of Youth Development (MYD), known then as the Ministry of Youth 

Affairs, presented the Youth Development Strategy Aotearoa (YDSA). The strategy touted a 

vision of having hopeful and enthusiastic youth by assisting and reassuring them to accept 

challenges. In this regard, six principles were established: 1) youth development is shaped by 

the big picture; 2) youth development is about young people being connected; 3) youth 

development is based on a consistent strengths-based approach; 4) youth development happens 

through quality relationships; 5) youth development is triggered when young people fully 

participate; and 6) youth development needs good information (Ministry of Youth Affairs, 

2002). Following this development, in 2008, the Code of Ethics for Youth Work in Aotearoa 

New Zealand (CEYW) was established on the YDSA framework and published for a second 

time in 2011. The code of ethics represents four key values of youth work in New Zealand: 1) 

young-person centred; 2) relationship-focused; 3) culture and context-appropriate; and 4) 

community contribution (Ara Taiohi, 2011). Both CEYM and YDSA are used in promoting 

PYD in New Zealand. 

In New Zealand and internationally, mentoring programmes are recognised as one of 

the most popular interventions designed for fostering PYD among youth (Farruggia et al., 2011; 

Larson, 2006). Youth mentoring in New Zealand has its roots in Māori traditions of the 

Tuakana (older person) and Teina (younger person) relationship where older members of 

Whānau (the family that includes extended family) support younger members. Formal youth 
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mentoring programmes in New Zealand were launched in the 1980s through adopting an 

Australian model of peer support and mentoring programmes sustained to develop across the 

country (Farruggia et al., 2011). Researchers in the New Zealand Youth Mentoring Network 

(NZYMN) defined mentoring as a “purposeful, structured and trusting relationship that brings 

young people together with caring individuals who offer guidance, support and 

encouragement” (McDonald et al., 2016, p. 10). In 2016, there were almost 40 programmes 

recorded on the NZYMN website, which have been increasing over time.  

Youth mentoring programmes might be delivered in formal (i.e., one-on-one mentoring 

programmes, and youth development programmes) or informal (i.e., natural mentors/very 

important people [VIPs]) mentoring programmes. Natural mentors or VIPs could be non-

parental adults who support a youth outside a structured-youth programme such as sports 

coaches, Kapa Haka (Māori performing arts) tutors, youth group leaders, teachers, family 

friends, older siblings, and adults in the extended family. Normally, formal mentors support 

youth in stand-alone mentoring programmes as a structured youth mentoring-focused course 

(e.g., Big Brothers Big Sisters NZ, Pillars, or Big Buddy) or through youth development 

programmes which may offer a mentoring service as well (e.g., Youth One Stop Shops; iwi 

social services agencies; Youth Horizons) (McDonald et al., 2016). VIPs have been found very 

important among New Zealand youth. In a study involving 313 low-income adolescents in New 

Zealand, 62% of the youth reported having at least one VIP in their lives. Researchers have 

found a positive and significant relationship between the presence of VIPs and academic 

achievement variables, especially between VIP warmth and achievement variables (Farruggia, 

Bullen, & Davidson, 2013). In this regard, Dutton (2015) found five main criteria of a good 

mentoring relationship in the New Zealand context: 1) mentor-mentee bond (e.g., mutual 

closeness, respect, and trust); 2) shared purpose (i.e., a shared achievement goal in the mutual 

relationship with a particularly mentee-centred approach); 3) positive partnership in action (i.e., 
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collaboration); 4) relationship trajectories (e.g., spending time together is needed to establish a 

high-quality relationship); and 5) positive mentee change (i.e., positive psychological and 

academic development). 

Based on Rhodes’ (2005) Model of Youth Mentoring, as a result of a cooperative and 

supportive relationship, mentors can influence a youth's social-emotional, cognitive, and 

identity development which can contribute in the promotion of positive developmental 

outcomes. In particular, it is proposed that mentoring relationships can influence youths’ 

emotion regulation skills, intellectual skills and understanding of who they are and whom they 

could become (Rhodes & DuBois, 2008; Rhodes, Grossman, & Resch, 2000). Based on a study 

by DuBois and Silverthorn (2005) youth relationships with mentors have been found to 

positively impact outcomes such as educational achievement, problematic behaviours, and 

depression. However, adolescents’ emotion regulation is often disregarded in the context of 

mentoring relationships. This occurs despite the fact that mentors are in the position to establish 

a close and supportive relationship with their mentees, enabling them to promote three key 

factors that impact the efficacy of emotion regulation process: ability, belief, and knowledge 

about emotions and emotion regulatory processes (Kim, Bigman, & Tamir, 2015). 

Thus, emotion regulation is assumed to be essential to positive youth development as 

well as being relevant to mentoring relationships. Together, these ideas provide a potential 

context and processes to support young people’s emotion regulation development, which may 

lead to more positive outcomes. Despite this theoretical link, inadequate empirical research 

exists addressing the ways mentoring relationships direct mentees’ adaptive emotional 

regulation responses and strategies in a manner that influence beneficial outcomes, including 

the reduction of problematic behaviours. 
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1.5. Research Rationale, Aims and Objectives 

Given adolescents experience more powerful emotional fluctuations than adults, both in terms 

of negative and positive emotions (Larson & Richards, 1994; Verma & Larson, 1999) young 

people may face challenges developing skills to regulate their emotions, which some authors 

argue is one of the most important developmental processes during adolescence (Kesek, 

Zelazo, & Lewis, 2009). Skills to successfully navigate the emotional reactions that come with 

achievements, disappointments, and challenges may have a substantial effect on the young 

person’s growth. As an example, appropriate emotion regulation is essential for youth to 

communicate well in social contexts (e.g., academic settings or workplaces) and also with the 

different people in their contexts (e.g., parents, siblings, friends, teachers and coaches, mentors, 

and others they confront in their social settings) (Wang et al., 2015). This example illustrates 

how well-regulated young people can create a greater sense of social development. The positive 

developmental outcomes could be wide-ranging, involving the feeling of being valued and a 

contributor to society, having a better connection with others, or increasing competence, along 

with achieving goals (Benson, 1997, 2006). Thus, encouraging emotion regulation should be a 

focus of programmes aiming to foster positive development.  

Although PYD theories and approaches have been used to design and implement 

strength-based programmes for young people, to my knowledge, the different models of PYD 

that emphasise how to facilitate young people’s strengths and potential have overlooked the 

link between adolescents’ emotion regulation strategies and their positive development. There 

is also a need for a deeper understanding of the emotion regulation difficulties young people 

experience as these may lead to risky behaviours or depression (McLaughlin et al., 2011).  

As argued by Wang and colleagues (2015), providing insights into the function, growth, 

and use of emotion regulation strategies is essential in supporting the positive development of 
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young people. These researchers believe that emotion regulation provides a foundation for 

healthy and positive youth development by supporting adolescents to make links between 

particular situations and appropriate/adaptive emotional responses (Wang et al., 2015). In this 

regard, mentoring relationships and programmes may provide an excellent opportunity to assist 

young people’s emotional regulation skills since mentees are in a close relationship with an 

adult who provides advice and opportunities for skill development.  

The mentors are in a great position to help the young people to make such links between 

a negative or stressful situation, emotional impacts, and beliefs to facilitate their mentee’s more 

adaptive emotion regulation strategies. However, Rhodes and colleagues (2006) have stated 

that the way mentors can help mentees to improve their ability to regulate and express their 

emotions effectively is unclear; for instance, the type of support needed to cultivate effective 

emotion self-regulation in mentees is not well understood nor is it clear how mentors can help 

mentees to regulate and express their emotions effectively. Moreover, Rusk et al. (2013) 

recommended other researchers address the gap related to the ways in which adult leaders, 

including mentors, support adolescents to mobilise their cognitive skills to realise and manage 

their emotional fluctuations? 

The literature explored in the subsequent chapters will indicate that mentoring 

relationships can produce significant, albeit small, effects on young people’s positive outcomes 

and development (DuBois et al., 2011; Rhodes & Dubois, 2008). However, there appears to be 

limited research on adolescents’ emotion regulation capacities within the PYD and mentoring 

fields. In addition, in circumstances when mentees share their emotions in response to stressful 

life events and seek support from their mentors, it could be expected that mentors’ responses 

to these situations to be particularly important in terms of the impact this has on their mentees’ 

development of emotion regulation strategies. Considering this logical assumption, this thesis 

aims to expand knowledge about how mentoring relationships influence young people’s 
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cognitive emotional self-regulation skills and the flow-on effects this might have for positive 

developmental and wellbeing outcomes.   

Applying a multi method design, two different studies were implemented to address the 

objectives of this thesis. The first study—The Mentee Study—a quantitative study that aimed 

to determine whether different mentoring strategies differentially influence positive 

developmental and wellbeing outcomes for participating mentees. This quantitative study 

investigated whether the mentees’ use of adaptive or maladaptive cognitive emotion regulation 

strategies mediates the relationship between the different types of mentoring strategies and the 

mentees’ developmental outcomes. The second study—The Mentor Study—which was 

evaluated quantitatively and quantitatively, aimed to explore mentors’ approaches to 

supporting their mentees’ cognitive-emotional regulation skills when their mentees encounter 

stressful circumstances. By addressing the theoretical and empirical gaps described above, the 

findings of this research aim to make a contribution to the fields of PYD, mentoring, and 

cognitive-emotional development of adolescence. 

1.6. Thesis Overview  

This chapter has provided a brief overview of theory and research focused on the essential role 

of young people’s emotion regulation skills and the potential of high-quality mentoring 

relationships to support the development of positive outcomes via their impact on youth 

mentees’ development of cognitive emotion self-regulation skills. Moreover, the rationale and 

aims for conducting this research were discussed as they relate to the two separate studies that 

constitute this thesis. This thesis will be presented in eleven chapters, as follows: 

 Chapter Two provides a detailed review of literature on human emotion and self-regulation 

skill development, with emphasis on adolescents’ experiences of stressful events, 
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emotional and cognitive development, and the implications associated with using different 

emotion regulation strategies to cope with negative events.  

 Chapter Three involves a review of the literature on PYD, and mentoring relationships are 

provided highlighting influential PYD models and approaches, the role of self-regulation 

and emotion-regulation in PYD research, the dynamic link between PYD and negative 

outcomes such as depression or risk-taking, as well as youth mentoring relationships and 

their role in enhancing positive and lessening negative outcomes. 

 Chapter Four describes the methodology that framed this doctoral project. 

 Chapter Five includes a description of the methods used the ‘Mentee Study’ of this 

research. 

 Chapter Six contains results of the ‘Mentee Study’ of this research. 

 Chapter Seven addresses a discussion for the ‘Mentee Study’. 

 Chapter Eight includes methods of the ‘Mentor Study’. 

 Chapter Nine represents results of the ‘Mentor Study’ of this research. 

 Chapter Ten provides a discussion for the ‘Mentor Study’.  

 Chapter Eleven, as the final chapter of this doctoral project, summarises insights gained 

from a joint interpretation of the findings of both studies while highlighting their relevance 

to theories and practices discussed in the literature review. 

  



 

16 
 

Chapter 2. Cognitive Emotion Regulation in Adolescence 

 

Emotional and cognitive development in adolescence should not be understated. The 

neurological, physical and social changes that occur during this life stage are significant 

influences to consider. Assuming emotion regulation or coping is important during adverse 

events, how then do adolescents face and overcome challenges during their transition to 

adulthood? Moreover, how do they apply effective and ineffective emotion regulation 

strategies which contribute to their mental health? This chapter addresses these questions by 

discussing the concept of ‘stressful life events’. An exploration of the literature relating to the 

role of responding to the stressors and cognitive emotion regulation strategies will clarify how 

regulating emotions are influential in youth well-being and thriving. The focus here is on 

adolescents’ capacities to cope with challenges. 

2.1. Emotions and Stressful Life Events in Adolescence 

Emotions are a part of humans’ daily lives influencing cognition, memory, well-being, 

psychopathology, intrapersonal and interpersonal processes (Essau, LeBlanc, & Ollendick, 

2017). In regard to the nature of emotions, Adolphs (2010) stated that the typical ‘basic 

emotions’ recognised by emotion scholars are happiness, fear, sadness, disgust, fear, and 

surprise. These are called basic emotions since there is a specific facial expression for each of 

them. However, Izard (2011) assumed that interest, enjoyment/happiness/contentment, 

sadness, anger, disgust, and fear are first-order emotions as the cognitive prerequisites involved 

in these emotions are ‘minimal’. As the link between emotion and cognition is essential in 

defining emotions and underlying processes, Harris and Isaacowitz (2015) discussed two 

different approaches to emotions and their implications for linking emotion and cognition: 

basic emotion models and appraisal models. 
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In the basic emotion models, emotions are considered as discrete entities (e.g., fear, 

sadness, etc.) in which a specified stimulus triggers a set of specific behavioural, expressive, 

unconscious, and neural responses. In such a process, higher-order cognitive processes are at 

minimal levels or might not necessarily be involved. By contrast, in appraisal theories of 

emotion, cognition is an essential criterion for emotional experiences. From this perspective, 

emotions are experienced as a result of changes in components such as ecological assessment, 

motivation, contextual biological responses, expressive and instrumental behaviour, and 

subjective feeling. Anyhow, appraisal theorists consider cognitive processes or 'appraisal' as 

the antecedent events for responses (Harris & Isaacowitz, 2015). 

Although moral or higher-order emotions such as guilt, shame, embarrassment, 

sympathy and empathy have been found useful in moral development and character, basic 

emotions such as fearfulness and anger were considered to play a role in moral behaviour as 

well. For example, in past studies, guilt and shame were associated with anxiety, sadness, fear, 

and anger in both adulthood and childhood (Eisenberg, 2000). Adolphs (2010) suggested that 

one way to define emotions is to consider the contrasts between emotion and cognition. In 

particular, Adolphs describes this contrast way through ‘dual-process’ theories in which 

“emotion is associated with implicit, rapid and automatic processing; cognition is associated 

with explicit, slow and deliberate processing. Feeling and thinking are the conscious 

experiences associated with emotion and cognition, and much attention has focused on how 

they interact" (p. R550). One clear example of this contradictory process is emotion regulation 

(Adolphs, 2010). 

Nevertheless, adolescents may experience more emotional fluctuations resulting from 

the hormonal changes arising from puberty (Dorn et al., 2006) and also the indirect effect of 

puberty that increases youth’s emotionality such as physical changes and their impact on their 

social relationships (DeRose & Brooks-Gunn, 2009). Thus, new emotions appear as a result of 
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restructured social roles, expectations, and relationships (DeRose & Brooks-Gunn, 2009) 

which may increase the experience of stressful situations like conflicts with other people, 

school difficulties, or romantic breakups (Larson & Ham, 1993) as they struggle with powerful 

new feelings. Holcomb et al. (1994) explain that stress could be a good motivator for moving 

forward but this effect might be converted to devastating feelings of pressure resulting in 

mental and physical impairment when there is no capability to manage the effects of external 

stressors or internal responses. Based on this definition of stress, stressors and individuals’ 

reactions to the stressors are the keys to adaptive functioning.  

In this view, Carver and Connor-Smith (2010) discuss two aspects of stress: the type of 

stressor, and the type of responses to stressors. In their perspective, a situation is perceived 

stressful when an individual feels intense pressure to solve a problem or eliminate threats and 

barriers. Three terms refer to the adversity of stress: threat, harm, and loss. Threat is the 

possibility of an event occurring where there is an anticipation of adverse outcomes, whereas 

harm is the awareness that the negative outcomes have already occurred, and loss is the 

perception that a preferred thing has been taken away. Emotions following these stressors 

include anger, anxiety, fear, guilt, shame, jealousy, sadness, disgust, and envy (Lazarus, 2001). 

Experiencing these emotions for a long time is known as negative emotionality (Rothbart & 

Bates, 2006; Allen & Gabbay, 2013) and is a common risk factor for both internalising and 

externalising disorders (Guttmannova, Szanyi, & Cali, 2007). For example, anger, frustration, 

and irritability have been found in relation to both externalising and internalising disorders 

(Eisenberg et al., 2009) in which weakness in regulating anger may increase using hard drugs 

(e.g., Macklem, 2014) or lead to physical aggression among male youth (e.g., Sullivan et al., 

2010). A high level of aggressiveness can be the result of inadequate skills to cope with the 

severity of anger that prevents emotional adjustment (Macklem, 2014). Anxiety and depressive 

disorders have long been linked with disturbances in the regulation of positive and negative 
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emotions (Zimmermann & Iwanski, 2014). Additionally, depression and risky behaviours 

might overlap each other in which depression may direct young people to substance use or 

smoking (Hasler et al., 2005; Keenan-Miller, Hammen, & Brennan, 2007), aggression, 

delinquency, antisocial behaviour (Donnellan et al., 2005), and suicide (Windfuhr et al., 2008). 

In terms of responding to the stressors, the ways that young people react to their 

negative emotions is important because externalising their difficulties might lead them to 

behavioural problems such as drug and alcohol abuse, whereas internalising life difficulties 

might appear through anxiety, eating disorders, and depression (Cowie et al., 2004). These 

outcomes can result from a lack of strategies to deal with negative emotions that direct young 

individuals to increase youth risk behaviours (Wang, Hsu, Lin, Cheng, & Lee, 2009), for 

instance, substance use (Hesseler & Katz, 2010) or suicide threats and impulsive behaviours as 

the result of maladaptive problem-solving strategies (Reitz et al., 2012). These behaviours 

could be an avoidance mechanism (Chapman, Gratz, & Brown, 2006), or an approach to deal 

with stress (Koerner & Linehan, 1997). Therefore, responding to stressors requires coping 

processes (Carver & Connor-Smith, 2010).  

Adaptive adjustment to stressful events requires effective emotion regulation strategies, 

including thinking positively, managing behaviour, regulating impulse stimulation, and taking 

action to modify or lessen the causes of stress. These processes are part of effective coping to 

adapt to stress (McRae et al., 2012). Emotion regulation is an essential developmental process 

in adolescence (Kesek, Zelazo, & Lewis, 2009) since there usually is less dependence on 

parental support as well as inadequate skills for adaptive internal regulation (Zimmermann & 

Iwanski, 2014). The intensity of emotions increases along with emotion regulatory skills but 

not in parallel (Kesek, Zelazo, & Lewis, 2009). Also, emotion regulation mostly relies on 

cognitive capacities which are not fully developed in adolescents and the prefrontal cortex 
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(PFC), which is essential for complex cognitive capacities, undergoes important changes in 

this period (Kesek, Zelazo, & Lewis, 2009; Romer, 2010; Steinberg, 2013). 

A recent study has found that emotion regulation capacities might be a mediator in the 

relationship between early life adversity and subsequent psychopathology of anxiety and 

depression (Young, Sandman, & Craske, 2019). Similarly, in a meta-analysis review by 

Schäfer et al. (2017), the habitual use of adaptive emotion regulation strategies (e.g., cognitive 

reappraisal, problem-solving, and acceptance) was negatively associated with depressive 

symptoms. In contrast, there was an inverse relationship with less adaptive emotion regulation 

strategies (e.g., avoidance, suppression, and rumination) and depressive symptoms. Their 

findings highlight the significance of adaptive and also less adaptive emotion regulation 

strategies in adolescents’ depressive and anxiety disorders. Nonetheless, there are protective 

factors for youth depression, such as having supportive adults, coping skills, and emotion 

regulation skills (e.g., O’Connell, Boat, & Warner, 2009).  

Consequently, research on how the different facets of coping arise and function 

throughout adolescence are critical to increasing our knowledge of how youth adapt to stress 

(McRae et al., 2012). Because studies have shown that well-regulated youth can actively 

manage their emotional lives by showing regulated behaviours and emotions which are 

consistent with the contextual norms and expectations that influence their relationships with 

others (e.g., Melnick, & Hinshaw, 2000; Murphy et al., 1999), these youths are socially 

competent (McKown et al., 2009) and may show more positive values (e.g., caring, integrity, 

honesty, restraint and so forth) since self-regulation is the foundation of moral identity that 

defines one’s ethical character (Schlenker, Miller, & Johnson, 2009). In adolescence, identity 

formation involves a sense of self as an independent, active, and competent agent in the world 

(Erikson, 1968) and regulating behaviours, thoughts, feelings, and actions are important tasks 

of the self (Oyserman et al., 2017). Simply, functional emotion-regulation influences 
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individuals’ social relationships, decision-making, mental and physical health, and wellbeing 

(Garnefski et al., 2001; Kim, Biman, & Tamir, 2015; Thompson, 1991), therefore it is essential 

to study ways to improve individuals’ emotion regulation skills (Koole, Van Dillen, & Sheppes, 

2011). 

As presented in the previous chapter, findings of the latest leading studies in New 

Zealand have shown that there are adolescents who are at risk of severe depression, suicide, or 

substance use. Although many of them might be satisfied with their lives, some showed 

concerns regarding mental health and pressures, mental and emotional wellbeing, needs of 

being heard, valued, supported by others. Therefore, there is a need to investigate how young 

people cope with difficulties or regulate their emotions during adverse life events. Before 

reviewing the strategies that might be used by youth, two concepts of coping and emotion 

regulation should be defined since both are interrelated and may be used interchangeably even 

though there are distinctions and similarities between them. 

2.1.1 Specific and Similar Features of Emotion-Regulation and Coping  

Compas and colleagues (2017) discuss how the overlap in the conceptualisation and definitions 

of coping and emotion regulation was overlooked in past studies (e.g., Adrian, Zeman, & Veits, 

2011; Compas et al., 2001; Eisenberg et al., 2010; Skinner et al., 2003). Emotion regulation is 

defined as “the intra and extra-organismic factors by which emotional arousal is redirected, 

controlled, modulated, and modified to enable an individual to function adaptively in 

emotionally arousing situations” (Cicchetti, Ganiban, & Barnett, 1991, p. 15), whereas coping 

refers to “conscious and volitional efforts to regulate emotion, cognition, behaviour, 

physiology, and the environment in response to stressful events or circumstances” (Compas et 

al., 2001, p. 89). A shared feature of coping and emotion-regulation is the dominant role of 

regulatory processes (Compas et al., 2017) which involve wide-ranging responses such as 
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efforts to initiate, delay, terminate, modify the form/content or modulate the volume/intensity 

of thought, emotion, behaviour, or physical reaction (Compas et al., 2001, 2017). However, the 

unique feature of coping is that it includes all these processes in the presence of a stressful 

situation. Coping is restricted to responses during stressful events that simultaneously include 

the regulation of a broader range of emotional, behavioural, cognitive, or physiological 

responses (Compas et al., 2017) whereas emotion regulation arises in response to emotion-

arousing situations regardless of exposure to a stressor (i.e., in both stressful and non-stressful 

situations) (Compas et al., 2017; Aldao, Nolen-Hoeksema, & Schweizer, 2010; Thompson, 

1994). As an example, reading an emotional book can be an emotion-arousing event which 

requires regulation to generate or modulate emotions, but it is not necessarily a stressful 

situation. However, coping processes are generated to deal with stressful situations through 

regulating responses (including emotions). These stressors might be daily stressors or stressful 

situations or events. Therefore, coping is a narrower and also a broader concept in comparison 

to emotion regulation (Compas et al., 2017). 

In this research, the conceptualisation of coping or emotion-regulation is mostly 

oriented to the definition and concept of coping for several reasons. Firstly, coping embraces 

not only emotions but cognition as well. Adolescence is a period of emotional and cognitive 

development wherein the development of executive functioning helps adolescents to apply 

more adaptive strategies such as reappraisal to regulate their emotions (e.g., Lantrip et al., 

2016). Secondly, although adolescence may be thought of as an emotional period (Larson & 

Sheeber, 2009) characterised by an increase in the intensity (i.e., arousal level) and frequency 

(i.e., regularity) of emotions (Larson & Lampman-Petraidis 1989), adolescents also become 

more self-reliant in coping as a result of cognitive development (Compas et al., 2017; Compas 

et al., 2001). Finally, from a PYD standpoint, adolescence is not considered as a period of 

unavoidable ‘storm and stress’ (e.g., Hall, 1904) or as involving ‘deficits’ to be corrected (Roth 
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& Brooks-Gunn, 2003a, b). PYD focuses on adolescents’ potentials and their developmental 

assets as protective factors against negative outcomes (Lerner, Lerner, Lewin-Bizan, et al., 

2011; Silbereisen & Lerner, 2007). Accordingly, adolescents’ coping responses (including 

emotions, cognition, and behaviour) during stressful or negative events provide insight into 

their potential to achieve more positive outcomes.  

In order to investigate the functions of coping with stressful situations and associated 

emotions and thoughts, Garnefski et al. (2001) developed nine cognitive coping strategies that 

are employed during a stressful life event. These strategies involve the cognitive capacities that 

are helpful to regulate emotions during tough times. Although these strategies were briefly 

introduced in the previous chapter, the remainder of this chapter will elaborate on these 

strategies in detail and review the findings of earlier studies. 

2.2. Nine Cognitive Coping Strategies 

In 2001, Garnefski and colleagues explained how emotion-regulation includes a series of 

social, behavioural, physiological, conscious and unconscious cognitive processes. From their 

perspective, emotions could be regulated biologically such as sweating and increased breathing 

or shortness of breath, while through a social process, other people’s support may regulate our 

emotions. Focusing on behaviours, responses can be seen as crying, shouting, or screaming 

whereas emotion regulation by cognition can involve unconscious coping (e.g., denial or 

projection) or conscious coping processes (e.g., blaming self or others, catastrophising, or 

rumination). Garnefski and colleagues (2001, 2002) argued that the existing operationalisation 

of coping strategies used by previous scholars (e.g., Compas, Orosan, & Grant, 1993; Lazarus, 

1991; Lazarus & Folkman, 1984) included divisions between ‘problem-focused coping’ (i.e., 

efforts and planned actions to change the source of stress) versus ‘emotion-focused coping’ 

(i.e., effort to lessen one’s emotion through attention deployments such as avoidance, or 
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altering the meaning such as denial or distancing). However, they assumed this splitting up of 

the strategies was problematic since thinking and acting are different processes, and the 

concepts of cognitive (thoughts) and behavioural (actions) coping are not at the same extent. 

In particular, Garnefski et al. (2002) explained that cognitive appraisal processes, like thoughts 

of actions, lead to the processes of taking actions. Therefore, they focused on the cognitive part 

of coping strategies and treated the terms ‘cognitive coping’ and ‘cognitive emotion regulation’ 

interchangeably.  

As regulating emotion through cognition is inseparable from daily life, Garnefski and 

colleagues considered cognition and cognitive processes as a supportive ability to adjust 

emotions and retain control over them to avoid overwhelming feelings especially during or 

after stressful events. In response to the question of how and to what degree cognitive capacities 

function in regulating emotion, they developed a standardised scale using present measures of 

coping such as COPE (Carver et al., 1989), the Coping Inventory for Stressful Situations 

(Endler & Parker, 1990, 1994), and the Ways of Coping Questionnaire (Folkman & Lazarus, 

1988). Therefore, Garnefski and colleagues restricted their conceptualisation to the self-

regulatory, conscious, and cognitive aspect of emotion-regulation to develop their typology of 

strategies, which they then used to develop a questionnaire that enabled their measurement. In 

expanding the coping strategies, they redeveloped some cognitive dimensions, transformed 

non-cognitive strategies into cognitive dimensions, and added new strategies. In doing this, 

they omitted the behavioural dimensions of coping from the measurement. All in all, in this 

thesis, the term ‘cognitive emotion regulation’ is used to assess adolescents’ self-regulatory, 

conscious, and cognitive aspect of emotion-regulation. 

The modified or developed strategies discussed above could be more adaptive or less 

adaptive (Garnefski et al., 2001). Adaptive strategies, which included refocus on planning, 

positive reappraisal, positive refocusing, putting things into perspective, and acceptance, were 
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negatively linked to internalising symptoms, especially depression (e.g., Aldao et al., 2010; 

Jermann, Van der Linden, d’Acremont, & Zermatten, 2006). To the contrary, less adaptive 

strategies such as self-blame, other-blame, rumination, and catastrophising had been found to 

have a positive relationship with depression, anxiety, anger, and distress in previous studies 

(e.g., Aldao et al., 2010; Extremera et al., 2019; Theurel & Gentaz, 2018). 

2.2.1 Positive reappraisal  

Positive reappraisal is known as one of the most significant and adaptive strategies which is a 

type of cognitive reappraisal. Although cognitive reappraisal is making efforts to reinterpret an 

emotionally arousing situation in a different way which changes its meaning and emotional 

impact (Gross & John, 2003; Lazarus & Alfert, 1964), Garnefski and colleagues (2004) 

considered the strategy of positive reappraisal as thoughts of generating a constructive meaning 

and looking for the positive side of an unwanted situation with the aim of personal 

development. Even though Garnefski et al. (2002) found that positive reappraisal is a more 

frequent strategy during stressful life events in adulthood compared with adolescence, other 

studies demonstrate that positive reappraisal can be more adaptive than other strategies and it 

is used in a similar way by adolescents as adults (e.g., Garnefski & Kraaij, 2009). In effect, 

adolescents’ brain development in the region associated with executive functioning helps them 

to observe their actions and focus on re-evaluations or strategies in order to lessen stressful 

feelings and prevent emotional impulses (Kesek et al., 2009). Research has demonstrated that 

positive reappraisal is positively related to improved wellbeing outcomes, particularly 

perceived social support, life satisfaction among adolescents aged 14 through 18 years old (e.g., 

Verzeletti et al., 2016), as well as increasing of positive affect and decreasing in negative affect 

in adolescents aged 13-18 (e.g., Rood et al., 2012). 
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Carver, Scheier and Weintraub (1989) found a positive link between positive 

reinterpretation and growth (i.e., positive reappraisal) and optimism as well as self-esteem in a 

sample of undergraduates. In addition, these researchers identified an inverse relationship 

between positive reappraisal and anxiety. In the meta-analysis conducted by Aldao et al. 

(2010), positive reappraisal was also negatively associated with anxiety and depressive 

symptoms in samples of participants with diverse ages, ranging from children to adults. This 

finding was supported by further investigations among adolescents. For example, Markova and 

Nikitskaya (2017) identified a negative link between positive reappraisal and anxiety in a 

sample of adolescents (aged between 15-17 years). In the same way, other researchers have 

found a negative association between the strategy of positive reappraisal and depression among 

young people aged in the range of 12-21 years (d’Acremont & Van der Linden, 2007, Madiar 

et al., 2019, Van den Heuvel et al., 2020). 

2.2.2 Refocusing on Planning 

Equally important, refocusing on planning as another cognitive coping strategy in Garnefski 

and colleague’s (2001, 2002) conceptualisation serves as an essential strategy for young 

people. When they can focus on planning, they may feel that they can control the situation 

more effectively, particularly during adolescence which brings more opportunities to be 

independent and young people are interested in experiencing more agency (d’Acremont & Van 

der Linden, 2007). Planning, as a coping strategy, is adaptive because it has been found to be 

negatively related to anxiety and positively associated with optimism and self-esteem (Carver 

et al., 1989).  

Planful problem-solving includes both ‘cognitive-focused aspects’ (analytical 

approaches to problem-solving) and ‘behaviourally-focused aspects’ (problem-focused efforts 

to modify the circumstances) (Garnefski et al., 2001). In Aldao and colleagues’ (2010) meta-
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analysis, problem-solving was found to be significantly and negatively correlated with anxiety, 

eating disorders, and depression. Similar findings reported by Heiy and Cheavens (2014) 

showed an association between problem-solving and anxiety, depression, and eating problems 

among young adults (aged 18–31 years). Parallel results were found in adolescents, for 

example, in the study by Markova and Nikitskaya (2017) comparing coping strategies used by 

two groups of adolescents (showing risky behaviours [e.g., aggressiveness and intentionally 

bothering others] and a control group) aged 15-17 years, the findings showed that the control 

group that was represented by adolescents with no risky behaviours tended to apply planful 

problem-solving more often in distressing situations.  

However, Garnefski and colleagues (2001) conceptualised the strategy of refocusing 

on planning as involving thoughts about further moves to make up a negative situation. This 

strategy was considered as the cognitive aspect of ‘action-focused coping’ that does not 

automatically involve follow up actions. In other words, this strategy involves thinking about 

planning but may not lead to behavioural implementation. In a 2007 study, d’Acremont and 

Van der Linden found that refocusing on planning was one of the best predictors of adolescents’ 

depression and played a significant role in understanding youth depression. Likewise, 

refocusing on planning has been reported to be negatively and significantly correlated with 

non-suicidal self-injury in a recent research study among adolescents (Madjar et al., 2019).  

2.2.3 Positive Refocusing 

Another adaptive strategy is positive refocusing, which refers to concentrating on more positive 

and enjoyable thoughts rather than thinking about the real situation that was experienced 

(Garnefski et al., 2001). Garnefski and colleagues (2001) assumed that positive refocusing is a 

kind of ‘mental disengagement’ and may be adaptive in the short term. This strategy has shown 

strong and significant negative relationships with anxiety (Garnefski, et al., 2007) and 
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symptoms of depression in adolescents (Garnefski & Kraaij, 2006; Kraaij & Garnefski, 2012, 

2015). Markova and Nikitskaya (2017) have found that adolescents tend to use thinking about 

something positive when they are stressed. This statement can be supported by the research 

conducted by Heiy and Cheavens (2014) wherein positive refocusing strategy effectively 

impacted regulating the negative emotions and improving the mood in a sample of young 

people (18-31 years old). Furthermore, Sakakibara and Endo (2016) conducted an investigation 

with a sample of young adults from 19 to 30 years (mean age was 19.98 years), and their 

findings showed a positive and significant correlation between positive refocusing and 

controllability (i.e., degree of people’s perception of their ability to control or cope with the 

situation properly) and expectancy (i.e., degree of people’s belief about being able to improve 

the situation). Their finding reveals that having control over the situation and expecting the 

situation get better is positively associated with positive refocusing. 

 

2.2.4 Putting into Perspective 

Putting into perspective is a different type of adaptive strategy. Garnefski et al. (2001) define 

the concept of putting into perspective as highlighting the relative lack of seriousness by 

relating it to other, more stressful events. In their view, this strategy could be applied through 

associating a negative event to other worse situations to help us down-regulate our emotions.  

Based on prior findings (e.g., Allan & Gilbert, 1995), Garnefski and colleagues believed that 

(social) comparison is related to symptoms of psychopathology, but it was not included in any 

measurements of coping. Therefore, they developed an item on their scale since there might be 

many situations where people compare their current stressful situations with other people’s 

worse experiences. Further, Garnefski et al. (2003) found adolescents’ depression scores were 

significantly and positively correlated with an increase in thoughts focused on putting things 

into perspective while other studies found this strategy was associated with improved wellbeing 
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(e.g., Allan & Gilbert, 1995). Therefore, Garnefski et al. (2003) have suggested that applying 

a cognitive strategy to decrease the importance of an incident might not be an adaptive strategy 

all the time. However, in a recent study of non-suicidal self-injury by Madjar and colleagues 

(2019), putting things into perspective was found to be negatively related to non-suicidal self-

injury. They pointed out that refocusing on planning and putting things into perspective during 

challenging events, may put individuals at a lower level of non-suicidal self-injury risk. 

2.2.5 Acceptance  

Finally, acceptance as a different adaptive strategy refers to thoughts of accepting the outcome 

of the experience and learning to live with it (Garnefski et al., 2001). Acceptance is an active 

process that helps a young individual choose to live with negative feelings of frustration 

without exaggerating them, which happens through a process of distraction leading to a rational 

perspective (Knaus, 2006). Compas et al. (2001) considered acceptance as an engagement 

coping strategy in which the response is focused on the cause of stress or one’s emotions or 

thoughts. Respectively, Heiy and Cheavens (2014) have found that acceptance has a minor 

interaction in changing the intensity of the emotion, but it predicts improvement in mood after 

use.  

Acceptance has been shown to have a moderate and positive association with optimism 

and self-esteem and also a moderate and negative link with anxiety among undergraduates 

(Carver et al., 1989). Based on this finding, Garnefski et al. (2001) assumed acceptance could 

be an efficient coping strategy wherein accepting reality may lead to making efforts to handle 

the situation. In this regard, d’Acremont and Van der Linden (2007) found a small but non-

significant effect for acceptance in relation to adolescents’ depression. Likewise, Stikkelbroek 

and colleagues (2016) found that acceptance was not significantly associated with depression. 

As well, in the meta-analysis by Aldao et al. (2010), acceptance was not significantly associated 
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with anxiety and depression. Conversely, Martin and Dahlen (2005) suggested that acceptance 

should be treated as a less adaptive strategy since their findings showed a positive correlation 

between acceptance and depression, stress, as well as anger expression in a sample of 18–55 

year-old participants. Similarly, Garnefski and Kraaij (2006) found a significant and positive 

correlation between depressive symptoms and acceptance in addition to several studies that 

established acceptance to be a maladaptive cognitive emotion regulation strategy predicting 

social functioning problems (e.g., Mihalca & Tarnavska, 2013) and internalising problems 

among children and adolescents (e.g., Garnefski, Kraaij, & van Etten, 2005; Garnefski et al., 

2007; Legerstee et al., 2010; Madjar et al., 2019). 

In regard to the varying findings of acceptance as an adaptive or maladaptive strategy, 

Stikkelbroek et al. (2016) discussed that acceptance appears to operate differently in dealing 

with different life events and the timing of the incidence of an adverse or stressful life event 

should be considered as well. For example, a higher level of acceptance ‘immediately’ after a 

negative situation could be linked to ‘learned helplessness’. Nevertheless, there might be many 

circumstances where accepting the situation and associated emotions is inevitable such as 

romantic breakups, death of a family member or a loved one.  

In conclusion, adolescents’ use of more adaptive cognitive emotion regulation 

strategies is crucially important for their psychosocial and positive development. A promising 

finding by Theurel and Gentaz (2018) shows that adolescents more frequently apply adaptive 

strategies than less adaptive strategies. Although it is suggested that less adaptive strategies are 

more destructive than the lack of applying adaptive strategies (Stikkelbroek et al., 2016), young 

people also employ less adaptive strategies during negative events by blaming themselves or 

others, ruminating the unpleasant experience, or even perceiving the incident as a disaster. 
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2.2.6 Self-blame 

With respect to the non-adaptive cognitive emotion regulation strategies, in Garnefski and 

colleagues’ (2001) conceptualisation, self-blame is identified as beliefs focused on putting the 

blame or cause for what was experienced on the self. Self-blaming moral emotions include 

guilt and shame, which are different from the moral emotion of indignation relating to other 

blame (Pulcu, Zahn, & Elliott, 2013). Guilt is a painful feeling associated with having remorse 

over wrongdoings, whereas shame is an extreme helpless emotion directed towards dejecting 

the entire self (Eisenberg, 2000; Eisenberg, Morris, & Vaughan, 2008). Guilt and shame are 

known as self-conscious emotions since people’s appraisal and evaluation of self are critical in 

these emotions (Tangney & Tracy, 2012).  In particular, shame is linked to invalidating aspects 

of behaviour, such as when a person is ashamed of their own behaviour in a situation (Tangney, 

Stuewig, & Mashek, 2007). 

In contrast, guilt is associated with invalidating aspects of self in situations where a 

person feels guilt and relates it directly to be a useless or worthless person (Niedenthal, 

Tangney, & Gavanski, 1994). Guilt is less painful and harmful because, in shame, the entire 

self feels exposed, inferior, and degraded (Eisenberg, 2000). Guilt has been linked to empathy 

and perspective-taking skills (Eisenberg, Morris, & Vaughan, 2008; Hoffman, 2000). In 

contrast to shame, guilt concerns the responsibility of wrongdoings and is more related to 

positive outcomes among adolescents (Eisenberg, Morris, & Vaughan, 2008). 

Guilt and shame have been associated with anxiety, sadness, fear, and anger (Eisenberg, 

2000). Thus, when youth internalise these feelings, the outcomes will not be positive as self-

blame has been found to be associated with health-threatening events (Garnefski et al., 2003), 

social functioning problems (Mihalca & Tarnavska, 2013), social anxiety (Gilbert & Miles, 

2000), higher non-suicidal self-injury (Kelada, Hasking, & Melvin, 2018), and depression (e.g., 
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Gilbert & Miles, 2000; Garnefski, Kraaij, van Etten, 2005; d’Acremont & Van der Linden, 

2007; Van den Heuvel et al., 2020). In a study conducted by Zahn et al. (2015) among 

depressed patients, findings showed that feelings of hopelessness and inadequacy in addition 

to self-blaming emotions were linked to depressed mood and high distress.  

2.2.7 Other blame 

Unlike the previous strategy, Garnefski et al. (2001) defined other blame as thoughts focused 

on putting the blame for whatever was experienced on another individual or other factors. 

Although health-threatening events have been linked to self-blame, relational challenges are 

associated with other blame (Garnefski et al., 2003). Shame and anger are closely connected to 

each other in addition to blaming others (Tangney, Stuewig, & Mashek, 2007). Ashamed 

people with an inability to avoid the pain of shame may project the blame and anger towards 

other people to achieve control over their lives. In turn, they may be ostracised by other people 

as a result of this behaviour (Tangney et al., 2007). Belief in personal accountability is an aspect 

of psychological development, and blaming others is linked to lower emotional wellbeing 

(Tennen & Affleck, 1990). 

Nevertheless, Garnefski and Kraaij (2006) found that both strategies of self-blame and 

other blame were positively and significantly correlated with depressive symptoms in 

adolescents, adults, and psychiatric patients but not among the elderly. Additionally, the level 

of other blame among the clinical sample (i.e., psychiatric patients) was higher in comparison 

to other participants. However, in a study conducted by Stikkelbroek et al. (2016) in a sample 

of depressed and non-depressed adolescents (mean age = 16.94), relational challenging 

stressful life events (e.g., parental divorce, moving, changing schools, romantic breakup, 

pregnancy, etc.) were found in a positive association with other blame within the non-depressed 

group. What is more, stressful health-threatening life events (e.g., severe mental illness, 
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psychological abuse, suicide attempt, sexual abuse, substance use, etc.) were also correlated 

weakly with other blame. Sakakibara and Endo’s (2016) investigation also showed that a 

threatening situation was positively correlated with other blame. 

2.2.8 Catastrophising 

Another unhelpful strategy is catastrophising, which refers to thoughts focused on underscoring 

the terror of what was experienced (Garnefski et al., 2004). In catastrophising, it is assumed 

that an awful consequence may occur, or an awful meaning associated with the event is 

supposed as accurate (Sharma, Mehta, & Sagar, 2015). Catastrophising has been found to be 

linked to an anger trait (e.g., Martin & Dahlen, 2004, 2005), appraising a situation as a threat 

(e.g., Sakakibara & Endo, 2016), social functioning problems (e.g., Mihalca & Tarnavska, 

2013), and emotional distress (e.g., Sullivan, Bishop, & Pivik, 1995). Furthermore, 

catastrophising has been found to be a less adaptive strategy affecting psychological health. 

For example, in a sample of 17-26 year-old students, Zhu and colleagues (2008) found a 

positive and significant correlation between catastrophising and depression in addition to 

anxiety symptoms. Similar research has shown that catastrophising is significantly linked to 

depression (e.g., Aldao, 2013; Aldao et al., 2010; Garnefski et al., 2001; d’Acremonta & Van 

der Linden, 2007; Stikkelbroek et al., 2016; Sullivan et al., 1995).  

2.2.9 Rumination 

A different strategy which is significantly linked to youth depression is rumination or focus on 

thoughts referring to continual thoughts about the feelings and beliefs related to the negative 

experience (Garnefski et al., 2001). Rood et al. (2012) state that even if rumination is an effort 

to understand the problems better, unhelpful consequences are expected since rumination has 

an abstract analytical nature which mostly involves undesirable content, and possibly arises in 

negative situations or in relation to conflicts with others. Not surprisingly, there is a 
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considerable literature on rumination as an antecedent of depression (e.g., Eisenberg, Spinrad, 

& Eggum, 2010; Garnefski et al., 2001, 2002b; Joormann & Gotlib, 2010; Nolen-Hoeksema, 

Morrow, & Fredrickson, 1993; Nolen-Hoeksema, Wisco, & Lyubomirsky, 2008; Rood et al., 

2009; Silk, Steinberg, & Morris, 2003; Van Loey et al., 2013). In fact, inability to down-

regulate negative emotions, such as sadness, or difficulty to upregulate and sustain positive 

emotions could involve internalising disorders, such as depression (e.g., Cole, Michel, & Teti, 

1994; Eisenberg, Spinrad, & Eggum, 2010; Silk et al., 2003). Silk et al. (2003) found that 

rumination was significantly associated with lower regulation of anger and sadness but not 

anxiety. However, Aldao et al. (2010) reported that in past studies, in addition to depression, 

rumination has been found to be positively correlated with anxiety, eating disorders, and 

substance use. 

One of the major drawbacks in the study of emotion-regulation skills or strategies in this 

research is the key role of emotion regulation in positive development. It is critical to study the 

function, growth, and use of emotion regulation strategies to increase youths’ positive 

development (Wang et al., 2015), and also to understand emotion regulation difficulties which 

might lead to risky behaviours or depression (e.g., McLaughlin et al., 2011). Considering this, 

the aim of this research is to broaden current knowledge of youth’s emotion-regulation 

capacities in relation to the positive and negative outcomes in the context of mentoring 

relationships to better understand this phenomenon. The next chapter draws on literature 

regarding PYD and mentoring relationships as a beneficial involvement in promoting 

favourable outcomes among young people. 

2.3. Chapter Summary 

In summary, the evidence reviewed in this chapter demonstrated that emotional and cognitive 

development play significant roles in adolescence. Adolescents’ capacities and skills to 
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regulate their emotions during a challenging time could facilitate their mental and physical 

health by preventing risk-taking and health-threatening behaviours as well as symptoms of 

anxiety and depression. In particular, using more adaptive strategies such as positive 

reappraisal, refocus on planning, and positive refocusing have been found positively linked to 

positive outcomes such as self-esteem and negatively associated with symptoms of 

psychopathology. Less adaptive strategies of self-blame, rumination, or catastrophising have, 

however, been identified as predictors of social functioning problems, anxiety, eating disorders, 

depression, and suicidal and self-injurious behaviours. 
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Chapter 3. Positive Youth Development and Mentoring 

Relationships in Adolescence 

 

Although adolescence might be known as a time of emotional fluctuations and cognitive 

change, current relational developmental systems theories suggest that adolescents can be 

supported to thrive through promoting their strengths and potential. This chapter expands on 

how the conceptualisation of PYD contributes to the importance of youth strengths and 

developments, especially in the context of mentoring relationships since a critical feature of 

PYD theories and models is that caring adults can play a significant role in youth thriving. 

Therefore, this chapter begins by reviewing the literature on relational systems theories 

highlighting two popular models of PYD that includes the Five Cs model and the 

Developmental Assets framework. A review of the literature relating to the importance of self-

regulation in the promotion of positive youth outcomes will show how emotion regulation was 

overlooked as an essential consideration in previous PYD studies. Finally, youth programmes 

and the role of mentoring relationships that help youth to thrive are reviewed and discussed. 

3.1. History of Positive Youth Development  

Adolescence was considered as a period of unavoidable ‘storm and stress’ (Hall, 1904) for a 

long time. However, this idea has shifted among some contemporary scholars within recent 

decades to a strength-based perspective of youth development and thriving. Domination of the 

storm and stress belief supported deficit models of adolescent development in which young 

people were described as troubles to be solved (Roth & Brooks-Gunn, 2003) or broken 

(Benson, Scales, Hamilton, & Sesma, 2006) and problems were expected to occur during this 

developmental stage (Eccles & Gootman 2002). For that reason, strategies and programmes 
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were established to prevent maladaptive adolescent outcomes, such as substance use, 

delinquency, and teenage pregnancy (Catalano et al., 2004). Thus, positive development was 

traditionally characterised by the absence of maladaptive behaviours, and youth were perceived 

to be in thriving trajectories on the assumption that they had been successful at school or had 

avoided at-risk behaviours (Benson, Scales, & Syvertsen, 2011). Since these deficit-focused 

programmes provided little evidence of impact (Geldhof et al., 2015) and were relinquished by 

some scholars, practitioners, and policymakers during the 1990s, there was a desire to seek 

better approaches (Catalano et al., 2004). Consequently, alternative programmes were designed 

and applied by focusing on youth strengths (Catalano et al., 2004; Geldhof et al., 2015). 

Therefore, researchers’ attention to youth strengths, human plasticity, and resilience (Lerner, 

Phelps, Forman, & Bowers, 2009) has framed the current Positive Youth Development (PYD) 

perspective and it has gained momentum over the past 20 years (Bowers et al., 2010; Eccles & 

Gootman, 2002; Lerner et al., 2005). Roth, Brooks-Gunn, Murray and Foster (1998) described 

PYD as youth involvement in more prosocial behaviours and resisting risk-taking which can 

negatively impact their future. In this line, Hamilton (1999) explained that PYD can be 

understood in three interconnected but diverse ways: a developmental process, a philosophy to 

youth programmes, and as examples of youth programmes and organisations.  

Contemporary theoretical frameworks of PYD as a developmental process have their 

roots in relational developmental systems conceptions of human development (Lerner et al., 

2013; Overton, 2010). Relational developmental systems theoretical models (Overton, 2010) 

emphasise that the primary route of human development includes mutual and active links 

between people and their contexts. These links influence developmental processes in terms of 

pace, direction, and consequences, which are called developmental regulations. Adaptive 

developmental regulations occur when developmental regulations are beneficial for both the 

individual and their context (Brandtstädter, 2006). Taking into account the period of 
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adolescence, when adaptive developmental regulations are promoted between young people 

and the resources in their contexts (e.g., in families, schools, neighbourhoods, and out-of-

school time programmes), youth are more likely to thrive (Lerner et al., 2005; Theokas & 

Lerner, 2006).  

Scholars have focused on understanding youth strengths and resources as 

developmental processes which might direct the young people to their positive development 

trajectories. For instance, Masten (2001) focused on the concept of resilience in a reciprocal 

link between an individual and the contexts. Although resilient young people are competent, 

the quality of available resources in the context is essential as well, such as parenting (Masten 

et al., 1999). Later, Damon and colleagues (Damon, 2008; Damon, Menon, & Bronk, 2003; 

Mariano & Damon, 2008) focused on assessing the growth of purpose in young people as a 

process involved in their PYD. These researchers believed that in a mutual relationship 

between youth and their context, purpose helps direct and fulfil personal welfares, strengths, 

and abilities. In another study, Larson (2006) focused on the activation of the motivational 

system and sustaining the involvement in daily life challenges as the base for PYD. The critical 

factor of his conceptualisation and in youth development programmes is youth’s ‘initiatives’ 

(e.g., creativeness, leadership skills) as young people’s capabilities to direct consistent and 

accumulative hard works to accomplish a long-term goal. Similarly, Spencer (2006) 

highlighted the importance of young people’s approaches to giving meaning to their contexts 

and its contribution to their understanding of events, individuals, and available opportunities. 

Although, there are several models and approaches to studying and implementing PYD 

conceptualisations and theories like these studies (Lerner et al., 2013), the five Cs model 

developed by Lerner and colleagues (2005) and the Developmental Assets Framework 

theorised in 1990 and refined in 1995 by Benson and Search Institute (1997, 2006) are known 

as leading contemporary PYD models. 
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3.2. The Developmental Assets Framework 

Primarily in the early 1990s, by synthesising studies on the leading elements to healthy youth 

development, the Search Institute established the Developmental Assets framework (Benson, 

1997; Scales & Leffert, 1999). This framework has directed the Search Institute’s ongoing 

applied research and community development programmes, and it has become one of the most 

noticeable and extensively referenced indexes of PYD during the past few decades (Pittman, 

Irby, & Ferber, 2001). This framework represents a vision and terminology relating to youth’s 

strengths and their context which captures the individual level and contexts of young people’s 

lives such as social or peers, family, school, and community (Scales, Roehlkepartain & 

Shramko, 2017). Benson et al. (2006) considered PYD to consist of a combination of five core 

constructs: developmental contexts, such as places and settings in the community; two aspects 

of the person, including the intrinsic capacity to grow as well as developmental strengths such 

as skills or values; and two complementary processes of developmental success:  risk behaviour 

reduction and the promotion of thriving. 

The conceptualisations of the assets underline and encourage their practical application 

through emphasising the role of communities in promoting wellbeing and positive 

development among youth (Lerner et al., 2013). The Developmental Assets framework 

(Benson, 1990, 1997, 2006; Benson et al., 2011) identifies resources youth need for promoting 

positive development that represents 40 opportunities, values, skills, relationships, and self-

perceptions (as depicted in Table 1). These assets are classified into two broad groups as 

Internal and External Assets, each of which contains four separate classifications 

demonstrating a wide range of factors that affect youth lives (Scales & Leffert, 2004). Benson 

and colleagues (2011) argued that the Developmental Assets, as a means of practice and 

research, are used so broadly due to five characteristics: its multidisciplinary nature (i.e., 

applied within many fields such as psychology, education, or social work); extended efforts at 
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spreading research and its implications to other scholars and practitioners; its complementary 

and practical impact on other initiatives (e.g., mentoring or after-school programmes); through 

its ecological approach it helps to empower many sectors (e.g., family, school, and 

community); and holding a shared vision of youth despite their demographic characteristics 

(i.e., race, sex, or family background). Researchers and practitioners have used this framework 

over the last few decades since it has been recognised globally as a useful and practical 

framework for understanding and establishing PYD (Eccles & Gootman, 2002; Small & 

Memmo, 2004). 

Individual or internal assets refer to a young person’s capacities, energies, strengths, 

productive interests, and sparks (Benson, 2008). Internal assets cover young people’s 

commitment to learning, social competencies, positive identity, and positive values (Benson, 

1997; Benson, Scales, Leffert, & Roehlkepartain, 1999; Benson, Scales, Hamilton, & Sesma, 

2006). Internal assets involve developing internal skills and beliefs that support youth to grow 

into self-regulating adults (Scales & Leffert, 2004). These assets have been found related with 

higher academic performance (Adams, Wiium, & Abubakar, 2019) and protection against 

being a bully victim and following emotional distress from it (Fredkove, Gower, & Sieving, 

2019). 
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Table 1  

Search Institute’s Framework of 40 Developmental Assets 

Note. Reprinted from Scales (2006), The 40 Developmental Assets® may be reproduced for educational, 
noncommercial uses only. Copyright © 1997 Search Institute®, 3001 Broadway Street NE, Suite 310, 
Minneapolis, MN 55413; 800-888-7828; www.search-institute.org. All rights reserved 

 

External Assets Internal Assets 
SUPPORT: 

1. Family support—Family life provides high levels of love and 
support. 
2. Positive family communication—Young person and her or 
his parent(s) communicate positively, and young person is 
willing to seek advice and counsel from parents. 
3. Other adult relationships—Young person receives support 
from three or more nonparent adults. 
4. Caring neighbourhood—Young person experiences caring 
neighbours. 
5. Caring school climate—School provides a caring, 
encouraging environment. 
6. Parent involvement in schooling—Parent(s) are actively 
involved in helping young person succeed in school. 

EMPOWERMENT: 
7. Community values youth—Young person perceives that 
adults in the community value youth. 
8. Youth as resources—Young people are given useful roles in 
the community. 
9. Service to others—Young person serves in the community 
one hour or more per week. 
1. Safety—Young person feels safe at home, at school, and in 
the neighbourhood. 

BOUNDARIES AND EXPECTATIONS 
11. Family boundaries—Family has clear rules and 
consequences and monitors the young person’s whereabouts. 
12. School boundaries—School provides clear rules and 
consequences. 
13. Neighbourhood boundaries—Neighbours take 
responsibility for monitoring young people’s behaviour. 
14. Adult role models—Parent(s) and other adults model 
positive, responsible behaviour. 
15. Positive peer influence—Young person’s best friends model 
responsible behaviour. 
16. High expectations—Both parent(s) and teachers encourage 
the young person to do well. 

CONSTRUCTIVE USE OF TIME: 
17. Creative activities—Young person spends three or more 
hours per week in lessons or practice in music, theatre, or other 
arts. 
18. Youth programs—Young person spends three or more 
hours per week in sports, clubs, or organisations at school 
and/or in the community. 
19. Religious community—Young person spends one or more 
hours per week in activities in a religious institution. 
2. Time at home—Young person is out with friends “with 
nothing special to do” two or fewer nights per week. 

COMMITMENT TO LEARNING: 
21. Achievement motivation—Young person is 
motivated to do well in school. 
22. School engagement—Young person is actively 
engaged in learning. 
23. Homework—Young person reports doing at least 
one hour of homework every school day. 
24. Bonding to school—Young person cares about her 
or his school. 
25. Reading for pleasure—Young person reads for 
pleasure three or more hours per week. 

POSITIVE VALUES: 
26. Caring—Young person places high value on helping 
other people. 
27. Equality and social justice—Young person places 
high value on promoting equality and reducing hunger 
and poverty. 
28.Integrity—Young person acts on convictions and 
stands up for her or his beliefs. 
29. Honesty—Young person “tells the truth even when 
it is not easy.” 
3. Responsibility—Young person accepts and takes 
personal responsibility. 
31. Restraint—Young person believes it is important 
not to be sexually active or to use alcohol or other drugs. 

SOCIAL COMPETENCIES: 
32. Planning and decision making—Young person 
knows how to plan ahead and make choices. 
33. Interpersonal competence—Young person has 
empathy, sensitivity, and friendship skills. 
34. Cultural competence—Young person has 
knowledge of and comfort with people of different 
cultural/racial/ethnic backgrounds. 
35. Resistance skills—Young person can resist negative 
peer pressure and dangerous situations. 
36. Peaceful conflict resolution—Young person seeks 
to resolve conflict non-violently. 

POSITIVE IDENTITY: 
37. Personal power—Young person feels he or she has 
control over “things that happen to me.” 
38. Self-esteem—Young person reports having a high 
self-esteem. 
39. Sense of purpose—Young person reports that “my 
life has a purpose.” 
4. Positive view of personal future—Young person is 
optimistic about her or his personal future. 



 

42 
 

In particular, youth’s commitment to learning shows how they care about their schools 

and motivation to be successful as well as the ways they show interest and responsibility in 

schoolwork and reading in their spare time (Scales & Leffert, 2004). This is an important asset 

since achievement motivation, and bonding to school have been found as protective factors of 

drug use (e.g., Paulson et al., 1990; Resnick et al., 1997) and promoting factors of better school 

grades (e.g., Scales & Roehlkepartain, 2003). Higher levels of these assets expectedly are 

linked to academic achievements and protecting against school-related problems such as school 

failure or dropout (Search Institute, 2005). Additionally, being successful in academic 

performance requires being socially responsible and competent. In this regard, the internal asset 

of social competencies is an essential personal and relational skill for young people’s 

relationships, choices, challenges, and opportunities they may face (Scales et al., 2004). Within 

this asset, social competences are related to planning and decision making, cultural 

competence, interpersonal competence (i.e., social skills to establish relationships), resolving 

conflicts peacefully, and resistance skills toward negative peer pressure. As an important 

resource to positive development, a high level of social competencies lessens youth negative 

outcomes and promotes positive outcomes such as thriving (Search Institute, 2005). 

Equally important to youth social competences, the internal asset of positive identity 

focuses on youth’s perspectives toward themselves based on their feeling of agency, self-

esteem, optimism and a sense of purpose in life (Scales & Leffert, 2004). Positive self-

perceptions, skills, and relationships are beneficial for youth academic performance, making 

good decisions about physical health, and coping with challenges (Scales, Benson, Leffert, & 

Blyth, 2000). This asset reflects youth psychological resilience and decreases risk of 

psychological distress such as anxiety, depression, and suicidal and self-injurious behaviours 

(Search Institute, 2005). From previous studies, positive identity significantly mediates the 

effect of connections to friends and non-suicidal self-injury behaviours (Taliaferro et al., 2020). 
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Consistent with gaining a sense of identity, adolescents also explore and develop values 

through understanding the commitments they appreciate as a guidance of thinking and 

behaviour (Scales & Leffert, 2004). Positive values as a sub-type of internal assets embraces 

personal virtues such as trustworthiness, integrity, accountability and restraint, caring about 

others, equality and social justice which strongly impacts youth’s decision making. This asset 

is associated to thriving trajectory and is protective against risk-taking such as substance use 

(Search Institute, 2005). The asset of positive values has also been found as a significant 

predictor of youth life satisfaction (Soares, Pais-Ribeiro, & Silva, 2019) and improving thriving 

outcomes (Scales, Benson, Leffert, & Blyth, 2000). 

In addition to having the above-mentioned internal assets, ecological or external assets 

are positive experiences that young people need in their lives. These assets are characterised as 

environmental and interpersonal structures of a community represented in the four categories 

of support, empowerment, boundaries and expectations, and constructive use of time (Benson, 

1997; Benson, Scales, Leffert, & Roehlkepartain, 1999; Scales & Leffert, 2004). To explain, 

the asset of support refers to the ways a family and other people in young people’s contexts 

love, accept, and affirm them (Scales & Leffert, 2004). The more support received from other 

people such as parents, family, neighbourhood, school, and community predicts higher 

academic performance and thriving among youth, whereas, the deficiency or irregularity of 

support assets is linked to increased negative outcomes, mainly school problems (Search 

Institute, 2005). Supportive contexts and providing opportunities for developing critical skills, 

attitudes, and other strengths are helpful to improve individuals’ well-being (Scales, 

Roehlkepartain & Shramko, 2017). Young people with a huge deficiency of social support in 

their lives are significantly at higher risk of health problems and alcohol use compared to their 

peers (Mannes, Roehlkepartain, & Benson, 2005) whereas supportive adults and communities 

protect youth from getting involved in risky behaviours such as substance abuse and violence 
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(Heit, Meeks, & Page, 2003). Studies on adolescent delinquency show that risky behaviours 

can be somewhat related to a poor social support system (Keating, Tomishima, Foster, & 

Alessandri, 2002). It is through a dynamic relationship between social support and self-

regulatory skills that a young person can feel supported. In part, adults’ encouragement and 

support help youth to reach self-regulation and autonomy skills (Scales & Leffert, 2004). 

Emotional support helps in coping with stress and is linked to constant well-being (Ryan & La 

Guardia, 2000). 

Not only support but also youth’s empowerment can be encouraged by other people 

and communities which is another external asset referring to youths’ feelings about safety and 

being valued by community members and the opportunities that exist for them to contribute to 

society (Scales & Sesma, & Bolstrom, 2004). Higher levels of feeling safe, respected and 

valued across different contexts is linked to reduced risk of depression, suicidal and self-

injurious behaviours, and violence (Search Institute, 2005). In this regard, recent studies among 

adolescents have shown that feeling unsafe in different contexts (e.g., family, school or 

neighbourhood) is associated with risk for suicidal behaviour (Toomey, Syvertsen, & Flores, 

2019) and greater empowerment prevents non-suicidal self-injury (Taliaferro et al., 2020). 

Scales and colleagues (2013) found that focusing on girls’ empowerment significantly 

increases their developmental relationships, opportunities, and character strengths. 

Empowerment provides feelings of being capable to follow desired goals which also 

contributes to the development of positive identity (Scales & Sesma, & Bolstrom, 2004). 

Although being supported and empowered by other people in the youth context could 

provide pathways to positive development, the external asset of boundaries and expectations 

are also needed to set explicit and consistent limitations by family and adults across all settings 

such as family, school, neighbourhood, and within peer relationships (Scales et al., 2004). 

People in a young person’s environment are influential in providing and monitoring clear rules, 
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prompting consequences for breaking rules, and encouraging the youth to do well. Caring 

neighbours, positive peer relationships and positive adult role models are effective in 

promoting a youth’s learning of rules and standards within different contexts (Leffert et al., 

1998). This asset is most strongly and reliably related to youth high academic achievement, 

whereas lacking boundaries and expectations across all contexts is associated with increased 

risk of depression, suicidal behaviour, and risky behaviours such as antisocial behaviour, 

school problems, and substance use (Search Institute, 2005). Positive association has been 

found between youth life satisfaction and both family and school boundaries (Soares et al., 

2019). Furthermore, boundary setting significantly predicts levels of youth future risk and 

thriving (Scales, Benson, & Mannes, 2006). 

Nevertheless, young people might test the boundaries and break the rules as a normal 

part of their development, thus it is important to nurture the youth strengths in order to 

minimize the negative outcomes (Hilliard, Batanova, & Bowers, 2015). For that reason, special 

significance can clearly be given to promoting the youth’s external asset of constructive use of 

time by facilitating a rich range of structured and productive opportunities outside of school to 

help youth healthy development (Scales et al., 2004). Involvement in extra-curricular 

programmes such as religious communities, creative activities, or sports groups are areas of 

improving youth constructive use of time. Although out of school activities significantly 

promote positive youth development (e.g., Eccles & Gootman, 2002; Eccles & Templeton, 

2002; Roth & Brooks-Gunn, 2003), and the asset of constructive use of time is highly linked 

to youth thriving, decreased risk of substance use and school problems (Search Institute, 2005), 

findings across a number of countries, that include the United States, Japan, Lebanon, Albania, 

Bangladesh, and the Philippines have shown that amongst all the assets, constructive use of 

time was found the lowest accomplished asset across all the countries (Benson, Scales, & 

Syvertsen, 2011). 
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Overall, the Developmental Assets are the ‘building blocks’ of success while thriving 

indicators are the signs of success (Benson, Scales, Hamilton, & Semsa, 2006). When the 

internal assets are brought in line with external assets, it results in thriving which is recognized 

by indicators such as caring about other people, overcoming hardships, respecting diversity, 

showing leadership, caring about good health, better school achievement, resisting danger, 

spiritual engagement, delaying gratification, and being responsible citizens of the community 

(Benson, Galbraith, & Espeland, 1998; Benson et al., 2006; Benson, Scales, & Syvertsen, 2011; 

Scales, Benson, Leffert, & Blyth, 2000). Continuous experiencing of developmental assets by 

youth is the predictor of thriving indicators (Benson & Scales, 2009; Damon, 2004) and more 

developmental assets result in higher thriving and less risky behaviour (Benson et al, 1999; 

Benson et al., 2006; Benson & Scales, 2009; Leffert, Benson, Scales, Sharma, Drake, & Blyth, 

1998; Scales, Benson, Leffert, & Blyth, 2000). Moreover, a higher level of assets has been 

found positively associated with youth resilience represented by prosocial behaviour, self-

esteem, educational performance, and behavioural difficulties (Filbert & Flynn, 2010). 

PYD programmes have been found to be effective in improving youth developmental 

assets. Developmental assets are found to be useful for at-risk adolescents (Heinze, Jozefowicz 

& Toro, 2010). These behaviours might be reduced through the ‘buffering’ effect of owning 

more positive assets that lessens the effect of contextual risk factors (Catalano et al., 2002). 

Such an inverse relationship was accurately reported by Search Institute research among grades 

6-12 (Benson, 2006) wherein youth possessing fewer developmental assets (0-10) had 

experienced a higher level of suicide attempt and depression (44%), whereas the range of 

highest developmental assets (31-40) was linked to a smaller extent of depression and risky 

behaviours (5%). This protective feature of developmental assets is one of the core hypotheses 

of the Developmental Assets framework as the accumulation hypothesis (Benson, Scales, 

Hamilton, & Sesma, 2006) reflecting the additive or cumulative function of assets. Based on 
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this hypothesis, when the number of developmental assets increases across youths’ contexts, 

positive outcomes rise (e.g., contribution, emotional health, or school success) and risky 

behaviours decline (e.g., violence, drug and alcohol use, or antisocial behaviour) (Benson, 

Scales, & Syversten, 2011; Bleck & DeBate, 2016). Therefore, research and empirical studies 

aiming to identify and explore individual and contextual factors contributing to promoting 

young people’s internal and external assets facilitate designing and providing beneficial PYD 

programmes for young people.  

In this doctoral research, the Developmental Asset framework will be used to assess the 

young people’s range of external and internal assets since the framework captures broad 

concepts related to positive youth development. The next section includes a second, 

internationally recognized model of PYD for adolescents as the Five Cs model which is 

narrower than the Developmental Assets framework by including a smaller range of personal 

and contextual recourses for healthy and positive development. 

3.3. Five Cs model of PYD 

The common idea among PYD scholars is the mutual influencing relationship between youth 

and their context. In the same way, Lerner and colleagues (2005, 2011) highlighted the 

significance and reciprocal link between an individual and their context in the PYD process, 

which leads to promoting thriving and decreasing risky behaviours. The 4-H Study of PYD 

was launched in 2002 as a longitudinal model of thriving investigation to assess the mutual 

relationship between the individual and their context (Lerner et al., 2005, 2010). More than 

7,000 participants are involved in the 4-H study (from late elementary school to high school) 

(Bowers et al., 2015), wherein most of them are engaged in community-based and out-of-

school time youth programmes such as 4-H Clubs, Boys & Girls Clubs, Big Brothers/Big 

Sisters, YMCA, and scouting (Bower et al., 2015; Le Menestrel, 2015). 
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The researchers in the 4-H study believe that PYD emerges when there is an accordance 

between youth strengths such as self-regulatory skills and the provided support by parents or 

other adults in their context (Bowers et al., 2012; Lerner et al., 2005). This strength-based 

perspective to youth development was initiated to expand the knowledge of youth thriving or 

features that characterize a young individual as flourishing and healthy such as connection, 

character, confidence, competence, and caring, which is termed the Five Cs (Eccles & 

Gootman, 2002; Lerner et al., 2005; Roth & Brooks-Gunn, 2003). Competent youth 

successfully direct actions in their multifaceted settings (e.g., families, schools, out of school 

programmes, communities, and workplaces) in order to beneficially attain the resources given 

in those settings. Effective collaboration within the context also promotes youth’s confidence 

through gaining a sense of empowerment in dealing with hardships. Character, as another 

feature of PYD, refers to youth’s respect for rules and validating socially accepted behaviours, 

whereas caring youth values show prosocial and moral behaviours such as empathy and 

sympathy for other people in their contexts. Likewise, connection positively contributes to 

youth development when young people are integrated and valued in their communities, peer 

groups, schools, and families (Lerner et al., 2005, 2010). Youth manifesting these attributes 

are at lower levels of risky and problem behaviours and will be an effective contributor to self, 

family, school, and community. Thus, the contribution is known as the sixth C in the model 

(Geldhof et al., 2015). In fact, the sixth C was identified when the researchers proposed the 

potential effect of Cs could have a benefit in their contexts as well. 

The findings of the 4-H study of PYD revealed that youth on a higher level of thriving 

are less likely to engage in high-risk behaviours (Lerner et al., 2005; Lerner et al., 2013; Sesma, 

Mannes, & Scales, 2013; Schwartz et al., 2010) or experience depression (Urban, Lewin-Bizan, 

& Lerner, 2009). Using a sample of the 4-H study (fifth grade students), Phelps and colleagues 

(2009) identified PYD comprising the Five Cs was positively linked to youth contribution. As 
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pointed out by theories and empirical studies (e.g., Lerner et al., 2005; Lerner, von Eye, Lerner, 

Lewin-Bizan, & Bowers, 2010; Urban, Lewin-Bizan, & Lerner, 2009), there is a dynamic 

relationship between young people’s positive outcomes (i.e., PYD) and negative outcomes 

(i.e., depression and risky behaviour), such that when PYD increases, depression and risky 

behaviour decreases and vice versa. However, this trajectory could be slightly different among 

adolescents. In a study conducted by Lewin-Bizan, Lynch, and colleagues (2010) in a sample 

of the 4-H study participants, the researchers have found that higher levels of PYD and 

contribution are not consistently linked to lower levels of negative outcomes such as depression 

or risk-taking. In this regard, they identified the youth in the highest levels of contribution and 

PYD could be in the lowest levels of depression whereas this association was different for risk-

taking. In particular, the participants in the highest level of contribution were found in the 

lowest level of risky behaviours while being in the highest level of PYD could be associated to 

the trajectory of increasing risky behaviours which declines over the time. Further research by 

Roth and Brooks-Gunn (2016) supported the discrepancies in programme effectiveness and 

explained that enhancing youth’s positive behaviour does not certainly result in decreasing the 

youth’s negative outcomes. 

Additionally, PYD programmes offer a set of flourishing relationships and experiences 

that help young people to have more positive assets and develop Intentional Self-Regulation 

(ISR) which performs as a buffer against youths’ risky behaviours such as violence or 

substance use (Bonell et al., 2016). On this point, researchers have found that ISR positively 

predicts PYD and youth contribution (Mueller, Lewin-Bizan, & Urban, 2011; Urban, Lewin-

Bizan, & Lerner, 2010). In fact, a fundamental hypothesis in the Five C model is the role of 

advanced cognitive self-regulation skills that are included in the construct of ISR (e.g., 

Gestsdóttir & Lerner, 2008; Gestsdottir et al., 2010; Mueller et al., 2011; Schmid et al., 2011). 

More specifically, ISR includes the capability to Select (S), Optimize (O), and Compensate (C) 
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directing to a goal in which ‘S’ refers to goal selection, ‘O’ refers to optimizing resources to 

reach the goals, and ‘C’ refers to compensating by regulating if primary goals are inaccessible 

or if optimization approaches are unsuccessful (Freund & Baltes, 2002). Weiner, Geldhof, and 

Gestsdottir (2015) stated that past studies had shown a relationship between self-regulation and 

favourable or undesirable developmental outcomes among adolescents, such as community 

contributions and the Five Cs of caring, character, competence, connection, confidence (e.g., 

Lerner et al., 2005), and risky behaviours and depression (e.g., Bowers et al., 2011). The SOC 

model was developed to conceptualize and measure ISR; however, the SOC dimensions that 

form the basis of the ISR construct do not reflect the full range of self-regulatory skills that are 

established and needed during adolescence. For instance, emotion regulation is overlooked in 

the ISR construct (Weiner, Geldhof, & Gestsdottir, 2015). In particular, within the process of 

compensation as the third component in the SOC, an adolescent may experience a range of 

negative emotions after failures such as sadness, stress, anger, shame, or guilt. Whereas, in the 

previous chapter and in the dominion of cognitive coping with regulating emotions, the 

importance of emotion regulation was evident in the wider literature on youth well-being.  

Researchers have identified how functional emotion-regulation influences individuals’ 

social relationship, decision making, mental and physical health, well-being (e.g., Kim, Biman, 

& Tamir, 2015; Garnefski, Kraaij, & Spinhoven, 2002; Garnefski & Kraaij, 2006; Rood et al., 

2011), problem-solving, and planning (e.g., Heiy & Cheavens, 2014; McClelland et al., 2010; 

Markova & Nikitskaya, 2017). In a recent meta-analysis study of PYD programme intervention 

conducted by Ciocane et al. (2017), a significant association was found between PYD 

intervention or programmes and youth self-perceptions such as self-control, emotional distress 

(e.g., negative affects or depressive symptoms), and academic achievement (e.g., school 

outcomes, behavioural and psychological adjustment, and sexual health outcomes) in which 

youth self-perception can decrease the emotional distress that improves academic achievement. 
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Given the importance of adaptive emotion regulation in youth well-being, understanding the 

concepts and skills of cognitive emotion regulation strategies in relation to the youth’s internal 

and external resources, risk-taking, and depression is of particular interest.  

On this subject, Tolan et al. (2016) considered the Social Emotional Learning (SEL) 

framework (Elias et al., 1997) as an integrated approach to positive development mainly used 

as an education-focused approach which represents the process of understanding, controlling, 

and expressing the social and emotional aspects of life (Elias et al., 1997). The Collaborative 

for Academic and Social and Emotional Learning (CASEL) establishes one of the significant 

frameworks of SEL including five core socioemotional skills and competencies such as self-

awareness (e.g., accurate evaluations of emotions, beliefs, thoughts, and their effects on 

behaviour), self-management (e.g., regulating thoughts, emotions, and behaviours to handle 

stressful situations and impulses), social awareness (e.g., successful perspective-taking and 

recognizing social and ethical norms), relationship skills (e.g., the ability to establish and 

preserve healthy relationships by constructive communications), and responsible decision 

making (e.g., accountability and responsibility towards personal behaviours based on safety, 

moral and social standards) (CASEL, 2017; Hoy, 2013). These cores are essential for emotional 

self-regulation development and skills (Hoy, 2013) which are in accord with internal 

developmental assets (Taylor et al., 2017) as well as several goals of effective youth 

development programmes identified by Catalano and colleagues (2002, 2004). These scholars 

have recognized 15 developmental indicators that include bonding, resilience, social 

competence, emotional competence, cognitive competence, behavioural competence, moral 

competence, self-determination, spirituality, self-efficacy, bright and positive identity, belief 

in the future, recognition of positive behaviour, opportunities for prosocial involvement, and 

prosocial norms. Therefore, focusing on youth strengths of emotional self-regulation could be 

an approach to promote their healthy development. 



 

52 
 

3.4. Contemporary Youth Programmes 

As stated earlier, when the youth’s skills are brought in the line of their context, they could be 

in the trajectory to PYD or thriving. Since external or ecological assets were theoretically and 

practically recognized as significant factors in promoting positive youth development (e.g., 

Bowers et al., 2012; Kiadarbandsari et al., 2016; Theokas & Lerner, 2006;), researchers tended 

to explore the role of youth programmes (e.g., Bowers et al., 2015; Li, Bebiroglu, Phelps, & 

Lerner, 2008; Urban, Lewin-Bizan, & Lerner, 2009; Zarrett et al., 2009). These programmes 

include a wide range of participation in structured activities such as school-based, community-

based, afterschool programmes, and any extracurricular activities. For example, Zarrett et al. 

(2009) have found such out of school programmes could support youth higher levels of PYD 

and contribution, especially when there was a combination of participating in sports and youth 

development programmes. 

Not only is skill-building of positive personal competencies (e.g., social, emotional, 

cognitive or behavioural competence) a key part of the PYD approaches and programmes but 

also constant relationships with caring adults and providing youth with opportunities for 

leadership are characterized in high-quality programmes (Lerner, 2004; Roth & Brooks-Gunn, 

2003). These features of effective programmes are known as the “Big Three” (Lerner, 2004). 

To illustrate, Mueller and colleagues (2011) identified self-regulation skills as the predictors 

of PYD, while youth participation in youth development programmes and self-regulation skills 

are both predictors of youth contribution such as showing leadership, providing services and 

helping other people in their contexts. Regarding the role of caring adults, Theokas and Lerner 

(2006) found that people in a young person’s context such as parents, peers, and adult mentors 

are the most significant assets regarding their influence on youth PYD and risk outcomes. 

Similarly, in a study conducted by Bowers and colleagues (2012), supportive non-parental 

adults (e.g., mentors, coaches, or teachers) were found strongly associated to youth’s positive 
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development. Given the potential importance of youth programmes, one of the common 

intervention strategies to provide flourishing relationships for young people is through 

mentoring programmes because of their potential to improve youth's positive development 

(Rhodes & Lowe, 2009).

However, regarding the literature of mentoring relationships, there are numerous, 

distinct and overlapping concepts which could be puzzling for new researchers to the field of 

mentoring relationship. Figure 1 illustrates some of these concepts which were perceived 

inconsistent for the researcher of this dissertation and are addressed in the following sections.

Mentees’ social-
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cognitive, and 
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development

Mentoring 
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micro skills

Mentoring
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(focus, 
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Mentoring types 
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community-based)

Natural 
vs 
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Figure 1

Various concepts in the mentoring field
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3.5. Mentoring Relationships and Common Types of These Relationships 

Typically, a mentor is an older youth or a non-parental adult who engages in informal activities 

with the youth mentee and is not in a formal specialized support position, such as a therapist. 

However, they are in a position to provide support and advise their mentees (DuBois & 

Karcher, 2014). Adult-youth relationships can be supported through formal mentoring which 

refers to a dyadic psychosocial intervention in which an older individual is brought into a close 

relationship with a younger person to provide support, guidance, and opportunities for social 

and academic development (Bowers, Johnson et al., 2015; Freedman, 1993; Rhodes, 1994). 

Natural mentoring relationships may already exist in a young person’s environment and usually 

arise inside the social systems where there is a bond between an older, caring, and more 

experienced adult and a younger mentee which may include adults who are extended family 

members such as aunties, older siblings, uncles, or a family friend (Schwartz, Lowe, & Rhodes, 

2012). 

Both natural mentoring and mentoring relationships developed in PYD programmes 

have been found to be beneficial for promoting youth’s positive development (DuBois & 

Silverthorn, 2005). In this respect, the findings of a meta-analysis including thirty mentoring 

studies from 1992-2018 conducted by Van Dam and colleagues (2018) have shown the effect 

of having a natural mentor is significantly associated to positive youth outcomes such as 

academic and career performances, social-emotional development, physical health and 

psychological problems. They outlined that the existence of a natural mentor is associated with 

favourable youth outcomes, and the quality of the relationship could boost the positive 

outcomes. Likewise, formal mentoring, which is mostly delivered through mentoring 

programmes, are also effective in positive youth outcomes. In a recent meta-analysis conducted 

by Raposa and colleagues (2019), 70 mentoring programmes and their effects on youth 

outcomes were studied to evaluate the diverse impact of these programmes on youth outcomes. 
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These scholars found a significant effect of mentoring programmes on positive youth outcomes 

in five dimensions: academic functioning (e.g., academic achievement, or out of school 

activities), health (e.g., physical health, substance abuse), cognition (e.g., executive 

functioning), social functioning (e.g., relationships, social skills and support), and 

psychological symptoms (e.g., mental health, self-regulation). 

Nevertheless, existing studies show that the effects of mentoring relationships on youth 

development are significant but relatively small because other processes impact mentoring 

relationship quality (Rhodes & Dubios, 2008). For example, in a systematic review of youth 

mentoring programmes’ overall effectiveness in New Zealand, Farruggia and colleagues 

(2011) have found some of the programmes had been identified as ineffective (12%). In 

comparison, some of the programmes showed different levels of effectiveness: 35% 

moderately effective, 27% effective, and 27% very effective. In this sense, studies have 

identified factors involved in effective mentoring relationships. 

As there is an inconsistency in the mentoring relationship literature in terms of the 

theories, models, mediators and moderators, mentoring approaches and styles, in the following 

sections, the features of mentoring relationship quality will be reviewed based on the criteria 

provided by Deutsch and Spencer (2009) that include connection between the mentor-mentee, 

dosage (i.e., duration of the mentoring relationship, frequency and consistency of contact), and 

mentors’ approach (i.e., styles, strategies, techniques, and mentor micro-skill). 

3.6. Connection Between a Mentor and Mentee 

With regards to the connection between mentor and mentee, the positive outcomes of youth 

mentoring rest on the processes involved in mentoring relationships. The Model of Youth 

Mentoring which was theorised by Rhodes (2002, 2005) made a significant contribution to the 

literature. This model was influenced by attachment theory (Bowlby, 1980); however, scholars 
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have been also encouraged to explore mentoring relationship contributions to the positive 

effects of such interventions through theories of social networks such as social support (e.g., 

Barrera & Bonds, 2005). These theoretical perspectives are elaborated and reviewed in the 

following parts. 

3.6.1 Model of Youth Mentoring 

Rhodes’ (2005) Model of Youth Mentoring proposes that a high-quality mentoring relationship 

is characterized by mutuality, trust, and empathy. Establishment of a high-quality mentoring 

relationship may lead to a positive outcome (e.g., grades, emotional-wellbeing, behavioural) 

for mentees via three interconnected processes: improving youth’s social-emotional, cognitive, 

and identity development (Rhodes, 2002, 2005). It is proposed that mentoring relationships can 

influence youths’ social interactions and emotional well-being by engaging in entertaining 

activities in order to reduce daily stressors and modify emotional experiences that are effective 

in developing the youth’s social relationships and adaptive emotion regulation (Rhodes, 2002, 

2005; Rhodes et al., 2006). In particular, Rhodes (2002) argues that engagement in social 

interactions and fun activities with a mentor could be an opportunity for the mentee to take a 

break from life’s adversities or stressful situations. Another way of facilitating mentees’ social-

emotional development was referred to ‘corrective emotional experiences’ as a means of 

providing a positive experience of social interactions for youth with interpersonal problems, 

especially with parents (Rhodes, 2002, 2005; Rhodes et al., 2006). Then this successful 

modification of relationship experiences could be generalized to the broader contexts and other 

relationships (Rhodes et al., 2006). Based on Tryon (2014), a corrective emotional experience 

requires activation of more adaptive emotions to substitute a maladaptive emotion. Therefore, 

being in a pleasant and joyful relationship with a mentor could assist the mentee to achieve a 

better perception of satisfactory relationships with other people.  
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Viewed in this way, studies have demonstrated that a long-term, effective, high-quality 

mentoring relationship can positively influence a young person’s social skills and competences 

(DuBois et al., 2002; Schenk et al., 2019), such as improved relationships with peers and other 

adults (DuBois et al., 2011; Herrera, DuBois & Grossman, 2013; Rhodes, Grossman, & Resch, 

2000) and having a positive perception toward a relationship with parents (DuBois et al., 2011). 

Moreover, a mentee who receives non-parental or mentoring support shows more prosocial 

(positive social) behaviours and activities (Herrera et al., 2013). In particular, Deutsch and 

colleagues (2017) identified that mentoring programmes positively change young people’s 

relationship skill development (e.g., helping and respecting other people in their context, 

improved communication skills, establishing friendships and trust) and self-understanding 

(e.g., overcoming shyness, being more confident, and understanding of new social roles). 

Spending time with a non-parental adult influences youth’s feeling of being supported, 

empowered, and being more respectful to the rules and boundaries which significantly predict 

the levels of adolescent risk and thriving (Scales, Benson, & Mannes, 2006). 

Mentoring relationships can influence youths’ social interactions and emotional 

development by demonstrating how adults effectively communicate with each other. In this 

way, mentors can assist mentees to better understand, express, and regulate their emotions 

(Rhodes, Grossman, & Resch, 2000; Rhodes & DuBois, 2008). On this matter, Rhodes and 

colleagues (2006) have used the concept of emotion-coaching in the mentoring setting based 

on ideas initially developed for parental emotion-coaching (Gottman, 2001). Mentor emotion-

coaching might increase their mentees’ social competence, expanding mentees’ other 

successful relationships and bonds (Rhodes et al., 2006). Therefore, Rhodes et al. (2006) 

propose that a supportive mentor is able to help a youth’s effective emotion regulation in a 

similar way to good parenting approaches. They argue that the mentor’s emotion-coaching role 

could help them to be mindful of their own as well as their mentees’ emotions. Thus, the 
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mentors can be more willing to show validation and verbally label the mentee’s emotions and 

to consider the mentee’s negative emotions as a space for strengthening their closeness and 

mentees’ learning of effective emotion regulation strategies. This process of emotion-coaching 

in assisting youth with identifying and labelling their different negative emotions (i.e., negative 

emotion differentiation) can be helpful in promoting emotion-regulatory strategies as well as 

reducing their depressive symptoms. Starr et al. (2019) assumed that difficulties in separating 

and specifying the negative emotions might prevent accurate emotional responses to stressors 

and implementing effective emotion regulation strategies which may lead to depression. Their 

finding has shown that negative emotion differentiation is not directly a predictor of youth 

depression but experiencing higher levels of recent stressors could reinforce their link. In this 

respect, Brady, Dolan, and Canavan (2015) evaluated the role of mentoring support in 

promoting the mentee’s emotional well-being in which the findings have shown mentors’ 

capability in providing caring, empathy, helping the mentee’s emotion-regulation as well as 

providing information and advice as an effective pathway to improve the mentee’s emotional 

well-being. Other researchers have also found similar findings, for example, Vaclavik et al. 

(2017) have identified that young people who participate in youth programmes could receive 

adults’ support by facilitating the youth’s motivation and providing guidance, developing their 

skills by direct teaching or inspiring them for further learning, and providing support for 

mentees’ personal issues. Therefore, mentees’ emotional well-being could be related to their 

cognitive development as well. 

Rhodes and colleagues (2006) proposed that mentoring relationships could promote 

young people’s cognitive development by providing experiences and sources for new learnings 

such as visiting educational and cultural settings or learning a new skill together. Furthermore, 

the mentor might help the mentee to learn a new skill which requires training or practice (e.g., 

learning to play the guitar). A mentors’ particular knowledge or expertise in a field could be 
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another area which engages an interested youth to search for the mentor (Rhodes et al., 2006). 

Apart from skill development, dyadic activities could improve the mentoring relationship as 

well. For example, in a large longitudinal study including twenty community programmes, 

Larose and colleagues (2015) found that recreational activities (e.g., cooking or visiting a 

museum) strengthen the link between mentees’ perceived support and the relationship quality 

among youth (6-17 years old).  

Rhodes et al. (2006) consider teaching a mentee could occur within doing any activity. 

Mentees’ cognitive skills can be improved by their mentors’ support where the mentees 

possibly gain and expand new rational thinking competencies, accepting more adult principles, 

and taking on their guidance (Rhodes & DuBois, 2008). When mentees are dealing with 

obstacles, the mentors’ guidance could be beneficial to encourage the mentee exploring 

different approaches or implementing changes to overcome hardships (Hunter, 2007). In effect, 

adult support and guidance of youth have been identified as an effective way to promote the 

mentees’ empowerment (Handy, Rodgers, & Schwieterman, 2011).  

Another pathway to support the mentees’ cognitive development is referred to as the 

quality of the relationship between dyadic pairs that could provide new mental capacities 

(Rhodes et al., 2006). In part, Rhodes and colleagues (2006) intend positive perception of a 

mentoring relationship could significantly play a direct or an indirect role in improving 

academic success through encouraging the mentees’ positive attitude toward school and 

school-related efforts or helping them with schoolwork and projects. Studies have shown youth 

mentoring has been found beneficial in youth school and educational improvements such as 

academic achievement, school attendance, academic attitudes, improved educational efficacy 

and performance (e.g., DuBois et al., 2002, 2011; Herrera et al., 2007; Wheeler et al. 2010; 

Herrera, DuBois & Grossman, 2013), school engagement and adjustment, academic success, 

and their perspective of the future (Rhodes et al., 2006). The mentors’ validating and showing 
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support of their mentee’s present intellectual interest could be encouraging in promoting their 

curiosity and motivation for new learnings (Rhodes et al., 2006). Also supportive mentors 

provide a perception of being accepted and validated for mentored youth (Vaclavik et al., 2017) 

which can facilitate the mentees’ identity development as well (Rhodes et al., 2006). 

Regarding mentees’ identity development, mentors can provide role modelling and 

advocacy that help to change mentees’ perceptions of their existing and future self (Rhodes et 

al., 2006). Rhodes and colleagues (2006) believe mentors can act as social mirrors for their 

mentees to help their mentees develop opinions of themselves by considering their mentors as 

a role model. Mentors may also offer new prosocial settings and activities that expose their 

mentees to other ambitious or successful peers that they may identify with. Moreover, in high 

quality mentoring relationships, mentors might present new resources, activities, career and 

educational prospects that shape a young person’s understanding of who they are and whom 

they could become (Rhodes & DuBois, 2008). These aspects of mentees’ identity development 

are reflected in qualitative research conducted by Vaclavik and colleagues (2017) among youth 

(15-21 years old) aiming to explore the ways that adults support youth in out of school time 

programmes. Their findings have illustrated that youth identified mentors’ provided support 

through role modelling and connecting. In particular, role model adults were found showing 

behaviours that could be of interest to mirror them in addition to making connections between 

the youth and other external resources or opportunities (e.g., connecting the mentee to other 

helpful people). 

Mentors’ providing support and feedback relating to education and career decisions 

have been found effective in facilitating mentees’ identity, especially for older adolescents (Yu 

& Deutsch, 2019). The bidirectional pathways between identity development and social-

emotional and cognitive development suggests that mentees’ cognitive skill development can 
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improve their emotion-regulation capacities which help them to select contexts or relationships 

aligned with their values, skills, and goals (DuBois et al., 2011).  

3.6.2 Youth Mentoring Through Social Relationships Perspectives 

Two prominent conceptions of social relationships in social sciences theories include social 

support and social capital. These theories aim to describe how social relationships could be 

beneficial for individual and groups (Saegert & Carpiano, 2017). Scholars in the field of 

mentoring have made efforts to explore how mentors as a resource in the youth social network 

can provide social support for their mentees (e.g., Chapman et al., 2017; Kogan et al., 2011). 

For example, mentors’ companionship support has been found an important aspect of 

mentoring. In a study conducted by Spencer (2006), mentees’ engagement in shared leisure 

activities with mentors was perceived as a sense of being important and cared about which 

could enhance the mentees’ self-confidence and emotional well-being. In this context, Kelly 

and Lee (2018) have found that natural mentors are effective in reducing their mentee’s 

delinquency when the mentee has a perception of being important (i.e., matters) to the mentor. 

Developing a feeling of belonging is also found as a means of mentors’ companionship support 

(Brady, Dolan, & Canavan, 2015). The Table below is provided to illustrate how some of 

researchers used different types of mentor’s social support in their studies (See Table 2). 
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Table 2 

Mentor’s Social Support in Previous Studies 

Researcher/s Type of social support 

Zimmerman et al. 
(2005) 

Emotional support (empathy, love, trust, and caring); 
Instrumental support (tangible aid and service); 
Informational support or cognitive guidance (advice, suggestions, and 
information); 
Appraisal support (information that is useful for self-evaluation). 
 

McDonald et al. (2007) 

Emotional support; 
Guidance (providing guidance and advice); 
Role model. 
 

Sterrett et al. (2011) 

Emotional support (offering care and comfort); 
Instrumental support (concrete aid); 
Informational support (providing advice or guidance); 
Esteem/appraisal support (affirming another person’s sense of value 
and competence). 
 

Brady et al. (2015) 

Emotional support (listening to and empathizing with the youth); 
Concrete support (tangible or practical support); 
Companionship support (participating in joint activities); 
Esteem support (encouragement and praise from the mentor to the 
mentee); 
Advice support (providing information or guidance). 
 

Yu and Deutch (2019) 

Emotional support (listening to and providing caring, acceptance, 
empathy, and trust); 
Instrumental support (tangible and practical assistance); 
Informational support (providing information, advice or guidance); 
Companionship support (participating in joint activities); 
Validation support (providing positive affirmation). 
 

 

As there might be numerous studies of mentors’ social support, in a recent qualitative 

study conducted by Yu and Deutsch (2019), these researchers explored how early and late 

adolescence (12-17 years old) may differently experience social support receiving from their 

significant non-parental adults, also known as Very Important Persons (VIPs). Their findings 

show that companionship support could be differently perceived during adolescence. Apart 

from having shared interest and personality, which were found important for both younger and 

older youth, being treated as a peer was perceived as an important factor of companionship 
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support among younger mentees, whereas older mentees considered mutuality as being in a 

friendship or adult-like relationship with their mentor was representative of companionship 

support. They also identified that the mentors’ informational support grounded in sharing ideas, 

guidance or giving advice could be perceived by mentees as an important resource of getting a 

new and different viewpoint from other people existing in the young people’s context (e.g., 

parents, peers, or teachers). However, their study revealed that older mentees had been found 

to be more selective by considering their mentors as one of the available resources to get 

information from in comparison to the younger mentee. This outcome is in line with autonomy 

development during adolescence, wherein youth can spot other people’s perspectives and make 

independent decisions (Steinberg, 2013). 

In terms of mentors’ instrumental support (e.g., providing tangible, practical 

assistance), Yu and Deutsch (2019) found that this type of support helps younger mentees with 

‘practical life skills’ (e.g., assisting with academic tasks and providing useful information) 

which are mostly present-oriented that might be used in the future as well. However, these 

researchers have identified that older mentees perceive instrumental support or skill 

development (e.g., problem-solving or character development) as a way of progression in life 

to achieve their goals. With respect to validation support, they have found that validating 

mentees’ abilities, skills or attitudes is strongly linked to their perception of being competent 

and being important. Providing feedback for further improvement was important for younger 

respondents while providing opinions to support their sense of identity. 

Mentors’ availability as a key factor in emotional support could be perceived differently 

by youth in different stages of development. Younger mentees perceived their mentor’s 

physical availability and being aware of the mentee’s life aspects as a result of their long 

relationship representing their mentors’ emotional supporting. Whereas older mentees 
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recognize their mentors’ availability by being there, not necessarily physically, when seeking 

help is a factor of emotional support (Yu & Deutsch, 2019).  

In their systematic review, Tolan et al. (2014) found modest and positive effects of 

mentoring on delinquency and associated outcomes (e.g., violence, drug use, and academic 

functioning for high-risk youth) wherein increasing in youth positive outcomes is dependent 

upon mentors’ advocacy and emotional support. Thus, match or relationship quality is crucial 

to the effectiveness of a mentoring programme since a mentor and a young person needs to 

develop a steady emotional closeness that could likely drive the positive effects on the mentee 

(Nakkula & Harris, 2014). In a recent meta-analysis conducted by Van Dam and colleagues 

(2018), the quality of mentoring in three areas of relatedness (characterized by closeness and 

trust), social support (e.g., emotional, cognitive, and instrumental support) and autonomy 

support (e.g., empowering the mentee by role modelling, active listening, and encouraging 

confidence) is found to be more significantly related to positive youth outcomes. 

In this regard, scholars in the field of youth mentoring have emphasized the critical role 

of mentoring activities and interactions for effective relationships (Karcher & Nakkula, 2010; 

Karcher & Hansen, 2014; Larose et al., 2010) that predict mentor-mentee closeness (Herrera, 

Sipe, & McClanahan, 2000; Parra et al., 2002). As an example, Larose and colleagues’ (2015) 

findings revealed that frequency of shared activity (e.g., recreational, relational, or academic) 

has a positive and significant effect on mentees’ perceived support and the relationship quality. 

Therefore, the activities occurring in a mentoring relationship could impact the connection 

between the dyadic pair. In this regard, Nakkula and Harris (2014) have recognized ‘match 

structure’ reflects what a pair of mentor and mentee want to do in the match, how they agree 

what to do (who decides and in what way), and what actually gets done. 
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3.6.3 Match Structure and Mentoring Interactions 

According to Nakkula and Harris (2014), match structure is one of the features that is 

influenced and experienced directly by the mentor and mentee in ways that strengthen (or 

weaken) the match. Match structure is an aspect of match characteristics which contains three 

key elements: focus (i.e., the aim and structure of a particular interaction or set of interactions 

– e.g., conversation or activity), purpose (i.e., mentor and mentee values and what they are 

interested in doing in their relationship); as well as authorship (i.e., the way they negotiate how 

to act on those objectives and goals). Karcher and Nakkula (2010) have developed the TEAM 

(Theoretically Evolving Activities in Mentoring) framework by interrelating these three main 

dimensions for a better and integrated way to study mentoring interactions and relationship 

styles. 

Based on the role of focus, purpose, and authorship of mentoring interactions, Karcher 

and Nakkula (2010) pointed out that the focus of interactions may be either relationally-focused 

or goal-oriented. In relational-oriented interactions, the main aim is on establishing and 

sustaining the relationship. Although there might be an occasional focus on skill development, 

goal achievement, or activity completion within a relational-focused interaction, the emphasis 

is primarily on improving and strengthening the relationship between the mentor and mentee 

as an initial pathway to promoting mentee’s emotional well-being. However, relationship-

building and strengthening is not the priority in the goal-directed interaction of a mentoring 

relationship. In fact, the focus of goal-directed interactions is goal achievement or skill 

development outcomes such as promoting the mentee’s performance, behaviour or peer 

relationships. The outcomes might contribute to the improvement of mentees’ competence or 

character, which indirectly builds up mentees’ emotional well-being. Simply put, the focus of 

relational-focused interaction can be internal to the mentee or relationship while goal-directed 

interactions focus on an observable goal or skill-related outcome.  
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The purpose of the interaction as the second dimension of the TEAM framework might 

be conventional or playful depending on whose agenda is attended in the communication 

(adult-centric or youth-centric agendas in general) or whose needs it meets eventually. In 

particular, conventional purposes refer to when the dyadic pair reflect the interests of adult 

society or the youth in the future (e.g., youth’s future education, career, learning occupational 

skills). In contrast, a playful purpose in the interaction is more youthful and reflects more 

immediate or present-oriented goals or youth’s interest in having fun interactions. The 

difference between future/present-oriented purposes refers to the notion of being (e.g., to have 

fun now) and becoming (e.g., how to get a job or going to college). Therefore, goal-directed 

interactions reflect the conventional purpose, whereas relational-focused interactions are 

mostly linked to playful purposes. Regardless of the type of purposes, the mentee’s emotional 

development and well-being can be facilitated by both purposes (Karcher & Nakkula, 2010). 

Authorship or the negotiation style as the third dimension of the interactions in the 

TEAM framework captures the moment-to-moment happenings in the relationship and refers 

to the ways that interactions are discussed. Karcher and Nakkula (2010) believe “that how 

interactions are authored typically determines both mentors’ and mentees’ degree of buy-in. 

Hallmark indicators of buy-in by both participants are those moments of sharing, caring, and 

listening to that enable the creation of their shared experience” (p. 25). Authorship could be 

either unilateral/one-sided (i.e., wherein one member’s point of view controls the procedure of 

interaction) or collaborative (i.e., when both sides of the mentoring relationship decide on the 

interaction and activities). In a collaborative interaction, both mentor and mentee feel 

satisfaction, are heard and are delighted with the outcome, which results in a deeper connection. 

Collaboration is the key to the productive mentoring relationship, regardless of the focus and 

purpose of the interaction (Karcher & Hansen, 2014).  
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Karcher and Nakkula (2010) initially differentiated mentoring interactions from 

relationship styles wherein interactions are the specific discussions and activities that arise in 

a shared activity or communication. In contrast, the pattern of interactions that develops during 

the relationship in a well-defined period is a relationship style. In effect, relationship styles are 

built upon the dimensions (i.e., focus, purpose, and authorship) of interactions. Mentoring 

relationship styles will be elaborated and reviewed in the mentors’ approach section. 

3.7. Dosage in Mentoring Relationships 

Bowers et al. (2015) believe that, although programmes consisting of formal mentoring 

possibly influence young people's lives in diverse ways, positive outcomes are not guaranteed 

through merely joining up a mentee with a formal mentor. Therefore, relationships are 

beneficial when the bond between mentors and mentees are high in quality, and the relationship 

is of sufficient length (Futch Ehrlich et al., 2016; Goldner & Mayseless, 2009; Grossman, Chan, 

Schwartz, & Rhodes, 2012; Parra et al., 2002; Rhodes, Schwartz, Willis, & Wu, 2014). With 

regard to the duration of a high-quality mentoring relationship, Grossman and Rhodes (2002) 

found that mentees who had spent a year or more in a relationship with their mentors showed 

higher behavioural, psychosocial, and academic development. However, fewer positive 

outcomes have appeared in mentoring relationships that terminated between the first three to 

six months (e., Rhodes & Roffman, 2003; Schwartz, Lowe, & Rhodes, 2012). Similarly, in a 

longitudinal study by DeWit et al. (2016), youth in mentoring relationships reported less 

behavioural problems, social anxiety, depressive symptoms and more coping skills, especially 

the mentees who were in a longer mentoring relationship (one year or more), in comparison to 

non-mentored youth. The high quality of natural mentoring relationships characterized by 

length and emotionally supportive mentors significantly promoted youth’s self-esteem, leading 
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to fewer problems related to alcohol use, and less depressive symptoms (Whitney, Hendricker, 

& Offutt, 2011). 

As argued by DeWit et al. (2016), mentees’ mental health could be significantly affected 

by early termination wherein the mentee might have a perception of being rejected, abandoned, 

or discouraged from establishing a close relationship. From the primary studies in mentoring, 

relationships lacking a close bond resulted in early termination. For example, in a sample of 

600 dyadic pairs, Herrera, Sipe, and McClanahan (2000) identified closeness between a mentor 

and mentee acts as a significant factor in a mentoring relationship. The primary requirement of 

a productive mentoring relationship is a mutual feeling of connection, trust, respect, being 

understood, and liked (Rhodes & DuBois, 2006). Spencer (2006) also found mentoring 

relationships characterized by a strong emotional bond between the pair is linked to the 

mentees’ better outcomes (e.g., increases in perceptions of academic competence and a sense 

of self-worth). However, the continuity or termination of mentoring relationship could strongly 

rely on the mentors’ approach and styles. In the next section, the eatures of effective mentoing 

and mentoring skills are reviewed.  

3.8. Mentors’ Approaches, Styles and Features of Effective and Less Effective Mentoring 

Styles 

In past research by Morrow and Styles (1995), mentors in a developmental relationship 

reassured mentees of their availability in times of need and listened non-judgementally when 

mentees sought their support when faced with difficulties in life. This type of relationship led 

mentees to disclose openly anything, especially family issues, and coping with the adversities. 

In this regard, providing a non-judgemental space for discussing issues is found effective in 

enhancing mentees’ self-esteem, confidence, cognitive development, and trust of mentors (Yu 

& Deutsch, 2019). Mentors in a developmental relationship primarily attempt to establish a 
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strong bond, characterized by trust and reliability, with their mentees. After they have 

established a stable relationship, the mentor can focus on other goals such as encouraging 

mentees’ positive habits or academic achievement, building emotional well-being, developing 

social skills, and offering entertaining or cultural activities (Morrow & Styles, 1995). 

Additionally, developmental relationships may be more enduring as a consequence of mutual 

attachment and commitment in the dyadic pairs (Morrow & Styles, 1995). 

Karcher and Nakkula (2010) used ‘developmental’ (Morrow & Styles, 1995) and 

‘instrumental’ (Hamilton & Hamilton, 1992) terms to characterize match interactions in their 

TEAM framework. Developmental and instrumental interactions are complementary and 

reveal key features of effective mentoring relationships. These interactions are useful to 

characterize ‘developmental and instrumental relationship styles’ representing two repeatedly 

recognised styles related to the lengthiest, most reliable, and most successful dyadic mentoring 

relationships. Effective mentoring relationship styles include relational-focused and goal-

directed mentoring interactions but differ in the temporal aspect (Karcher & Nakkula, 2010; 

Karcher & Hansen, 2014). In particular, the pattern of interaction in a developmental style 

includes a period of relational-focused interaction following by goal-directed interactions after 

the successful establishment of a relationship. The purpose of interaction in such a style tends 

to be present-oriented, entertaining, and playful, which moves toward goal-directed, skill 

achievements, and future-oriented over time (Karcher & Nakkula, 2010). 

In contrast, an instrumental style focuses on a period of goal-directed interactions at 

first and then shifts to a pattern of relational-focused interactions. In this style, the interaction 

is guided by a mutual goal which improves the relationship between the mentor and mentee 

during this initial period. Since the purpose of such style is toward skill development or goal 

achievement, the purpose of the interaction is mostly conventional (i.e., reflecting the interests 

of adult society) and future-oriented but it might shift to playful and present-oriented 
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interactions later in the relationship (Karcher & Nakkula, 2010). Both relational-focused and 

goal-directed interactions in the mentoring relationships have been found to be significant 

contributors to the relationship quality (Karcher, Herrera, & Hansen, 2010).  

Youth-centred relationships, in contrast with relationships driven by the mentor’s 

expectations or interests, predict higher relationship quality reports from mentees (Rhodes, 

Reddy, Roffman, & Grossman, 2005). Significant indicators of relationship quality and 

mentoring effectiveness include a mentor’s acceptance and attunement, which involves a non-

judgemental and adaptive approach based on their mentee’s needs (Schwartz, Lowe, & Rhodes, 

2012). However, in a prescriptive relationship style (Morrow & Styles, 1995) that has been 

found to be an ineffective relationship style, the mentoring relationship is mostly mentor-

driven, the mentor tends to set unrealistic goals and rules for the relationship and impractically 

focuses on changing the mentee’s beliefs, skills, and lifestyle in a short period (one-two years). 

These mentors control the activities and subjects of discussions (Li & Julian, 2012; Morrow & 

Styles, 1995). In a large-scale qualitative study, mentees involved in prescriptive relationships 

did not perceive receiving constant and valued support from the mentors and reported more 

tension and dissatisfaction with their help-seeking. In turn, these mentees might use self-

defensive behaviours as an alternative approach (Morrow & Styles, 1995).  

In both developmental and instrumental styles, the negotiations involved in interactions 

are mostly directed to collaborative or we-focused authorship (Karcher & Nakkula, 2010). 

Viewed in this way, Keller and Pryce (2010) believe that mentees’ positive outcomes (e.g., 

well-being) are achievable when the mentor levels out the mentee’s interest and engagement 

to raise relation-oriented interactions with goal setting or delivering more structured activities 

to enhance goal-directed interactions. This balanced approach is proposed to be the most 

influential approach toward positive youth development (Karcher & Nakkula, 2010; Keller & 

Pryce, 2010). Similarly, Larose et al. (2010) identified that for older adolescents (17 years old), 
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the mentoring relationship is more beneficial when there is a balance in goal-directed 

interactions and mentors’ being collaborative and emotionally engaged in the dyadic 

relationship. These young people were found to show more motivation and career decision, 

and be socially adjusted to the academic setting. Larose and colleagues suggested effective 

interactions with older youth in academic mentoring programmes relies on both goal-directed 

and relational-focused interactions involved in relationships. This finding was also reflected in 

a chain of studies conducted by McQuillin and colleagues (e.g., McQuillin, Smith, & Strait, 

2011; McQuillin, Smith, & McLelland, 2014; Mcquillin & Lyons, 2016; Lyons, McQuillin, & 

Henderson, 2019). 

In 2011, McQuillin and colleagues found destructive and insignificant effects of an 

instrumental mentoring programme in their evaluation among 60 middle school students. They 

found that goal-directed activities (which were supposed to prepare students for transition to 

the middle school) significantly decreased the participants’ reading grades while no effect was 

made on their bonds to the school and their teacher. In their following evaluation in 2013 

among 134 students, they modified the programme by providing sessions of mentor training 

and monitoring the programme. This time the outcomes were found encouraging since the 

mentees reported higher math grades and life satisfaction as well as less disruptive behaviours. 

However, goal-directed mentoring interaction has not been found effective on mentees’ other 

outcomes (e.g., reading, science, and English/Language/ Arts grades, connectedness to the 

school, teacher, future, and school absences). In their next effort in 2016 among 72 students 

(divided into two control and experimental groups), McQuillin and Lyons revised the 

mentoring curriculum based on the theories linking to behavioural change (e.g., social 

cognitive theory, cognitive dissonance theory, motivational interviewing, and academic 

enabler skills). Their findings have shown that the experimental group had statistically 

significantly higher grades (e.g., math and English), life satisfaction, and less school 
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absenteeism. However, no significant effect was identified for students’ school misconduct. In 

their most recent research among 1360 dyadic pairs, Lyons and colleagues (2019) assigned 

several adult mentors to facilitate mentees’ academic and social needs. Their findings have 

shown that relationship quality (reported by mentees) had no or a small effect on youth school 

grades as well as a small to moderate effect on behavioural outcomes (i.e., delinquency and 

misconduct). Furthermore, goal-directed activities (e.g., goal setting and providing feedback 

reported by mentors) had a small to moderate effect on mentees’ behavioural outcomes while 

there was a moderate to large effect for academic outcomes. However, the authors explained 

that the higher effect on youth performance could be biased as mentors reported it. Finally, 

they also identified that mentees with more remarkable improvement (especially for 

behavioural outcomes) reported a higher quality relationship (characterised by mentors’ regular 

engagement, goal setting, and providing constructive feedback) in comparison to their peers 

who did not report experiencing such a relationship. These findings led the researchers to 

recommend a balanced mentoring approach (involving both developmental and instrumental 

approaches) could be more beneficial. Therefore, goal-directed interactions cannot be very 

helpful in mentees’ academic achievement which might be due to the nature of mentoring 

which is not very structured like tutoring, or mentees’ perception of a mentoring relationship 

is not well understood. However, all the mentoring relationships cannot benefit from a balanced 

approach at the beginning of the relationships. In part, effective mentors may employ a 

developmental or instrumental style when they join a match that follows a different temporal 

time of relational-focused or goal-directed mentoring interactions in the match.  

3.8.1 Strategies, Techniques, and Mentor Micro-Skill of Effective Mentoring Styles 

In the framework of the hierarchy of intervention (Karcher & Hansen, 2014) which is based on 

Wampold's (2001) hierarchy for understanding the elements of psychotherapies, Karcher and 
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Hansen identified that a hierarchy of interventions in mentoring relationships includes 

programme approaches or mentor styles, strategies, techniques, and mentoring micro-skills. In 

their framework, Karcher and Hansen (2014) considered the general approaches or mentor style 

at the top of the hierarchy that includes developmental and instrumental styles. These authors 

argue that the mentors’ strategies, techniques, and micro-skills are distinct within these styles.  

As mentioned earlier, developmental styles are uniquely relation-directed and grounded 

on playful purposes that can be directed to be goal-directed over time. Below these approaches, 

Karcher and Hansen (2014) have defined some techniques to establish such a relationship such 

as talk over matters associated with the mentees’ family and friends as well as showing 

empathy and concern for the mentee. Using mentor micro-skills could be also beneficial in 

delivering these techniques. The mentor micro-skills at the bottom part of the hierarchy was 

drawn on Goodman's talk tools (1972), reflecting the most basic units of communication. 

Silence and reflection are mentor micro-skills in establishing a developmental style (Karcher 

& Hansen, 2014).  

Comparable to the strategy, technique, and mentor micro-skills specified in 

developmental style, an instrumental approach or style provides different types of response in 

the interaction. An instrumental mentoring style is uniquely goal-oriented and aims for future-

oriented purposes that can follow a relational orientation over time. These are the strategies of 

such a relationship, and the mentoring techniques include teaching skills, goal setting, and 

reflecting on the ways mentoring activities might be helpful in the future. Thus, the mentor 

might give advice or ask questions as a type of mentor micro-skill (Karcher & Hansen, 2014). 

Moreover, Karcher and Hansen (2014) also identified that the essential incidental (i.e., 

suitable but not required) factors of effective mentoring approaches include strategies of being 

youth-centred or collaborative, encouraging and improving the processes of reciprocity, 
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mutuality, as well as intersubjectivity. Specifically, reciprocal participation refers to assisting 

each other during an interaction that causes the emergence of competencies for each individual 

or the dyadic pair, which facilitates their cognitive development. Within this process, both 

partners show cooperative contribution, direction, and self-disclosure. Larose et al. (2010) 

believe the reciprocity plays a significant role in the quality of the mentoring relationship and 

the mentee’s development.  

Mutuality refers to the benefits both partners achieve during the interaction, which can 

be partially from knowing both have benefit for one another. Finally, intersubjectivity refers to 

achieving a feeling of similarity and connection by doing joint productive activities to improve 

the sustainability of a relationship. In such effective approaches, the mentor can apply the 

techniques associated with both instrumental and developmental styles in addition to micro-

skills of self-disclosure and interpretation (Karcher & Hansen, 2014). However, not all 

mentoring relationships are successful, and some might result in early termination. Some of 

these factors have been reviewed earlier (e.g., lack of closeness), but there is a well-known 

ineffective mentoring style named prescriptive mentoring style. 

3.9. The current research 

Collaborative mentoring relationships which hold the focus or purpose of goal-directed or 

relational-focused interactions can facilitate youth emotional development and well-being 

(Karcher & Nakkula, 2010). Although mentoring relationships might have a small impact on 

youth outcomes, they are still significant and could promote a broad range of youth’s internal 

and external assets. For example, mentored youth have shown emotional/psychological well-

being (e.g., self-esteem and self-control) (Brady, Dolan, & Canavan, 2015; DeWit et al., 2016; 

DoBois et al., 2002; DuBois et al., 2011; Herrera, DuBois & Grossman, 2013), identity 

development (Yu & Deutsch, 2019), academic competence (Spencer, 2006), more effective 
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relationships with others (Brady, Dolan, & Canavan, 2015), social competences (Vaclavik et 

al., 2017), higher emotional support from other people like parents (DeWit et al., 2016), 

achieving a sense of empowerment and confidence (Vaclavik et al., 2017), higher levels of 

empowerment (e.g., participatory behaviour, perceived control) which improves their social 

support from more caring adults and peers (Ozer & Schotland, 2011). This valuable 

relationship between a mentor and mentee showed particularly strong effects for mentoring on 

youth depressive symptoms (Herrera et al., 2013; DeWit et al., 2016; DuBois, Herrera, & 

Higley, 2018). Moreover, programme-based mentoring for young people has also been 

associated with reducing risk behaviours such as drug, alcohol and tobacco use, and physical 

fighting (DuBois, Herrera, & Higley, 2018), conduct problems (DeWit et al., 2016; DuBois et 

al., 2011; Tolan et al., 2008), antisocial behaviours (Herrera et al., 2013), and problem/high-

risk behaviour (DoBois et al., 2002).  

Researchers in the field of mentoring believe that there is still a need for additional 

information on the nature of mentoring which could facilitate further advances, training, 

managing, and tracing the effects (e.g., Karcher & Nakkula, 2010; Tolan et al., 2008, 2014). 

For instance, although relationships with mentors can positively influence young people’s 

positive and negative outcomes such as their educational achievements, at-risk or problematic 

behaviours, and depression (DuBois & Silverthorn, 2005), the way mentors can help mentees 

to improve their ability to regulate and express their emotions effectively is unclear as the type 

of support needed to cultivate effective emotion self-regulation in mentees is not well 

understood (Rhodes et al., 2006). Researchers have found that adolescents in youth 

programmes learn to regulate their emotions through the common practice of trial and error, as 

well as a reflection by active engagement in purposeful testing of diverse emotion regulation 

strategies (Rusk et al., 2013). However, these researchers also have pointed out several gaps 

that need to be addressed regarding the forms of professional knowledge and training for 
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leaders to enable them to coach youth successfully through emotionally challenging 

circumstances. Especially there is a unique chance for programme leaders (e.g., mentors, 

coaches, programme staff) to influence youths’ emotion regulation skills when young people 

experience boredom, frustration, and excitement in their projects or programmes (Rusk et al., 

2013). Sánchez et al. (2017) found high-quality mentoring relationships facilitate maltreated 

children’s use of coping strategies, however, the mechanism of mentors’ supporting adaptive 

coping in response to stressful events is still unclear. These researchers suggested that a 

supportive relationship wherein a mentee perceives the mentor as a successful role model of 

coping might be helpful, or mentors might provide advice in stressful situations. 

In their view, Karcher and Nakkula (2010) indicated that effective mentoring styles 

(e.g., developmental and instrumental) hold different aspects of mentoring strategies in which 

the focus of relational-focused interaction can be internal to the mentee or sustaining the 

relationship as an initial pathway to promoting mentee’s emotional wellbeing, whereas goal-

directed interactions focus on achieving an observable goal or skill-related outcome such as 

promoting the mentee’s performance or improvement of mentees’ competence or character that 

indirectly builds up mentees’ emotional wellbeing (Karcher & Nakkula, 2010). Therefore, the 

current research is designed to examine how mentoring relationship strategies might impact 

mentee’s cognitive emotion regulation. Simply put, is it either through relational-focused 

interactions characterized by closeness, trustworthiness, or joyful interaction that influences 

mentee’s usage of more adaptive cognitive emotion regulation strategies, or goal-directed 

interactions presented by problem-solving, improving mentees’ performance or behaviour, and 

learning that is more involved in mentees’ use of more adaptive cognitive emotion regulation 

strategies? (See Figure 2). 
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In this research, the overarching thesis is that mentees who experience a good 

relationship with their mentors or learn skills from their mentors, may share their feelings while 

facing stressful or negative life events and seek advice from their mentors to regulate their 

Relational-focused interactions

          

                      Goal-directed interactions

It was my 
fault!

Do I have to 
accept it?

It was a 
disaster

How can 
I fix this?

I can learn 
from it!

Figure 2

Mentoring interactions may promote mentees' cognitive emotion regulation skills
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emotions, especially through their cognitive capacities. It is anticipated that effective mentoring 

interactions (e.g., relational-focused and goal-directed) promote mentees’ more adaptive 

cognitive coping strategies of emotion regulation (e.g., positive refocusing, positive 

reappraisal, etc.) to enhance positive outcomes (e.g., developmental assets) and reduce negative 

outcomes (e.g., risk-taking and depression). 

Furthermore, this research is also designed to explore mentors’ supporting approaches 

employed to help their mentees to adjust their emotions by cognitive skills efficiently. For 

example, how do mentors support their mentees dealing with adaptive or non-adaptive feelings 

and beliefs during stressful or negative situations? In brief, the understudied area of relational-

focused and goal-directed mentoring interactions in regulating mentees’ emotions toward 

possessing more developmental assets and less risk-taking or depression is thus a worthy topic 

to explore. To address the objectives mentioned above, this research employs a multi method 

design as presented in the next chapter. 

3.10. Chapter Summary 

Adolescence, as a period of great physical, social, and psychological changes, provides an 

opportunity to promote positive development. PYD theories and practices are progressively 

forming adolescence research and policies. This literature review has outlined some central 

ideas related to adolescent development and PYD programmes. In effect, strengths-based PYD 

programmes could be constructed and implemented in a variety of forms, with mentoring 

programmes as one of the most common settings for PYD programmes. Mentoring 

relationships have been found to influence positive youth outcomes, especially through young 

people’s emotional and cognitive development which are the focus of the current thesis. The 

influential features and factors of effective mentoring relationships and interactions were 

discussed as well.   
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Chapter 4. Methodology 

 

Mentoring interaction is thought to be an influential approach to promote favourable outcomes 

among young people. Applying multi method research enabled the researcher of this thesis to 

provide a deeper understanding of the ways diverse mentoring interactions differentially 

influence positive developmental outcomes for mentees. Moreover, whether mentees’ use of 

adaptive or maladaptive cognitive emotion regulation strategies mediates the relationship 

between the different types of mentoring interactions and mentees’ developmental outcomes, 

this research is also designed to explore mentors’ approaches to supporting their mentees’ 

cognitive-emotional regulation skills when their mentees encounter stressful circumstances. As 

suggested by Patton (2002), method selection should be aligned with the purpose of the 

research. Therefore, the focus of the current chapter is on the methodology and the 

philosophical underpinning of the methodology applied in this dissertation. It will elaborate 

how a multi method design is a suitable approach to achieve the aims of this research. 

4.1. Research Paradigm: Pragmatism 

A research paradigm is described as “a set of beliefs, values, and assumptions that a community 

of researchers has in common regarding the nature and conduct of research” (Johnson & 

Onwuegbuzie, 2004, p. 24). One of the primary steps in the research process is for the 

researcher to identify their own philosophical orientations (i.e., worldview or paradigm), which 

influences decision making during the research process (Mertens, 2010). There are four widely 

discussed paradigms: post-positivism, constructivism, transformative, and pragmatism 

(Creswell & Creswell, 2018; Mertens, 2010; Wahyuni, 2012). Within each of these paradigms, 

researchers follow different belief systems in terms of axiology (i.e. the nature of ethics in the 

research), ontology (i.e. the nature of reality in the research), epistemology (i.e. the nature of 
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knowledge in the research), and methodology (i.e. approaches to achieve the expected 

knowledge) (Guba & Lincoln, 2005; Mertens, 2010). As recommended by Mertens (2010), 

social science researchers’ research paradigm could be best reflected in their epistemological 

and ontological assumptions. Table 3 illustrates major ontological and epistemological 

differences of research paradigms. 

 

Table 3 

Distinctions Among Research Paradigms 

 Constructivism Postpositivism Transformative Pragmatism 

Ontological 

assumption 

Multiple 

realities, 

constructed 

socially 

Single reality, 

independent 

Various realities 

based on social 

positioning 

Coexistence of 

single and 

multiple 

realities 

     

Epistemological 

assumption 
Interactive 

Dispassionate, 

objective 

Interactive and 

political 
Flexible 

 

Given these distinctive presumptions of paradigms in terms of their ontology and 

epistemology, the researcher specifies that the underpinning philosophy of the current thesis is 

pragmatism. Based on the table, ontologically, in the eyes of pragmatic researcher, the 

postpositivist singular perspective does not capture the understanding of individuality. On the 

other hand, transformative and constructive researchers’ belief in the existence of multiple or 

numerous realities could lessen the generalisability of the findings (Greene, 2007).  
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Epistemologically, rather than debating the concepts of truth like other philosophies, 

pragmatic researchers believe in inter-subjectivity (fluidity of truth) as a key element of social 

life (Mertens, 2010) suggesting that knowledge is dynamic and impacted by the individuals 

lived experiences (Morgan, 2014). Therefore, the focus of pragmatic researchers is on ‘what 

works to solve a problem (Creswell, 2014; Patton, 1990). Notably, the effectiveness of the 

research results is the benchmark for evaluating the research, instead of relating the findings to 

some ‘true’ conditions in the real world (Maxcy, 2003; Mertens, 2010). In this way, any method 

to achieve the research purpose is the appropriate method (Maxcy, 2003) which is often linked 

to mixed-methods or multiple-methods (Johnson & Onwuegbuzie, 2004; Morgan, 2014; 

Teddlie & Tashakkori, 2009). 

4.2. Research Design: Multi-Methods 

This research is conducted through a multi-methods design which is defined as using two or 

more different research methods within the same research (Brewer & Hunter, 2006). Although 

Creswell (2014) stated that the term mixed methods could be used for multi-methods 

approaches, Hunter and Brewer (2015) believe that mixed methods is a subclass of the multi-

methods approach. The main distinction is in the way that mixed methods requires having as a 

minimum of one quantitative and qualitative method which needs to be integrated within the 

research project (Hesse-Biber, 2015).  

In line with pragmatism perspectives, Brewer and Hunter (1989) believe that multi-

methods research could be used “to attack a research problem with an arsenal of methods that 

have non-overlapping weaknesses in addition to their complementary strengths” (1989, p. 17). 

In this sense, the researchers are not constrained to mix quantitative or qualitative methods, 

and they can employ diverse methods of combinations (Hunter & Brewer, 2015). As argued 

by Jacobs (2005), in multi-methods research, data can be gathered from different sources, more 
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than one type of analysis can be used, but qualitative and quantitative methods should not be 

necessarily combined.  

Returning to the objectives of the current thesis, this research is designed to determine 

whether different mentoring relationships differentially impact positive developmental and 

wellbeing outcomes for participating mentees and whether the mentees’ use of adaptive or 

maladaptive cognitive emotion regulation strategies mediates the relationship between the 

different types of mentoring strategies and the mentees’ developmental outcomes (the first 

study named the Mentee Study). Besides, how mentors’ approaches to supporting their 

mentees’ cognitive-emotional regulation skills during stressful circumstances could help to 

explain the ways different mentoring relationships influence mentees’ cognitive emotion 

regulation strategies which might lead to positive youth outcomes (the second study named the 

Mentor Study). Therefore, two studies have been developed to collect the data. The reason for 

designing the second study arose from Compas and colleagues’ (2001) argument on the 

methodological issue of the assessment of adolescents’ emotion regulation which mostly 

involves overreliance on self-reported data whereas parallel assessments from other informants 

(e.g., parents, teachers, or peers) is also beneficial. Even though self-reported assessments are 

an essential approach to measure cognitive responses that are unobservable by others, there are 

also limitations to self-reported methods. For example, poor recalling of the strategy when 

completing a questionnaire which can be long after experiencing a stressful event, and limited 

responses to report the use of ineffective or less socially accepted coping strategies (e.g., denial 

or wishful thinking). 

Based on the ‘contextual effects’ typology of multi-methods, “All social behavior 

occurs in a specific context or situation, and observed patterns of behavior may be generalized 

from one context to another, leading to more generalized understanding, or may be seen to be 

limited to specific contexts” (Hunter & Brewer, 2015, p. 191). Therefore, people may not 
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perform based on their own attitudes, and in effect, the impacts of other contexts (e.g., family, 

friends, neighbourhood, school, and community) which the individuals are surrounded by 

could change their characteristics (Hunter & Brewer, 2015). One way to explore this contextual 

effect is exploring individuals’ social circle (social networks) such as friendship, co-workers, 

family, and kin (Hunter & Brewer, 2015) while in this research mentors are considered as the 

source of information in the youth social network. 

In the current research, the ‘mentees study’ is designed to assess the association and 

testing hypotheses relating to effects of mentoring relationships (relational-focused and goal-

directed mentoring interactions) on the mentees’ outcomes (developmental assets, risk-taking, 

and depression) in addition to measuring the mediating roles of mentees’ cognitive emotion 

regulation strategies. Therefore, the collected data will be analysed through quantitative 

approaches, whereas the ‘Mentors Study’ is developed to explore how mentors respond to 

mentees’ use of adaptive and less adaptive cognitive emotion regulation strategies when 

mentees discuss stressful circumstances they have encountered. In exploring how mentors say 

they respond, the researcher sought to examine whether the mentors’ approaches promoted the 

use of adaptive strategies in such situations. Since the questionnaire of the mentor study 

involves both open and closed-ended questions, data analysis will be performed through 

quantitative and qualitative approaches. 

Using both qualitative and quantitative data in rapport, affords a deeper understanding 

of the research problem rather than using one approach (Creswell & Plano Clark, 2011). Taking 

the everything into consideration, in this research, because a quantitative or qualitative 

approach, each by itself, was inadequate to understand the research problem best and the 

strengths of both approaches could provide the best understanding, collecting both quantitative 

and qualitative data is helpful (Creswell, 2014). In this way, both qualitative and quantitative 

data complement each other. Therefore, each study of this research will be separately presented 
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by data source, procedure, measurements, analytical methods, and a discussion of findings. 

However, a final report will be provided to present a joint interpretation of the findings in a 

single report in Chapter Nine. Figure 3 presents a general overview of the multi methods design 

applied to this research.  

Figure 3  

An overview of the current multi methods design research 

 

All in all, at a general level, a multi methods research design was selected due to its 

strengths of drawing on both quantitative and qualitative research. This approach reduces the 

weaknesses of both methods; however, at a practical level, it offers a complex approach to the 

research, especially for the researchers who have access to both types of data. The next chapter 

involves the method used for the ‘Mentee Study’ of this dissertation. Then in the following 

chapters (Chapter Six and Seven), the results and discussion of the ‘Mentee Study’ are 

presented. However, the ‘Mentor Study’ of this research is presented in Chapters Eight to Ten, 

which contain methods, results, and discussion of the findings. The final chapter will provide 

a joint report of the findings of both studies. 
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4.3. Chapter Summary 

The focus of this chapter was to outline the methodology of the research, introducing the 

research philosophy and its connection to the overarching research design. The first section 

provides an overview of core concepts associated with the research philosophy which shed 

light on the methodological decisions, and research actions (Carter & Little, 2007) applied in 

this thesis. The second section discussed the use of multi-methods research design.  Both 

studies of this research were briefly presented; however, the details of the methods along with 

the results and discussions of the findings are presented as distinct studies in Chapters Five to 

Eight.  
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Chapter 5. Methods of The Mentee Study 

 

Researchers aim to enhance the effects of youth positive outcomes in a variety of ways. In this 

vein, mentoring interactions are considered essential for the effectiveness of mentoring 

relationships and programmes. However, there is some uncertainty on how mentoring 

interactions influence a mentee’s cognitive emotion regulation capacities which, in turn, may 

lead to the prevention of unfavourable youth outcomes and the promotion of positive outcomes. 

In this chapter—noted as the ‘Mentee Study’—the focus is on the methods and data analysis, 

in order to better evaluate the ways mentoring interactions may contribute to young peoples’ 

adaptive regulation and well-being outcomes. 

5.1. Methods 

5.1.1 Research Objectives and Design 

As outlined in Chapter One, this thesis aims to expand understanding about the ways mentoring 

relationships influence mentees’ cognitive emotion regulation skills and the flow-on effects 

these processes have on positive youth development. Survey methods (e.g., using 

questionnaires)—an area of interest for this research—helps the researcher explain descriptive 

inquiries, relationships between variables, and predictive associations between variables over 

time (Creswell & Creswell, 2018). Survey designs are beneficial as they help to clarify the 

extent of generalizability of the studied sample to a larger population, increase accessibility, 

and decrease the cost and timing of research. With these justifications in mind, the current 

study was designed as a cross-sectional, questionnaire-based survey administered to mentees 

to answer the research aim through two research objectives: 
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1. To examine the effects of mentoring interactions (i.e., relational-focused and goal-

directed) on youth outcomes (i.e., developmental assets, risk-taking, and depression). 

2. To examine the mediating role of mentees’ cognitive emotion regulation strategies 

in the relationship between mentoring interactions (i.e., relational-focused and goal-directed) 

on youth outcomes (i.e., developmental assets, risk-taking, and depression). 

The conceptual model in figure 4 illustrates how the research objectives are investigated 

in this study.  

 

Figure 4  

A Conceptual Schema for Youth Favourable and Unfavourable Outcomes Predicted by 
Mentoring Interactions and Mediated by Cognitive Emotion Regulation Strategies 
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With regard to objective one, the literature shows mentoring relationships as beneficial 

for promoting youth’s positive development (Rhodes, 2002, 2005; Rhodes et al., 2006; DuBois 

& Silverthorn, 2005a; 2005b; Lerner et al., 2014; Van Dam et al., 2018; Raposa et al., 2019). 

On this subject, researchers in the field of mentoring identified mentoring activities and 

interactions may be influential factors in promoting positive youth outcomes (Spencer, 2006, 

Hamilton & Hamilton, 1992; Morrow & Styles, 1995; Tolan et al., 2008, 2014; Karcher & 

Nakkula, 2010; Karcher, Herrera, & Hansen, 2010; Yu & Deutsch, 2019). Both goal-directed 

and relational-focused interactions were identified as significant contributors to the relationship 

quality (Karcher, Herrera, & Hansen, 2010). High-quality mentoring relationships are effective 

in enhancing positive outcomes (Van Dam et al., 2018) and decreasing negative youth 

outcomes (DoBois et al., 2002; Tolan et al., 2008; Herrera et al., 2013; DeWit et al., 2016; 

DuBois, Herrera, & Higley, 2018). The current study hypothesizes both mentoring interactions 

(i.e., goal-directed and relational-focused) have significant and positive relationships with 

mentees’ internal and external developmental assets. In contrast, both interactions expected 

significant and negative relationships with mentees’ risk-taking and depression. Nevertheless, 

consistent with past studies, there might be small effects of mentoring interactions on mentees’ 

outcomes (e.g., Rhodes & Dubios, 2008; DuBois et al., 2011).  

Regarding the second objective of this study, Chapter Three described—in detail—the 

effect of mentoring relationships on youth social and emotional, cognitive, and identity 

development. However, the ways a mentor may help mentees to regulate their emotions 

effectively is unclear (Rhodes et al., 2006), especially in relation to using cognitive emotion 

regulation strategies during stressful life events. In this study, mentees’ cognitive emotion 

regulation strategies are considered as mediators which explore how and why mentoring 

interactions may be positively associated with youth developmental assets and negatively 

linked to risk-taking and depression.  
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MacKinnon (2008) defines mediators or mediating variables as intermediate variables 

in the causal sequence linking independent variables to dependent variables. Specifically, “the 

independent variable causes the mediating variable, which then causes the dependent variable,” 

(MacKinnon, 2008, p. 1). Accordingly, when relational-focused and goal-directed mentoring 

interactions (i.e., independent variables) cause more adaptive cognitive emotion-regulation 

strategies (i.e., mediators), positive links to developmental assets and negative links to risk-

taking and depression among mentees (i.e., dependent variables). These traits convey how 

close, reliable and satisfying mentoring relationships (i.e., relational-focused interactions or 

relatedness)—including practical assistance with problems in life, learning new things, and 

better performance (i.e., goal-directed interactions)—may increase mentees’ usage of more 

adaptive strategies (i.e., positive reappraisal, refocus on planning, positive refocusing, putting 

into perspective, and acceptance). In turn, these strategies enhance developmental assets and 

prevent risk-taking, in addition to depression. Rather, mentoring relationships do not expect to 

cause less adaptive cognitive emotion-regulation (i.e., self-blame, rumination, catastrophising, 

and other-blame); there are no mediating effects of these less adaptive strategies between 

mentoring interactions and mentees’ outcomes. In ensuing sections, methods and data analysis 

of this study are discussed, while the next chapter presents the results and provides a discussion 

of findings.  

The subsequent twelve hypotheses present ways to test the direct and indirect effects of 

the proposed model: 

H1. There is a significant positive effect of goal-directed and relational-focused 

mentoring interactions on youth positive outcomes (i.e., external assets—support, 

empowerment, boundaries, and expectations—and internal assets—commitment to learning, 

positive values, social competencies, and positive identity). 
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H2. There is a significant negative effect of goal-directed and relational-focused 

mentoring interactions on youth negative outcomes (i.e., risk-taking and depression). 

H3. There is a significant positive effect of goal-directed and relational-focused 

mentoring interactions on adaptive cognitive emotion regulation strategies (i.e., replanning and 

reappraisal, positive refocusing, putting into perspective, and acceptance). 

H4. There is a significant negative effect of goal-directed and relational-focused 

mentoring interactions on non-adaptive cognitive emotion regulation strategies (i.e., self-

blame, other blame rumination and catastrophising). 

H5. There is a significant positive effect of adaptive cognitive emotion regulation 

strategies (i.e., replanning and reappraisal, positive refocusing, putting into perspective, and 

acceptance) on youth positive outcomes (i.e., external assets—support, empowerment, 

boundaries, and expectations—and internal assets—commitment to learning, positive values, 

social competencies, and positive identity). 

H6. There is a significant negative effect of non-adaptive cognitive emotion regulation 

strategies (i.e., self-blame, other blame rumination and catastrophising) on youth positive 

outcomes (i.e., external assets—support, empowerment, boundaries, and expectations—and 

internal assets—commitment to learning, positive values, social competencies, and positive 

identity). 

H7. There is a significant negative effect of adaptive cognitive emotion regulation 

strategies (i.e., replanning and reappraisal, positive refocusing, putting into perspective, and 

acceptance) on youth negative outcomes (i.e., risk-taking and depression). 
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H8. There is a significant positive effect of non-adaptive cognitive emotion regulation 

strategies (i.e., self-blame, other blame rumination and catastrophising) on youth negative 

outcomes (i.e., risk-taking and depression). 

H9. Adaptive cognitive emotion regulation strategies (i.e., replanning and reappraisal, 

positive refocusing, putting into perspective, and acceptance) significantly mediate the 

relationship between goal-directed mentoring interactions and youth positive outcomes (i.e., 

external assets—support, empowerment, boundaries, and expectations—and internal assets—

commitment to learning, positive values, social competencies, and positive identity). 

H10. Adaptive cognitive emotion regulation strategies (i.e., replanning and reappraisal, 

positive refocusing, putting into perspective, and acceptance) significantly mediates the 

relationship between goal-directed mentoring interactions and youth negative outcomes (i.e., 

risk-taking and depression). 

H11. Non-adaptive cognitive emotion regulation strategies (i.e., self-blame, other blame 

rumination, and catastrophising) significantly mediates the relationship between goal-directed 

mentoring interactions and youth positive outcomes (i.e., external assets—support, 

empowerment, boundaries, and expectations—and internal assets—commitment to learning, 

positive values, social competencies, and positive identity). 

H12. Non-adaptive cognitive emotion regulation strategies (i.e, self-blame, other blame 

rumination, and catastrophising) significantly mediate the relationship between goal-directed 

mentoring interactions and youth negative outcomes (i.e., risk-taking and depression). 

H13. Adaptive cognitive emotion regulation strategies (i.e., replanning and reappraisal, 

positive refocusing, putting into perspective, and acceptance) significantly mediate the 

relationship between relational-focused mentoring interactions and youth positive outcomes 
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(i.e., external assets—support, empowerment, boundaries, and expectations—and internal 

assets—commitment to learning, positive values, social competencies, and positive identity). 

H14. Adaptive cognitive emotion regulation strategies (i.e., replanning and reappraisal, 

positive refocusing, putting into perspective, and acceptance) significantly mediate the 

relationship between relational-focused mentoring interactions and youth negative outcomes 

(i.e., risk-taking and depression). 

H15. Non-adaptive cognitive emotion regulation strategies (i.e., self-blame, other blame 

rumination and catastrophising) significantly mediate the relationship between relational-

focused mentoring interactions and youth positive outcomes (i.e., external assets—support, 

empowerment, boundaries, and expectations—and internal assets—commitment to learning, 

positive values, social competencies, and positive identity). 

H16. Non-adaptive cognitive emotion regulation strategies (i.e., self-blame, other blame 

rumination and catastrophising) significantly mediate the relationship between relational-

focused mentoring interactions and youth negative outcomes (i.e., risk-taking and depression). 

 

5.1.2 Participants 

The New Zealand national youth development strategy defines young people as between the 

ages of 12-24 years (Youth Development Strategy Aotearoa, 2002). However, some 

measurement scales of this study are only applicable up to 18 years old. Therefore, the total 

population of this study may be limited by those who met the criteria of being between 16-18 

years old, attended positive youth development programmes, participated in one-on-one 

mentoring relationships or group mentoring, and had natural/formal mentors or youth workers. 
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To achieve the objectives of this study, data were collected from mentees across New 

Zealand. Participating mentees were recruited at two different stages for this study. At the first 

stage, mentees who participated in the Youth-Adult Partnerships (Y-AP) Observation Study 

(Deane et al., 2021) completed the questionnaire related to this research as well. The second 

stage of participant recruitment was completed through advertising on Facebook and Instagram 

as well as contacting the youth work and mentoring organisations listed on the New Zealand 

Youth Mentoring Network database of mentoring programmes and Ara Taiohi. The next 

section elaborates upon these processes. 

5.1.3 The Procedure of Data Collection 

I could have access to both types of data since I was involved as a co-investigator in an existing 

project named the Youth-Adult Partnerships (Y-AP Observation Study) led by Dr Kelsey 

Deane (Deane et al., 2021), one of my supervisors. In the next section, the characteristics of Y-

AP Observation Study is discussed, followed by descriptions of the ‘Mentee Study’ and the 

‘Mentor Study’ of this thesis. In the Y-AP Observation Study, participants were mentor-mentee 

pairs, mainly recruited via formal mentoring programmes and natural mentoring relationships. 

Both formal and natural mentoring pairs were recruited for this study. Formal 

mentoring pairs were primarily recruited from both youth work and mentoring organisations 

as well as those who were listed on the New Zealand Youth Mentoring Network database of 

mentoring programmes and Ara Taiohi—the peak body for youth work and youth 

development—public membership list. Natural mentoring pairs include young individuals who 

have a non-parental adult mentor or role model in their life. The adult mentor or role model 

might include an older sibling, family friend, aunts/uncle, or a neighbour. Natural mentoring 

pairs were recruited via social media (i.e., Facebook) and other related advertisements, such as 

flyers holding details about the study and the research project contact details. These flyers were 
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distributed by research assistants throughout the University of Auckland and other Auckland-

based universities and polytechnic institutes. 

Mentor-mentee pairs involved in the Y-AP Observation Study travelled to the research 

laboratory at the University of Auckland where—after a briefing on the process and completion 

of ethical documentation—participants completed a pre-observation online questionnaire. 

Next, participants engaged in three mentor-mentee activities which were video-recorded. 

Participants, also, completed a post-observation online questionnaire. For their two hours of 

contribution, each participant earned $30 in vouchers as compensation. 

Data gathering within the Y-AP Observation Study began after receiving approval to 

amend the Y-AP project and included additional survey measures. Ethical approval was 

granted by The University of Auckland Human Participants Ethics Committee in September 

2017. The application was designed as a minor amendment to the ethical application of the 

existing Y-AP Observation Study protocol (Appendix A). The Y-AP Study held a range of 

measures designed to address research aims which were not the focus of this PhD research. 

Although some of the existing measurement scales of the Y-AP study coincided with the aims 

of this study (e.g., developmental assets, risk-taking, depression, and an unpublished scale of 

mentoring relationship), the current thesis required more scales which were added to the 

questionnaire of Y-AP Observation Study. These extra scales and instruments included a 

measurement scale for mentees’ cognitive emotion regulation and another subscale of the 

mentoring relationship. Furthermore, a set of questionnaires was also designed to collect data 

from mentors regarding their mentee’s cognitive emotion regulation. Upcoming chapters 

further discuss these instruments and their features in further detail.  

Data were collected from both mentors and mentees involved in the Y-AP Observation 

Study were used in the related studies of this research. In particular, the collected data from 
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mentees was used to conduct the ‘Mentees Study’, and the data collected from the mentors was 

used in the ‘Mentor Study’ of this research. The following sections detail how the current thesis 

collected data through the Y-AP Observation Study. 

5.1.3.1 The Mentee Study 

The Y-AP project developed before I commenced my Ph.D. programme. I joined the project 

as a research assistant through the Principal Investigator, who is my co-supervisor. My primary 

duties included observation sessions, participant recruitment advertising, and coding sessions. 

Regarding data collection, I focused on questions which were included in the pre- and post-

observation questionnaires of the Y-AP Observation Study. Questionnaires were administered 

online via Qualtrics software. The questions in the pre-observation portion took 30-40 minutes 

to complete, while the post-observation questions were completed in 15-20 minutes. By 

September 2019, forty-one questionnaires were collected from participants, aged 16-18 years. 

Due to the intense nature of the Y-AP Observation Study (e.g., involving observation 

and longitudinal components which are not part of the researcher’s PhD research) and 

difficulties with recruiting participants, another stage of recruitment was designed to increase 

the sample size of the ‘Mentee Study’ in this thesis. During this second recruitment stage, I 

applied for another ethics approval. Here, ethical approval was sought, and granted, by The 

University of Auckland Human Participants Ethics Committee in October 2018 (Appendix B). 

This ethics approval was, specifically, granted for this PhD research and not associated with 

the Y-AP Observation Study.  

The second stage of recruitment targeted mentees involved in youth programmes, 

formal mentoring programmes, and natural mentoring relationships. Formal mentoring pairs 

were developed from youth work and mentoring organisations listed by both Ara Taiohi and 

New Zealand Youth Mentoring Network databases of mentoring programmes. At the time of 



 

96 
 

data collection, nearly 102 Auckland-based mentoring and youth programmes met this study’s 

criteria: aged between 16-18 years old and enrolled in a mentoring programme for at least three 

months. Initially, organisations delivering youth mentoring or youth programmes received an 

invitation email, attached with an Organisational Information Sheet and a link to the Qualtrics 

software. The survey link included information on research ethics and consent processes. The 

organisation could share the link with potential participants who met the eligibility criteria (i.e., 

their age and mentoring relationship duration). Directors or administrators of supporting 

organisations were asked to send an invitation and the link to the anonymous online 

questionnaire. Some of the organisations accepted the invitation and passed the questionnaire 

link to youth who met the criteria.  Others shared the link through their organisation’s social 

media platforms. Several organisations advised me how young people in their organisations 

did not meet the criteria. Moreover, some organisations referred me to other organisations or 

already running programmes. 

Additionally, I increased the sample size by distributing the questionnaire via social 

media. Here, an advertisement named ‘Mentoring and Well-being’—which included the 

questionnaire link based on the Qualtrics software—provided a brief description of the 

participation criteria (e.g., if you are 16-18 years old and have a mentor in your life), the 

duration of completion, and information regarding the provided gift for participation 

(Appendix C). The advertisement was distributed via social media (i.e., Facebook and 

Instagram) in separate episodes, from January 2019 to July 2019. The intention behind the 

periodic advertisement was to reach more participants and to reduce advertising costs. 

Interestingly, more significant participation occurred during the weekends, which encouraged 

advertising during long weekends. Moreover, the advertisement aimed to reach 16-18 year-old 

adolescents based out of Auckland because the Y-AP Observation Study recruited participants 
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in the Auckland area. Data collection through this method concluded when no new 

participation materialized for two consecutive days. 

Participants were informed through advertisements which were attached to their 

questionnaire link. This link included an information sheet appearing after the screening 

questions (Appendix D). Mentees across New Zealand involved in mentoring or youth 

development programmes were invited to complete the anonymous online questionnaire. The 

invitation informed the mentees participation was voluntary and they could decline the 

invitation to participate, if desired. The beginning of the questionnaire included three screening 

questions which involved queries on participants’ ages, possessing a mentor in life, and 

consent. Positive responses to these questions allowed access to the remaining questions. 

Participants were asked to complete the questionnaire, once, and took approximately 10-20 

minutes. 

Data were collected through an anonymous questionnaire and administered online. As 

a result, no written consent was required. However, a question asking for participants’ consent 

to participate after reviewing the Participant Information Sheet was embedded in the 

questionnaire. While participants could cease participating at any time during the questionnaire 

process, they could not withdraw their data because responses were anonymous. Therefore, no 

participants were at risk of being identified; a measure which the Participant Information Sheet 

relayed to the participants, as well. Furthermore, participants were automatically included in a 

draw to win one of five $100 vouchers to The Warehouse, Countdown, or Westfield. Thus, I 

knew the identities of the participants but could not connect their identities with their data. 

Additionally, I deleted any relevant participant emails after distributing vouchers. By the end 

of July 2019, a total of 690 questionnaires were collected through organisations and the online 

questionnaires via social media. 
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5.1.4 Sample 

Researchers must determine required sample sizes, in order to detect an effect size for a certain 

level of significance. Sample sizes deemed too small may lead to missing effects which exist 

in the population (Pan, Liu, Miao & Yuan, 2018). Participant selection derived from 

convenience sampling, a common method for mentoring research (DuBois, Doolittle, Yates, 

Silverthorn, & Tebes, 2006). This approach depends on collecting data from population 

members meeting basic screening criteria (Wilson, 2013) and are conveniently accessible for 

study participation (Edgar & Manz, 2017). Employing a convenience sampling is beneficial in 

reducing the cost of data collection from a sample geographically distributed in different 

locations (Battaglia, 2011). 

Typically, a mediation model (see Figure 5) is a causal model referring to a series of 

relations in which an independent variable (X) affects a dependent variable (Y) by influencing 

intervening (i.e., mediator) variables (M). The causal order of the variables is established on 

theoretical, logical, or procedural grounds (Hayes, 2013). In parallel multiple mediator models, 

the indirect effects of two or more mediators are assessed by the association between 

independent variable(s) and dependent variable(s) in which no mediator causally influences 

another mediating variable (Hayes, 2014). This study uses the SEM approach. A powerful 

method for testing mediation in SEM is the bootstrapping technique, particularly Bias-

Corrected (BC) bootstrapping (Preacher & Hayes, 2008). In bootstrapping, the sampling 

distribution of the indirect effects resamples repeatedly from the current sample. Estimates for 

the indirect effects are, then, derived from the resampled data set. Bootstrapping is a powerful 

method which does not impose the assumption of normality of the sampling distribution and 

offers high statistical power (MacKinnon, Lockwood, & Williams, 2004). This process, also, 

reduces the likelihood of a Type I error (Preacher & Hayes, 2008). 
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In this regard, Fritz and MacKinnon (2007) investigated the required sample size for 

80% power to perform a Bias-Corrected (BC) bootstrapping test. Initially, the authors used a 

simulation method to detect the necessary sample size when applying the mediation tests. For 

each replication, the parameter values for a, b, and c (Figure 5) differentiated and—for all three 

paths—the parameter values included .14, .39, and .59, consistent with Cohen’s (1988) criteria 

for small (i.e., 2% of the variance), medium (i.e., 13% of the variance), and large (i.e., 26% of 

the variance) effect sizes. Fritz and MacKinnon (2007) recommend required sample sizes for 

conducting a Bias-Corrected Bootstrap test. This method entails having knowledge of 

empirical evidence as detecting expected sample sizes depends on the effects of the 

independent variable (X) on a dependent variable (Y), the independent variable (X) on 

mediator variables (M), and the mediator variables (M) on dependent variables (X). Therefore, 

exploring the literature and reported effect sizes are important for estimating effect sizes of the 

different types of relationships in this research. 

Regarding the effects of mentoring relationships on youth outcomes (i.e., the effect of 

the X on Y), DuBois et al. (2011) conducted a meta-analysis which included 73 independent 

assessments of mentoring programmes published between 1999 and 201. They applied Cohen’s 

(1988) guidelines of effect size (e.g., small = .20, medium = .50, large = .80). Further, the 

authors identified how overall mentoring programmes had small effects on youth outcomes in 

Figure 5  

Simple Mediation Model 
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five areas. These topics include attitudinal/motivational category (e.g., achievement motivation 

and prosocial attitudes), social/interpersonal (e.g., social skills and peer relationships), 

psychological/emotional (e.g., depressive symptoms and self-esteem), conduct (e.g., drug use 

and bullying), educational (e.g., grades and absences), and physical health. Furthermore, Tolan 

et al. (2014) found modest and positive effects of mentoring on delinquency and associated 

outcomes (e.g., violence, drug use, and educational for high-risk youth) ranging from .11 to 

.29. 

Similarly, in another meta-analysis conducted by Durlak et al. (2011), researchers 

identified how school-based interventions designed to promote children and adolescent social-

emotional development have small effects on some variety outcomes, such as attitudes (.23), 

positive social behaviours (.24), conduct problems (.22), emotional distress (.24), and academic 

performance (.27). However, these interventions were found to be moderately (.57) significant 

and effective on youths’ social and emotional skill development (e.g., self-awareness, self-

management, social awareness, relationship skills, and responsible decision-making); essential 

aspects for effective emotional self-regulation development and skills (CASEL, 2012). 

Likewise, Farruggia et al. (2011a) conducted a systematic review of 22 different mentoring 

programmes in New Zealand. They considered the effect sizes lower than .20, suggesting 

ineffective outcomes of mentoring programmes, with effect sizes in the.20 to .35 range 

representing moderate effectiveness of the mentoring programmes and effect sizes above .35 

specified for effective outcomes. Additionally, the authors used qualitative studies to explore 

the effectiveness of mentoring programmes by coding the outcomes of those studies as 

effective, mixed results, and effective. These findings convey how—regarding overall 

programme effectiveness—some of the programmes were found ineffective (12%) while some 

of the programmes showed varying levels of effectiveness (i.e., 35% moderately effective, 27% 

effective, and 27% very effective). When compared to the programme goals (e.g., academic, 
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psychological, behavioural, social, career, and cultural), the findings showed programmes are 

effective or very effective in the psychological (86%) and social domain (73%). Interestingly, 

the educational (45%), behavioural (36%), career (40%), and cultural (33%) domains were less 

effective. These findings suggest a moderate to large effectiveness of mentoring on youth 

psychological goals, which could cover the mentee’s emotional and social development, such 

as effective emotion-regulation (Rhodes, 2006).  

In 2010, Aldao et al. investigated 241 effect sizes from 114 studies which focused on 

the link between dispositional emotion regulation and psychopathology (i.e., anxiety, 

depression, eating disorders, and substance-associated disorders). Within a diverse sample of 

children, adolescents, and adults, Aldao et al. (2010) found a large effect size for rumination, 

medium to large for avoidance, suppression and problem-solving, and a small to medium size 

for acceptance and reappraisal. However, the effectiveness may vary between different age 

groups. In this regard, Aldao et al. (2010) found a more extensive effect of problem-solving 

and suppression among adults. They concluded youth might be less capable of using these 

strategies, due to their less developed cognitive skills. As a result, young people may use 

rumination, which is more of an involuntary reaction to emotional-arousing situations. 

Regarding the effect of cognitive-emotional regulation on depression, a recently performed 

meta-analysis identified the role of emotion regulation strategies in depressive and anxiety 

symptoms among youth (Schäfer et al., 2017). These finding—from 35 studies—showed all 

adaptive (i.e., cognitive reappraisal, problem-solving, and acceptance) and maladaptive 

emotion regulation strategies (i.e., avoidance, suppression, and rumination) were significantly 

associated with depression in adolescence with a medium effect size. 

Using the findings of the above-mentioned studies, the direct effect of mentoring on 

youth outcomes may be small (DuBois et al., 2011; Durlak et al., 2011; Tolan et al., 2014), 

whereas the effects of mentoring on youth emotion regulation skills identified with a moderate 
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effect size (Farruggia et al., 2011a; Durlak et al., 2011). However, based on the findings of 

Aldao et al. (2010), the effects of young people’s emotion regulation skills on their well-being 

could be in a range of small to large effect sizes, whereby the more adaptive strategies (e.g., 

acceptance, reappraisal, and problem-solving) are less effective than less adaptive strategies 

(e.g., rumination). According to Fritz and MacKinnon (2007), when the direct effect of an 

independent variable on a dependent variable is known to be small, researchers are advised to 

use more resampling techniques, such as the Bias-Corrected (BC) bootstrapping test of 

mediation. Assuming a medium-size effect of mentoring on youth’s emotion regulation 

skills—and a small to medium effect size of mentees’ cognitive emotion regulation strategies 

on youth’s outcomes—the minimum sample size required for .8 power is 116 participants, 

based upon the empirical power tables provided by Fritz and MacKinnon (2007). However, 

considering a small effect of the mentees’ cognitive emotion regulation strategies on youth’s 

outcomes, the needed sample size includes 391 participants. Since the effect of cognitive 

emotion regulation strategies on youth outcomes has not been assessed at this point, the current 

research considers a sample size of 391 participations for this study.  

5.1.5 Instruments 

The measures used in this study contained a total of 138 items, including the following sections 

and existing scales: participants’ demographic characteristics, the developmental assets, the 

Adolescent Misconduct Behaviours, Major Depression Inventory (MDI), Mentoring 

Relationship—including two different scales—and the Cognitive Emotion Regulation 

Questionnaire (CERQ). The designed questionnaire of the current study may be reviewed in 

Appendix D. Each section or scale, and the relevant psychometric properties, are described 

below: 
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 Demographic characteristics: Questions regarding participants’ sex, age, ethnicity, 

location, educational and employment status, number of existing adult mentors in their 

lives, nomination of their closet mentor, regularity and frequency of their mentoring 

meeting. 

 Developmental Assets framework: In the field of positive youth development, 

focusing on factors facilitating youth thriving directed researchers to conceptualize the 

models which posit youth strengths, assets, positive experiences, and developing 

contexts as the significant features for positive development (Benson et al., 1998; 

Eccles & Gootman, 2002; Damon, 2004; Hamilton et al., 2004; Lerner et al., 2005). In 

this regard, the Developmental Assets framework—posited by the Search Institute in 

1990—is considered an ideal model for positive youth development (Scales & Leffert, 

2004; Benson, 2006). This framework intended to guide organisations and communities 

by reinforcing their programme contributions and settings for youth development 

(Benson, 2003). To accomplish this goal, 40 assets were articulated as relationships, 

values, opportunities, skills, and self-perceptions, all of which aim to both improve a 

range of positive outcomes and to operate similarly for all young people (Scales and 

Leffert, 2004; Benson, 2006; Benson et al., 2011). The Developmental Assets Profile 

(DAP) (Search Institute, 2005) includes 58 total items and designed for youth aged 11 

to 18.  The assets consist of two categories: internal and external developmental assets. 

The external assets include 26 items in four categories: support (e.g., I have a family 

that gives me love and support), empowerment (e.g., I am given useful roles and 

responsibilities), boundaries and expectations (e.g., I have a family that provides me 

with clear rules), and constructive use of time (e.g., I am involved in a religious group 

or activity). The internal assets consist of 32 items in four categories: commitment to 

learning (e.g., I enjoy reading or being read to), positive values (e.g., I stand up for what 
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I believe in), social competencies (e.g., I build friendships with other people), and 

positive identity (e.g., I feel in control of my life and future) (Search Institute, 2005). 

Each item requires a response on a four-point Likert scale, from ‘Not at all or Rarely’ 

to ‘Extremely or Almost Always'. In terms of scoring, responses to each item are scored 

0, 1, 2, or 3 (or missing). Based on the scoring procedure of DAP (Search Institute, 

2005), missing items should be ignored, when calculating averages. The raw averages 

range from 0 to 3, multiplied by 10, and rounded to the nearest integer (i.e., round .5 up 

to the next highest integer). This results in scale scores where integers range from 0 to 

3. This scale may be scored as an asset view measure which produces quantitative 

scores for each internal and external asset. Alternatively, scores may be portrayed upon 

the context view (e.g., personal, social, family, school, and community). Furthermore, 

researchers may use the DAP to calculate a total score by adding the external and 

internal asset scores, thus, providing a global index of reported Developmental Assets. 

In terms of the internal consistency of the scale, acceptable Cronbach’s alpha was 

determined as .85 for support, .77 for empowerment, .87 for boundaries and 

expectations, .59 for constructive use of time, .85 for commitment to learning, .87 for 

positive values, .82 for social competences, and .85 for positive identity (Search 

Institute, 2005). 

 Risk-taking:  The Adolescent Misconduct Behaviours scale (Chen, Greenberger, 

Lester, Dong, & Guo, 1998) included 18 items assessing adolescents’ engagement in 

problematic behaviours during the past six months. This scale contained three 

subscales: school misconduct (e.g., cheated on a test, "ditched" school for a day), 

antisocial behaviours (e.g., got into a fistfight, broke or damaged property on purpose), 

and status-violating and other behaviours (e.g., smoked a cigarette, drank alcoholic 

beverage). Each item required a response on a four-point Likert scale from ‘Never’ to 
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‘More often’. A total score of the three subscales was used for analysis. Among 

European-Americans, the scale showed satisfactory internal consistency, in terms of 

Cronbach’s alpha with misconduct (total) .91, as well as subscales of school misconduct 

.74, antisocial behaviour .87, and status violations .75 (Chen, Greenberger, Lester, 

Dong, & Guo, 1998). 

 Depression: The Major Depression Inventory (MDI) (Bech, Rasmussen, Olsen, 

Noerholm, & Abildgaard, 2001) scale is used in this study and comprises 12 items, such 

as ‘Have you felt low in spirits or sad?’. This scale is used as s a diagnostic instrument 

(Bech, Rasmussen, Olsen, Noerholm, & Abildgaard, 2001) or as a depression rating 

scale (Olsen, Jensen, Noerholm, Martiny, & Bech, 2003). Although there are 12 

measures in the questionnaire, items 8 and 10 required four sub-divisions—labelled 8a, 

8b, 10a, and 10b—for scoring purposes. For items 8 and 10, alternative A or B scores 

apply for further categorization. The total score allows for response categorization in to 

the following groups: no depression (total score of 0 to 19), mild depression (total score 

of 20 to 24), moderate depression (total score of 25 to 29), and severe depression (total 

score of 30 or more). The total score ranges from 0 to 50 and the item scores range from 

0—at no time—to 5—all the time. The reported Cronbach’s coefficient alpha was .90 

(Olsen, Jensen, Noerholm, Martiny, & Bech, 2003).  

 The Cognitive Emotion Regulation Questionnaire (CERQ): Garnefski, Kraaij, and 

Spinhoven (2001) focused on conscious mechanisms of emotion regulation to develop 

a set of coping strategies by extracting and reformulating existing measures of coping 

(e.g., from the COPE, 1989; the Coping Inventory for Stressful Situations, 1990, 1994; 

and the Ways of Coping Questionnaire, 1988). CERQ is a 36-item questionnaire 

containing nine conceptually distinct scales, including self-blame, other-blame, 

rumination, catastrophising, putting into perspective, positive refocusing, positive 
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reappraisal, acceptance, and refocus on planning. Each scale contains four items, 

relating to what adolescents think after experiencing a threatening or stressful life event. 

For example, self-blame strategy consists of these items: ‘I feel that I am the one to 

blame for it’, ‘I feel that I am the one who is responsible for what has happened’, ‘I 

think about the mistakes I have made in this matter’, and ‘I think that, basically, the 

cause must lie within myself’. Each item requires a response on a five-point Likert 

scale, from ‘Almost never’ to ‘Almost always’ (Garnefski, Kraaij, & Spinhoven, 2002). 

The CERQ is suitable for measuring one's general cognitive style, in addition to one's 

cognitive strategy after experiencing an adverse or stressful event. This scale is used 

for both diagnostic and scientific purposes (Garnefski, Kraaij, & Spinhoven, 2002). A 

mean score is used for the four items included in each scale or strategy. Adolescent 

sample psychometric properties of the questionnaire reported acceptable Cronbach’s α 

offering through the following results: self-blame .81, other-blame .68, rumination .83, 

catastrophising .72, putting into perspective .79, positive refocusing .81, positive 

reappraisal .72, acceptance .80, and refocus on planning .81 (Garnefski et al., 2001). 

 Relational-focused mentoring interactions: This scale was developed to assess 

relational mentoring relationship quality (Dutton, Deane, & Bullen, 2021) in the Y-AP 

study (Deane et al., 2021).  In particular, this scale aimed to measure the relational-

focused aspect of mentoring interactions through mentees’ perception of their 

relationship satisfaction, trustworthiness, closeness, being liked, and enjoying to spend 

time with the mentor. The scale comprised seven items—including ‘How 

satisfied/happy are you with your mentoring relationship?’, ‘How much do you trust 

your mentor?’, or ‘How much do you enjoy spending time with your mentor?’—on a 

seven-point, Likert-based scale, ranging from ‘Not at all’ to ‘Extremely’. This scale 

showed Cronbach’s coefficient alpha of .85 based on the data of current thesis. 
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However, another aspect of mentoring relationship was interest of this research as goal-

directed mentoring interactions that is conceptually different from relational-focused 

interactions in the match. Therefore, another scale was needed to reach this goal.  

 Goal-directed mentoring interactions: The Youth Mentoring Survey (YMS) allowed 

for assessment of this aspect of mentoring relationship (Harris & Nakkula, 2008). In 

general, the YMS scale focuses on internal match quality and match structure of 

mentoring relationship quality, further detailed in Chapter Three. This measurement 

scale involves a subscale of goal-directed mentoring interactions (i.e., growth-focused), 

measuring the extent of mentees’ perception regarding the benefits received from the 

dyadic relationship to improve their performance. This scale includes seven items—

such as ‘I talk with my mentor when I have problems or things that worry me’, ‘I want 

my mentor to teach me how to do things’, or ‘My mentor has helped me with problems 

in my life’—and requires responses on a six-point Likert scale, from ‘Completely 

disagree’ to ‘Completely Agree’. This subscale reported an acceptable Cronbach’s α 

equal to .76 (Harris & Nakkula, 2008). 

 

Regarding the scales of mentoring interactions, there are some points which need some 

clarification as both construct could be measured through The Youth Mentoring Survey (YMS) 

developed by Harris and Nakkula (2008). The main intention of using two scales from two 

different source was related to join a larger study to collect the data (i.e., Y-AP). The 

questionnaire used in the Y-AP study had been chosen before I join the research to collect data 

associated to this doctoral study. Thus, there was a limitation for me to add several scales or 

subscales to their existing questionnaire. On the other hand, the Y-AP researchers exclusively 

focused on the relational-focused interactions aspect of mentoring relationships to assess 

mentoring relationship quality or satisfaction with the mentoring relationship (Dutton, Deane, 
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& Bullen, 2021). This scale was used for the aim of this study as the items established in the 

scale were in line with the literature and objective of this study to assess relational-focused 

mentoring interaction in the match. However, there was a need to add a scale to measure goal-

directed mentoring interactions which the subscale developed by Harris and Nakkula (2008) 

could fully represent it in addition to being validated previously. Indeed, there was a need to 

assess two different mentoring interactions since all the mentoring relationships may not 

necessarily begin with a balance mentoring style that holds both relational-focused and goal-

directed interactions. Besides, this was precisely the aim of this research by measuring how 

different interactions may impact mentees’ cognitive emotion regulation strategies and youth 

outcome.  

All in all, although the above-mentioned measurement scales were used to collect data 

from 16-18 years old adolescents, some of the items were related to school contexts included 

in the Developmental Assets Profile and the Adolescent Misconduct Behaviours questionnaire 

presented in Table 4. As there could be some participants who were not in any academic 

settings, or may be enrolled in college, these items provided an extra option to choose, (i.e., ‘I 

am not at school’). 
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Table 4 

School-related questions specified for high school students 

Scale Item 
Internal Asset of Commitment to 

Learning I ... - Care about school. 

Internal Asset of Commitment to 
Learning I ... - Do my homework. 

External Asset of Empowerment I ... - Feel safe at school. 
Internal Asset of Commitment to 

Learning 
I AM ... - Eager to do well in school and other 

activities. 
External Asset of Boundaries and 

Expectations 
I HAVE ... - A school that gives students clear 

rules. 

External Asset of Support I HAVE ... - A school that cares about kids and 
encourages them. 

External Asset of Boundaries and 
Expectations 

I HAVE ... - Parent(s)/Caregiver(s) who urge 
me to do well in school. 

External Asset of Boundaries and 
Expectations 

I HAVE ... - A school that enforces rules 
fairly. 

Adolescent Misconduct Behaviours Was sent to the principal’s office for bad 
behaviour. 

Adolescent Misconduct Behaviours Been suspended at school. 
Adolescent Misconduct Behaviours Hit someone at school. 
Adolescent Misconduct Behaviours Wagged a class during the day at school. 
Adolescent Misconduct Behaviours Wagged an entire day of school. 
Adolescent Misconduct Behaviours Spread rumours about someone at school. 

 

5.1.6 Data Analysis 

By the end of the survey period (from October 2018 to July 2019), data were collected from 

731 individuals. This study benefits from descriptive statistics and Structural Equation 

Modelling. For this purpose, IBM SPSS (V26) and SEM – Amos (V26) were used for data 

analysis. Data were analysed in separate stages. Descriptive analysis allowed for screening of 

the data (i.e., scoring, data cleaning, missing data, normality, and collinearity), reaching 

participants’ demographic characteristics, whereas SEM path modelling assessed the 

measurement and structural models. 
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5.1.6.1 Statistical Analysis 

The purpose of employing descriptive analysis is to reach participants’ demographic 

characteristics and provide an evaluation of mentees’ level of Developmental Assets, 

mentoring relationships, risk-taking, depressive symptoms, and cognitive emotion regulation 

strategies, through measures of frequency, central tendency, and dispersion or variation. 

However, structural equation modelling (SEM) helped to evaluate the conceptual model and 

the hypothesised structural associations among the variables. SEM is a comprehensive 

analytical framework (Jöreskog, 1967, 1969, 1973; Wiley, 1973) derived from combining 

factor analysis (Spearman, 1904; Tucker, 1955) and path analysis or simultaneous equations 

(Wright, 1918, 1921). SEM is a flexible method for testing direct and indirect relationships 

between latent variables (Urbach & Ahlemann, 2010). 

In general, SEM models are comprised of the measurement model (i.e., factor analysis) 

and the structural model (i.e., path analysis) (Schumacker, 2010). Measurement models seek 

to explain how well indicators assess the latent variables under study (Wang & Wang, 2012)—

which is assessed through confirmatory factor analysis (CFA) (Lei, 2007)—whereas a 

structural model is a casual model examining the direct or indirect relationship between 

constructs (Ho, 2006; Schumacker, 2010). These constructs are specified as independent (i.e., 

exogenous), dependent (i.e., endogenous), and mediators in a single model (Byrne, 2001; Lei 

& Wu, 2007). Using SEM enables researchers to test whether reciprocal paths of a particular 

relation between variables in datasets perform better than a one-directional causal flow. 

Furthermore, SEM provides several tests of model fit, which are not obtainable in multiple 

regression techniques. 
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5.1.6.2 CFA and The Two-Step Approach 

Through a confirmatory factor analysis perspective, constructing a model requires analysis of 

two conceptually separate models, including measurement and structural models (Jöreskog & 

Sörbom, 1984). Typically, a measurement model identifies the relationship from a latent 

variable (i.e., latent factor) to observed measures, in addition to specifying the covariations 

between latent variables. However, within a structural model, the causal relationships between 

latent variables are assessed. In this regard, the two-step approach (Anderson & Gerbing, 1988) 

provides a comprehensive tactic to specifications of measuring and structural models. CFA 

examines the model fit through several indices in which a given acceptable model fit prepares 

the model for the second stage, which is the assessment of the structural model. 

5.1.6.3 Structural Model of the Proposed Conceptual Framework 

As indicated in earlier sections, the literature shows a significant, but relatively low, effect of 

mentoring relationships on PYD promotion (Rhodes & Dubios, 2008). The structural model of 

this study derived from Rhodes’ Youth Mentoring Model (2005). This model proposes possible 

mediators of cognitive development, emotional development, and identity development 

explain the association between mentoring relationships and youth well-being. Thus, the 

mediating effects of cognitive-emotional regulation strategies proved influential in the 

relationship between mentoring and youth’s outcome in the current research. The findings 

expect to address the gaps by estimating possible indirect effects of cognitive-emotional 

regulation strategies as mediators in the model.  

During the first stage of structural model analysis, the direct effects of mentoring 

relationships on youth outcomes are assessed, followed by a set of analysis associated with the 

assessment of intervening variables. These analyses provide results of indirect effects of 

mentees’ cognitive-emotional regulation strategies measured in the association between 
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mentoring interactions (i.e., relational-focused and goal-directed) and mentee’s Developmental 

Assets, depression, and risk-taking. Mediating effects assess the significance of the indirect 

effect, followed by the direct effect providing the type of mediations (i.e., complementary, 

competitive, indirect-only, direct-only non-mediation, and no-effect non-mediation) 

recommended by Zhao et al. (2010). In order to evaluate the mediation effects, the indirect 

effects must be obtained through bootstrapping (Hair et al., 2017) which, in this study, Bias-

Corrected Confidence Interval (CI) was performed with a 90% confidence level and 2000 

bootstrap samples. An Amos plugin designed by Gaskin, James, and Lim (2020) was used to 

conduct multiple mediation analysis. The results of these hypotheses associated statistical 

findings. Chapter six discusses these findings. 

5.1.6.4 Data Preparation 

Data screening and preparation was applied before conducting any analysis, as outliers and 

missing data are common data problems. Data screening began by excluding the participants 

who responded ‘No’ to the screening questions. Screen questions confirmed mentees’ required 

age range (i.e., ‘I am aged between 16 and 18 years of age’), being in an established mentoring 

relationship (i.e., ‘I have a mentor from a mentoring or youth programme or from my family, 

school, sports club or neighbourhood and we have known each other for at least 3 months’), 

and participants’ consent (i.e., ‘I have read the information above and agree to participate in 

this survey’). If all responses to the above questions were ‘Yes’, participants were allowed to 

continue with the questionnaire. 

Next, two conditions helped to remove incomplete questionnaires: if any scale/subscale 

was left blank, or several contiguous items left unfinished. The latter was conducted for the 

Developmental Assets and the Cognitive Emotion Regulation Questionnaire (CERQ). Based 

on the manual of Developmental Assets, contiguous blank items and having more than six 
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blanks violate the validity of the scale. Similarly, as stated in the manual of the Cognitive 

Emotion Regulation Questionnaire (CERQ), the average of the other three items may replace 

those strategies where one item is blank. Therefore, subscales with a single blank item were 

retained for further analysis. 

5.1.6.5 Missing Value Treatment 

The analysis excluded participants with more than 10% missing responses, actions supported 

by scholars (Cohen & Cohen, 1983; Hair et al., 2009). The missing data relating to the 

Developmental Assets Profile were not replaced with any new values. As a result, the sum 

score of these assets was used for further analysis. An excel file provided by the Search Institute 

(i.e., the developer of the questionnaire) exclusively required data entry; the scores were 

calculated through the specific macro designed for the scoring. The macro calculated the sum 

score for each subset of internal assets, external assets, and provided a score for total assets, 

without computing the missing items. Furthermore, the participants’ scores were totalled 

within the excel file, based upon three categories: high-school students, tertiary students, and 

non-student participant. Next, the participants' scores were transferred to the SPSS dataset file. 

In terms of the Cognitive Emotion Regulation Questionnaire, as previously mentioned, 

the mean score of three items were replaced for the fourth item in each subscale/strategy (i.e., 

rumination and so forth). For the rest of the scales/subscales of the questionnaire, 10% missing 

responses imputed via single-imputation method, using the median of nearby points. This is a 

technique used to replace missing values with the median of valid, close values. However, 

through the data preparation stage, approximately 24-25% of the school-related items included 

in the subscale of ‘School Misconduct’ were left blank by non-student or tertiary student 

participants. Therefore, this subscale was removed entirely from the analysis.  
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The process of data screening began with a total of 690 questionnaires and concluded 

with a total of 300 clean data set. There are several reasons for this huge drop in the number of 

included questionnaires for further analysis. The first reason of considerable loss of participants 

is related to incomplete questionnaire as it is a common problem in youth mentoring research. 

Besides, another significant factor is associated with the scoring and validity of the Cognitive 

Emotion Regulation Questionnaire (CERQ) and Developmental Assets scales. In particular, in 

terms of the Cognitive Emotion Regulation Questionnaire, as previously mentioned, the mean 

score of three items were replaced for the fourth item in each subscale/strategy (i.e., rumination 

and so forth)”. Therefore, I could only have one missing value in each subscale of the Cognitive 

Emotion Regulation Questionnaire and those with two missing in a single subscales of strategy 

were excluded. Additionally, in order to evaluate the validity of external and internal 

developmental assets, the scale user manual considers six or more blank items (i.e., missing 

data) and refers to more than 10% missing data and may threaten the validity of the data (Search 

Institute, 2005)”. Consequently, I could only keep participants with less than 6 blank items. 

These processes in data treatment caused a large drop in the number of included questionnaires 

for SEM analysis. 

5.1.6.6 Assumption Testing 

Another process in data screening is to assess the normality distribution of constructs through 

skewness (i.e., the asymmetry of distribution) and kurtosis (i.e., the peakedness of distribution) 

measures. Both dimensions are analysed through descriptive statistics in which satisfactory 

ranges for skewness is appropriate from ˗2 to +2, whereas the acceptable range of kurtosis falls 

between -2 to +2, to prove normal univariate distribution (Cameron, 2004; George & Mallery, 

2010). 



 

115 
 

Based upon these cut-off points, the variables of this research are normally distributed (as seen 

in Table 5). Taking everything into account, 300 completed questionnaires were considered for 

further analysis. 

 

Table 5 

Reported values of normal distribution of scales/subscales 

Variable M SD Skewness Kurtosis 

Relational-focused Mentoring 6.13 .78 -1.03 .667 

Goal-directed Mentoring 4.92 .74 -.742 .702 

Depression 2.52 1.27 .096 -1.07 

Self-blame 4.02 1.06 .042 -.67 

Acceptance 4.25 .90 -.068 -.586 

Rumination 4.23 1.00 -.198 -.38 

Positive Refocusing 3.17 1.04 .324 -.222 

Refocus on Planning 3.71 1.13 .092 -.548 

Positive Reappraisal 3.75 1.26 .073 -.84 

Putting into Perspective 3.93 1.15 -.047 -.674 

Catastrophising 3.02 1.04 .468 -.178 

Other blame 2.62 .92 .628 .706 

Commitment to Learning 17.95 5.57 -.214 -.487 

Positive Values 18.98 5.39 -.076 -.429 

Social Competences 18.43 5.21 -.153 -.507 

Positive Identity 13.46 6.86 .243 -.66 

Support 17.05 6.98 -.124 -.779 

Empowerment 17.96 6.09 -.186 -.32 
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Boundaries and Expectations 17.72 5.94 -.16 -.299 

Constructive Use of Time 15.52 7.41 .032 -.663 

Risk-taking 16.62 6.16 1.05 .405 

 

Another assumption in multivariate analysis is avoiding multicollinearity, or high 

relationships, between independent variables (Pallant, 2013). Hayes (2013) explains how the 

risk of multicollinearity between independent variables increases when multiple independent 

variables assess the same mediators in a model. Accordingly, highly correlated independent 

variables cancel out each other’s effects. Regarding the correlation between the 

predictor/independent variables, Dormann et al. (2012) found thresholds of .7 in the correlation 

coefficients were a proper gauge to detect collinearity. Thus, the result of Pearson's correlation 

coefficient—between mentoring interactions (i.e., relational-focused and goal-directed)—

shows a significant, but acceptable, value of mean r = .528 (i.e., significant at the .01 level, 2-

tailed) regarding the multicollinearity. Furthermore, the collinearity of the independent or 

predictor variables should be assessed through the variance inflation factor (VIF), which 

measures the degree of multicollinearity (Duarte & Amaro, 2017). VIF values beyond 4.0—or 

by tolerance less than .2—establish multicollinearity between independent variables (Hair et 

al., 2010). Results of multicollinearity diagnosis showed an acceptable range of 

multicollinearity (Tolerance = 1.000 and VIF = 1.000) between relational-focused and goal-

directed mentoring interactions as independent variables of this study. 

5.1.6.7 Descriptive Analysis. 

At this stage, the participants’ scores provided an overview of participants’ mentoring 

relationships, Developmental Assets, depression, risk-taking, and using cognitive emotion 

regulation strategies. The participants’ Developmental Assets scores were categorized into four 
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levels of excellent (i.e., 26 to 30), good (i.e., 21 to 25), fair (i.e., 15 to 20), and low (i.e., 0 to 

14), based upon the manual of the scale. These levels defined all internal and external assets. 

Likewise, according to the inventory of The Major Depression Inventory, participants’ total 

scores were classified as mild depression (i.e., 20 to 24), moderate depression (i.e., 25 to 29), 

and Severe depression (i.e., 30 or more). An extra category was considered as no depression 

(i.e., 19 or less). 

Scoring ranges obtained through the response options in the Likert scales provided 

guidelines for classifications of participants’ mentoring relationships, cognitive emotion 

regulation strategies, and risk-taking. For example, each strategy within the scale of cognitive 

emotion regulation involves a range of 1 to 6 scaling responses which multiplied to the number 

of items (i.e., 4 items) and resulted in a scoring range (i.e., minimum score = 4 and maximum 

= 24). That is, a participant’s minimum score within a strategy is marked as one and the 

maximum score is 24. To provide a three-level classification of high, moderate, and low within 

the strategy, the minimum range was deducted from the maximum range (24 – 4 = 20). This 

outcome was divided in to three, for the desired number of levels (20/3 = 6.66). In the next 

step, the variation amount was added to the minimum score (4 + 6.66 = 1.66) to reach the low 

(i.e., 4 to 1.66), moderate (i.e., 1.67 to 17.33) and high (i.e., 17.34 to 24) levels, respectively. 

Next, these levels were defined in the SPSS dataset. This procedure was performed for other 

scales of relational-focused and goal-directed mentoring interactions, and risk-taking. 

Providing a report of participants’ level within the variables helps to describe the factors 

relating to well-being, mental health, or risky behaviours. 

5.2. Chapter Summary 

In summary, this chapter provided an explanation for the methods used, beginning from 

research objectives, participants, sampling, measurements, and data preparation. Dataset is 



 

118 
 

prepared for the next stage of analysis. This includes descriptive analysis, the model fit of 

measurement models and structural model, construct reliability and validity of the constructs 

presenting in the next chapter. 
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Chapter 6. Results of The Mentee Study 

 

Confirmatory factor analysis of the measurement model validated the constructs for testing the 

hypothesised model. An interrelated model consisting of the 20 manifest variables was tested 

in Amos. The hypothesis testing aimed to determine how different mentoring interactions (i.e., 

relational-focused and goal-directed) could directly influence mentees’ positive and negative 

outcomes. Furthermore, the intervening role of mentees’ cognitive emotion regulation 

strategies—in the link between different mentoring interactions and mentees’ positive and 

negative outcomes—were tested. This chapter provides results and discussion of these 

findings. 

6.1. Participants’ Characteristics 

There were 300 completed questionnaires, after data screening and preparation. The purpose 

of the descriptive analysis was to both reach participants’ demographic characteristics and 

describe the levels of the variables under study. Table 6 illustrates the findings of the 

participants’ main characteristics. These participants were 16-18 year-old youth in natural or 

formal mentoring relationships across New Zealand. In terms of their ethnicity, most of the 

participants reported their race as NZ European and Others (56.7%), followed by Māori (23%), 

Pacific (14.7%), and Asian (5.7%). The distribution of ages showed most participants were 

either 16 (39.3%) or 17 (42%), and a smaller percentage was 18 (18.7%). The majority of 

participants were female (85.7%), followed by males (12%), and Other gender (2.3%). 

Furthermore, nearly three-quarters of the sample were high school students (74%), followed 

by non-students (14%), and tertiary students (12%). Regarding employment status, 

approximately half the participants reported as unemployed (47.7%). In contrast, a large 
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proportion of participants identified as employed at part-time jobs (42.7%), a small fraction as 

full-time employed (4.7%), along with some missing (5%). Approximately three-quarters of 

the participants were from out of Auckland (67.7%), and the rest were from Auckland (32.3%). 

 

Table 6 

Frequency distribution (n) and percentage of adolescent background and mentoring 
characteristic 

Variable  n % 

Race Maori 69 23 

 Pacific 44 14.7 

 Asian 17 5.7 

 NZ European and others 170 56.7 

    

Age 16 118 39.3 

 17 126 42 

 18 56 18.7 

    

Sex Male 36 12 

 Female 257 85.7 

 Other 7 2.3 

    

Education Status I am a high school student. 222 74 

 I am a tertiary student [i.e. 

University, Polytechnic, or 

Wānanga] 

36 12 

 I am not at school. 42 14 

    

Employment Status I am employed part-time 128 42.7 

 I am employed full-time 14 4.7 

 I am unemployed 143 47.7 

    

Location Auckland 97 32.3 
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 Or out of Auckland 203 67.7 

    

Number of adult mentors One 86 28.7 

 Two 104 34.7 

 Three 35 11.7 

 More than three 45 15 

 Missing 30 10 

    

The closest mentor My mentor from a mentoring or 

youth programme 

39 13 

 My older sibling 28 9.3 

 My older cousin 7 2.3 

 My older friend 30 10 

 My auntie 14 4.7 

 My teacher 37 12.3 

 My coach 13 4.3 

 My family friend 26 8.7 

 My youth worker 24 8 

 Other person (please specify) 21 7 

 Missing 61 2.3 

    

Regular mentoring meeting Yes 244 81.3 

 No 27 9 

 Missing 29 9.7 

    

Frequency of mentoring 

meetings 

Once a week 171 57 

 Every two weeks 40 13.3 

 Once a month 27 9 

 Quite a few times in a year 31 1.3 

 Missing 31 1.3 
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As the table shows, the participants were asked about their mentoring relationships. With 

regards to the number of adult mentors, most of the participants reported having two mentors 

(34.7%), followed by having one mentor (28.7%), more than three mentors (15%), or three 

mentors (11.7%). However, a small portion of the data were missed (10%). Additionally, 

participants indicated their closest mentors, in the cases where more than one mentor was 

identified. Initially, at similar rates, respondents stated primary mentors came from a mentoring 

or youth programme (12%) or were their teachers (12%). Next, the findings showed some 

participants (1.3%) named another person who was not itemized among the response options. 

These responses included a person from church, non-parental adults in the household, relatives, 

counsellor/psychologist/therapist, foster parent/godmother, former boyfriends’ father, a friend 

of a coach, a friend's father, a mentor from a scholarship, partner, hostel matron, or 

caseworker/mental health nurse. After these responses, participants equally specified their 

older sibling (9.3%) or older friends (9.3%) as their closest mentor. Following, the participants 

nominated a family friend (8.3%), a youth worker (7.7%), an auntie (4.7%), a coach (4.3%), or 

an older cousin (2%) as their closest mentor. Some part of the data (20%) were recorded as 

missing. Additionally, most of the mentees (81.3%) stated they have regular meetings with 

their mentors. In comparison, some participants (9%) claimed they do not attend a regular 

meeting with their mentors. Also, some participants did not respond to this question (9.7%). 

More specifically, most of the participants quantified the consistency of their meetings as once 

a week (57%), followed by every two weeks (13.3%), quite a few times a year (1.3%), once a 

month (9%), or together with some missing responses (1.3%). Additionally, Descriptive 

analysis provided a report of participants’ level, in terms of the quality of their mentoring 

relationships, Developmental Assets ranges, levels of risk-taking and depression, and the range 

of reported adaptive and non-adaptive cognitive emotion regulation strategies (see Appendix 

F). 
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6.2. Model Fit Indices in SEM 

An essential process for analysing data through SEM is the evaluation of the goodness of fit of 

the conceptual or proposed model with the collected data. Maximum Likelihood Estimation 

(MLE) is a popular method to estimate the unidentified parameters of a parametric probability 

distribution, by maximizing a likelihood function which makes the observed data the most 

probable (Rossi, 2018). To better estimate the fit of a proposed model through CFA, fit indices 

are divided into two categories of measurement: measures of badness of fit (i.e., the fit 

improves when estimations decrease) and goodness of fit (i.e., the fit improves when 

estimations increase) (West, Taylor, & Wu, 2012). The badness of fit indices includes the 

measurements of Chi-square (χ2), degrees of freedom (df), Chi-Square/df (CMIN/DF), Root 

Mean Square Residual (RMR), Root Mean Square error of Approximation (RMSEA), and 

Standardized Root Mean Residual (SRMR). The goodness of fit indices refers to Goodness of 

Fit Index (GFI), Adjusted Goodness-Of-Fit Statistic (AGFI), Comparative Fit Index (CFI), 

Tucker Lewis Index (TLI), Normed Fit Index (NFI), Incremental Fit Index (IFI), and Relative 

Noncentrality Index (RNI). These mentioned indices—some more than the others—are 

sensitive to different conditions, presented by data such as model complexity and size, as well 

as sample size (West, Taylor, & Wu, 2012). For example, Chi-square (χ2) was found as a 

sensitive index to the large sample size (Kline, 2005; Byrne, 2001), or RMSEA was identified 

as a better function of fit than GFI, but poorer than TLI and RNI (Sharma et al., 2005). As a 

result, Hair et al. (2010) recommended reporting some of the indices represented by goodness 

of fit (e.g., CFI, TLI, NFI, or AGFI) and badness of fit (e.g., χ2, df, Chi-Square/df, RMSEA, 

SRMR). Table 7 illustrates the cut-off point of some indices. Regardless of the divergent views 

of model fit indices, Hu and Bentler (1999) recommended using two-index formats. Meaning, 

some of the fit indices may be used together as the indicator of model fit. These combinations 

were presented as NNFI (TLI) and SRMR (NNFI [TLI] >=.96 and SRMR of .90 or lower), 
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RMSEA and SRMR (RMSEA of .06 or lower and a SRMR of .09 or lower), or CFI and SRMR 

(CFI >=.96 and a SRMR of .09 or lower) (Hu & Bentler, 1999; Hooper, Coughlan, & Mullen, 

2008). 

 

Table 7 

Recommended Fit Indices 

Fit Indices Criteria Suggested by 

Badness-

of-fit 

Chi square (χ2) P value 

>.05 

Meyers, Gamst, & 

Guarino, 2006 

 Chi- Square/df (CMIN/DF) <5.0 Hair et al., 2009 

 Root Mean Square error of 

Approximation (RMSEA) 

<.08 Byrne, 2013; Hair et al., 

2010 

  <.07 Steiger,2007 

 Standardized Root Mean Residual 

(SRMR) 

<.08 Hu & Bentler,1999 

    

Goodness-

of-fit 

Tucker Lewis Index (TLI) >. 90 Hair et al., 2010; 

Schumacker & Lomax, 

2010 

 Comparative Fit Index (CFI)  >=.90 Hair et al., 2009; Im & 

Grover, 2004 

 Goodness of Fit Index (GFI) >.90 Bentler, 1990 

 

 Adjusted Goodness-Of-Fit Statistic 

(AGFI) 

>.80 Hair et al., 2010 

 Tucker Lewis Index (TLI) >.90 Hair et al., 2010 

 Normed Fit Index (NFI) >.90 Meyers, Gamst, & 

Guarino, 2006 

 Incremental Fit Index (IFI) >.90 Meyers, Gamst, & 

Guarino, 2006 
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Nonetheless, measurement models might not fit well within the data in which the model is 

modified under certain conditions. Following the recommendations made by Hooper et al. 

(2008), assessment of each measurement model is suggested to evaluate the power of each 

item, in terms of their loadings and the model fit. In line with CFA conventions, each item is 

loaded, exclusively, on the factor it aims to assess, and all measurement errors are uncorrelated. 

When the model fit is not established, researchers should correlate the largest modification 

index values within the factor (e.g., construct) errors cautiously, by considering if there is an 

acceptable theoretical explanation for such re-specifying of the latent construct. When the 

model fit, construct reliability, and construct validity are established at the measurement level, 

researchers may proceed to build the structural model for further hypothesis testing. 

Consequently, at the first phase, one-factor confirmatory model for latent factors (i.e., 

relational-focused mentoring interactions, goal-directed mentoring interactions, acceptance, 

positive refocusing, putting into perspective, refocus on planning, positive reappraisal, self-

blame, rumination, catastrophising, other blame, depression, and risk-taking) was specified. 

However, in the second phase, all the constructs of this study are assessed as an all-inclusive 

model, in order to assess the model fit, reliability, and validity of the constructs. The assessment 

of each measurement model and associated fitting indices is provided. 

 

6.2.1 Assessing the Measurement Model of Relational-focused Mentoring Interactions 

The measurement model of relational mentoring—focused on the mentee’s feeling and 

relatedness to the mentoring—is represented by item codes and scale statements in Table 8. 

Figure 6 illustrates the measurement model of this construct in which all factor loadings are 

higher than .5. Based on Hair et al. (2010, 2013), loading estimates should be .5 or higher and, 

ideally, .7 or higher. Kline (2010) recommends a threshold value of .60 for all factor loadings. 
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Table 8 

Item Codes and Statements of Relational-focused mentoring interactions Factor 

Item Code Statement 

Relation1 
How satisfied/happy are you with your mentoring 

relationship?  

Relation2 
How committed are you to your mentoring 

relationship?  

Relation3 How close is your mentoring relationship?  

Relation4 How much do you trust your mentor?  

Relation5 
How much do you enjoy spending time with your 

mentor?  

Relation6 How much do you like your mentor?  

 

 

Figure 6  
The Measurement Model of Relational-focused Mentoring Interaction 

 

 

Next, the model fit of relational mentoring revealed an inadequate fit to the sample data 

(χ2 = 63.54; χ2/df = 7.06, p = .00; GFI = .93; NFI = .91; IFI = .92; TLI = .87; CFI = .92; 
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RMSEA = .14; SRMR = .05). Based on model modification values, three items correlated by 

drawing covariance between them. Figure 7 presents the parameter estimate results of this six-

item measurement model. The new measurement model revealed a satisfactory fit (χ2 = 13.92; 

χ2/df = 2.32, p = .03; GFI = .98; NFI = .98; IFI = .98; TLI = .97; CFI = .98; RMSEA = .066; 

SRMR = .026). 

 

 

Figure 7  
The Modified Measurement Model of Relational-focused Mentoring Interaction 
 

 

 

6.2.2 Assessing the Measurement Model of Goal-directed Mentoring Interactions 

Items and statements related to the construct of goal-directed mentoring interactions is 

provided in Table 9. This construct, measured within a confirmatory framework, is obtainable 

as a schematic in Figure 8. However, this model provided poor fit indices (χ2 = 76.65; χ2/df = 

5.47, p = .00; GFI = .93; NFI = .89; IFI = .90; TLI = .86; CFI = .90; RMSEA = .12; SRMR = 

.05). 

 



 

128 
 

Table 9 

Item Codes and Statements of Goal-directed Mentoring Interactions Factor 

Item Code Statement 

GoalDirected1 I talk with my mentor when I have problems or things that worry me. 

GoalDirected2 I have learned a lot from my mentor. 

GoalDirected3 I am doing better at school because of my mentor's help. 

GoalDirected4 I want my mentor to teach me how to do things. 

GoalDirected5 My mentor has helped me with problems in my life. 

GoalDirected6 
My mentor helps me get in less trouble (make better decisions, behave 

better, etc.). 

GoalDirected7 I want my mentor to help me do better at school. 

 

Figure 8   

The Measurement Model of Goal-directed Mentoring Interactions 

 

 

Beginning with the first step of model modification, ‘GoalDirect4 4’ was removed from 

the model, since the factor loading was lower than .5 (λ = .48). However, the item of 

‘GoalDirect 7’, also, decreased in the factor loading (λ =.41). Therefore, both items were 
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excluded from the model and, thus, resulted in a satisfactory model fit (χ2 = 14.51; χ2/df = 

2.90, p = .01; GFI = .98; NFI = .97; IFI = .98; TLI = .96; CFI = .98; RMSEA = .08; SRMR = 

.02). Figure 9 shows the re-specified model.  

 

Figure 9  

The Modified Measurement Model of Goal-directed Mentoring Interactions 

 

 

 

6.2.3 Assessing the Measurement Model of Adaptive Cognitive Emotion Regulation Strategy 

The constructs of acceptance, positive refocusing, refocus on planning, positive reappraisal, 

and putting into perspective were considered as measurement models for adaptive cognitive 

emotion regulation strategies. These constructs were assessed as inter-correlated factors. The 

item codes and statements of each subscale is presented in Table 10. 
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Table 10 

Item Codes and Statements of Adaptive Cognitive Emotion Regulation Strategy Factors 

Sub-scale Item Code Statement 

Acceptance Accept1 I think that I have to accept that this has happened 

 Accept2 I think that I have to accept the situation 

 Accept3 I think that I cannot change anything about it 

 Accept4 I think that I must learn to live with it 

   

Positive Refocusing PosRef1 I think of nicer things than what I have experienced 

 
PosRef2 

I think of pleasant things that have nothing to do with 

it 

 PosRef3 I think of something nice instead of what has happened 

 PosRef4 I think about pleasant experiences 

   

Refocus on Planning Replan1 I think of what I can do best 

 Replan2 I think about how I can best cope with the situation 

 Replan3 I think about how to change the situation 

 Replan4 I think about a plan of what I can do best 

   

Positive Reappraisal PosReap1 I think I can learn something from the situation 

 
PosReap2 

I think that I can become a stronger person as a result 

of what has happened 

 PosReap3 I think that the situation also has its positive sides 

 PosReap4 I look for the positive sides to the matter 

   

Putting into Perspective PIP1 I think that it all could have been much worse 

 
PIP2 

I think that other people go through much worse 

experiences 

 
PIP3 

I think that it hasn’t been too bad compared to other 

things 

 PIP4 I tell myself that there are worse things in life 
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Figure 10 presents the diagram of adaptive cognitive emotion regulation strategies and 

item-factor loadings of the related measurement model. The model fit indices of this initial 

measurement model test showed an insufficient fitting to the sample data (χ2 = 426.13; χ2/df 

= 2.66, p = .00; GFI = .87; NFI = .85; IFI = .90; TLI = .88; CFI = .90; RMSEA = .07; SRMR 

= .06). The item of ‘Accept 3’ was excluded from the model, due to low factor loading (λ =.19). 
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Figure 10  

The Measurement Model of Adaptive Strategies 
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Prior to re-specification of the model, a further examination of discriminant validity 

(Campbell & Fiske, 1959) was conducted, as there was a high correlation between the 

constructs of ‘refocus on planning’ and ‘positive reappraisal’ (r = 96, p > .001) and, thus, 

suggesting these two factors might overlap each other. Brown (2015) suggested the criterion 

of r > .85 to determine the existence of poor discriminant validity. Discriminant validity testing 

determines unrelatedness between the constructs. Meaning, items for a corresponding construct 

(i.e., factor) have zero or low loadings on other constructs. Discriminant validity of the 

measurement model checked through heterotrait-monotrait data ratio (HTMT, Henseler, 

Ringle, & Sarstedt, 2015). HTMT measurement solely evaluates the discriminant validity 

scores between constructs and should be lower than .85 (Kline, 2011) or .9 (Gold, Malhotra, & 

Segars, 2001; Teo, Srivastava, & Jiang, 2008). Using the HTMT validity plugin for Amos—

developed by Gaskin, James, and Lim (2019)—Table 11 presents an unestablished HTMT 

value of the constructs in the current measurement model. Based on the outcomes, the 

constructs of refocus on planning and positive reappraisal were nearly indistinguishable, and 

the value exceeded the suggested threshold (HTMT = .93). 
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Table 11 
Discriminant Validity of Adaptive Cognitive Emotion Regulation Strategies By HTMT 
 

 Acceptance Positive 

refocusing 

Refocus 

on 

planning 

Positive 

reappraisal 

Putting into 

perspective 

Acceptance      

Positive refocusing .275     

Refocus on planning .362 .735    

Positive reappraisal .376 .683 .935*   

Putting into 

perspective 

.486 .538 .574 .752  

 

Looking across the items of refocus on planning and positive reappraisal constructs, 

both constructs might conceptually look different in changing the thoughts of changing the 

situations (refocus on planning) or giving a positive meaning to the situation (positive 

reappraisal), the developers of the subscales (Garnefski, Kraaij, & Spinhoven, 2002) have also 

reported an overlap between these constructs. Garnefski and colleagues (2002) argue that some 

items of the construct of positive reappraisal (PosReap1and PosReap2) significantly load 

higher in the construct of refocus on planning. Following the recommendation of Osborne and 

Costello (2009) to avoid measuring a factor with fewer than three items which could be weak 

and unstable; the constructs of refocus on planning and positive reappraisal were combined for 

further analysis and renamed as replanning and reappraisal. The HTMT test was rechecked 

with new constructs and the findings revealed no discriminant validity issues among the 

constructs (see Table 12).  
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Table 12 
Discriminant Validity of Adaptive Cognitive Emotion Regulation Strategies By HTMT After 
Merging The Factors Of Refocus On Planning And Positive Reappraisal 

 Acceptance 
Positive 

refocusing 

Replanning and 

reappraisal 

Putting into 

perspective 

Acceptance     

Positive refocusing .345    

Replanning and 

reappraisal 
.503 .722   

Putting into perspective .55 .538 .678  

 

The new measurement model was run, which is illustrated as a schematic in Figure 11. 

With respect to the inter-correlated adaptive cognitive emotion regulation strategies, 

confirmatory analysis revealed the factor loading of item ‘Accept 4’ showed lower factor 

loading than .5 (λ =.19), which is retained in the model due to the regression weight being 

significant (p < .001); the construct will include three items, respectively. The model fit indices 

revealed a good fit (χ2 = 426.13; χ2/df = 2.66, p = .00; GFI = .87; NFI = .85; IFI = .90; TLI = 

.88; CFI = .90; RMSEA = .07; SRMR = .06), indicating no more modification was necessary. 
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Figure 11  

The Modified Measurement Model of Adaptive Strategies 
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6.2.4 Assessing the Measurement Model of Non-Adaptive Cognitive Emotion Regulation 

Strategy 

The next set of inter-correlated factors belong to the measurement model of non-adaptive 

constructs of cognitive emotion regulation strategies and includes self-blame, rumination, 

catastrophising, and other blame. Table 13 shows the item codes and statements of each 

subscale. 

 

Table 13 
Item Codes and Statements of Non-Adaptive Cognitive Emotion Regulation Strategy Factors 
 
Sub-scale Item Code Statement 

Self-blame Sblame1 I feel that I am the one to blame for it 

 
Sblame2 

I feel that I am the one who is responsible for what has 

happened 

 Sblame3 I think about the mistakes I have made in this matter 

 Sblame4 I think that basically the cause must lie within myself 

   

Rumination 
Rum1 

I often think about how I feel about what I have 

experienced 

 
Rum2 

I am preoccupied with what I think and feel about what 

I have experienced 

 
Rum3 

I want to understand why I feel the way I do about what 

I have experienced 

 Rum4 I dwell upon the feelings the situation has evoked in me 
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Catastrophising 
Cat1 

I often think that what I have experienced is much 

worse than what others have experienced 

 
Cat2 

I keep thinking about how terrible it is what I have 

experienced 

 
Cat3 

I often think that what I have experienced is the worst 

that can happen to a person 

 Cat4 I continually think how horrible the situation has been 

   

Other blame Oblame1 I feel that others are to blame for it 

 Oblame2 I feel that others are responsible for what has happened 

 
Oblame3 

I think about the mistakes others have made in this 

matter 

 Oblame4 I feel that basically the cause lies with others 

 

An initial assessment of the measurement model is presented in Figure 12. The 

corresponding factor loadings of ‘Rum 1’ (λ =.48), ‘Rum 3’ (λ =.42), and ‘Cat 1’ (λ =.32) are 

candidates for removal, due to their lower than .5 loadings. However, with only two items, the 

factor of rumination is problematic. The constructs of catastrophising and rumination were 

combined, since both constructs refer to repetitive thoughts associated with the negative 

situation, thus, suggesting the two factors could be conceptually related and are significantly 

associated to symptoms of psychopathology (Garnefski, Kraaij, & Spinhoven, 2002). In 

addition, developers of the subscales found an overlap between these constructs, as well. Thus, 

the new construct was named rumination and catastrophising. 
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Figure 12  

The Measurement Model of Non-Adaptive Strategies 

 

 
 

Within the second confirmatory analysis of the new measurement model, presented in 

Figure 13, five items from recently combined constructs were found with a lower loading than 

.5. These constructs include ‘Rum 1’ (λ =.41), ‘Rum 3’ (λ =.37), ‘Cat 1’ (λ =.26), ‘Cat 3’ (λ 
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=.42), and ‘Oblame3’ (λ =.46). These items were omitted from the measurement model for 

further analysis.  

 

Figure 13  

The Second Modified Measurement Model of Non-Adaptive Strategies 
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The model for the final confirmatory analysis (Figure 14) was satisfactory (χ2 = 91.192; 

χ2/df = 2.22, p = .00; GFI = .94; NFI = .92; IFI = .95; TLI = .93; CFI = .95; RMSEA = .06; 

SRMR = .05). 

 

Figure 14  

The Final Modified Measurement Model of Non-Adaptive Strategies 

 

 

6.2.5 Assessing the Measurement Model of Depression 

In relation to the construct of depression—which was applied as a depression rate scale—the 

items and associated statements are listed in Table 14. Figure 15 illustrates the outcome of the 

initial confirmatory analysis of this scale. According to the Figure, all items presented good 

factor loadings. However, the model fit indices did not provide an acceptable fit with the 
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sample data (χ2 = 148.82; χ2/df = 4.25, p = .00; GFI = .91; NFI = .92; IFI = .94; TLI = .92; 

CFI = .94; RMSEA = .10; SRMR = .03), wherein the RMSEA value was higher than the fitting 

threshold. 

 

Table 14 
Item Codes and Statements of Adaptive Cognitive Emotion Regulation Strategy Factors 
 
Item Code Statement 

Dep1 Have you felt low in spirits or sad?  

Dep2 Have you lost interest in your daily activities? 

Dep3 Have you felt lacking in energy and strength? 

Dep4 Have you felt less self-confident? 

Dep5 Have you had a bad conscience or feelings of guilt? 

Dep6 Have you felt that life wasn’t worth living? 

Dep7 Have you had difficulty in concentrating? 

Dep8 Have you felt very restless?/Have you felt subdued or slowed down? 

Dep9 Have you had trouble sleeping at night? 

Dep10 
Have you suffered from reduced appetite?/Have you suffered from 

increased appetite? 
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Figure 15  

The Measurement Model of Depression 

 

 

The schematic figure for the modified model is presented in Figure 16. The model fit 

indices of this measurement model test showed good fit within the data (χ2 = 82.24; χ2/df = 

2.57, p = .00; GFI = .95; NFI = .96; IFI = .97; TLI = .96; CFI = .97; RMSEA = .07; SRMR = 

.03). 
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Figure 16  

The Modified Measurement Model of Depression 

 

 

6.2.6 Model Fit Assessment of Measurement Model Containing All the Constructs 

To this end, the measurement models assessed the latent constructs involving observed 

variables. However, the proposed model of the current study (Figure 4) involves eight more 

constructs of internal and external assets. These additional constructs presented as manifest 

(i.e., observed) variables (i.e., counting the sum scores) in the model, as the missing data were 

not subject for replacement with any imputed values (based on the scoring manual represented 

in Developmental Assets Profile (DAP), Search Institute, 2005). Therefore, at this second 

phase of confirmatory model—concerning all constructs of this study—a comprehensive 
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model was specified and provided in Appendix G. Essential results of the correlations and 

model fit indices are provided. 

Twenty constructs aided in assessing the measurement model, including twelve latent 

constructs (i.e., relational-focused mentoring interactions, goal-directed mentoring 

interactions, acceptance, positive refocusing, putting into perspective, replanning and 

reappraisal, self-blame, rumination and catastrophising, other blame, depression, and risk 

taking), and seven manifest constructs (i.e., support, empowerment, boundaries and 

expectations, commitment to learning, positive values, and social competencies). The subscale 

of constructive use of time from developmental assets is excluded from the analysis due to 

the low reliability (Cronbach’s alpha = .49). Validity and reliability of all constructs are 

presented in the next sections. Table 15 presents the correlations between these constructs. 

 

Table 15 
Correlations Between Constructs in The Measurement Model 
 

Path r P 

Relational-focused MI ↔ Goal-directed MI .63 < .001*** 

Relational-focused MI ↔ Replanning & Reappraisal .18 .006** 

Relational-focused MI ↔ Putting into Perspective .15 .03* 

Relational-focused MI ↔ Rumination & Catastrophising .09 .18 

Relational-focused MI ↔ Other-Blame -.11 .09 

Relational-focused MI ↔ Self-Blame .02 .73 

Relational-focused MI ↔ Positive Refocusing .11 .10 

Relational-focused MI ↔ Depression -.11 .07 

Relational-focused MI ↔ Risk taking -.05 .38 

Relational-focused MI ↔ Positive Values .32 < .001*** 

Relational-focused MI ↔ Social Competences .01 .77 

Relational-focused MI ↔ Commitment to Learning .09 .14 

Relational-focused MI ↔ Positive Identity .17 .007** 

Relational-focused MI ↔ Support .19 .003** 
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Relational-focused MI ↔ Empowerment .22 < .001*** 

Relational-focused MI ↔ Boundaries & Expectations .20 .002** 

     

Goal-directed MI ↔ Replanning & Reappraisal .27 < .001*** 

Goal-directed MI ↔ Putting into Perspective .20 .007** 

Goal-directed MI ↔ Rumination & Catastrophising .09 .20 

Goal-directed MI ↔ Other-Blame -.10 .13 

Goal-directed MI ↔ Self-Blame .03 .66 

Goal-directed MI ↔ Positive Refocusing .09 .19 

Goal-directed MI ↔ Depression -.01 .85 

Goal-directed MI ↔ Risk taking -.05 .46 

Goal-directed MI ↔ Positive Values .36 < .001*** 

Goal-directed MI ↔ Social Competences .09 .14 

Goal-directed MI ↔ Commitment to Learning .08 .20 

Goal-directed MI ↔ Positive Identity .19 .003** 

Goal-directed MI ↔ Support .15 .021* 

Goal-directed MI ↔ Empowerment .15 .018* 

Goal-directed MI ↔ Boundaries & Expectations .20 .002** 

     

Acceptance ↔ Relational-focused MI  .20 .006** 

Acceptance ↔ Goad-directed MI .29 < .001*** 

Acceptance ↔ Replanning & Reappraisal .55 < .001*** 

Acceptance ↔ Rumination & Catastrophising .28 < .001*** 

Acceptance ↔ Other-Blame .03 .67 

Acceptance ↔ Self-Blame .41 < .001*** 

Acceptance ↔ Positive Refocusing .35 < .001*** 

Acceptance ↔ Depression .04 .52 

Acceptance ↔ Risk taking -.05 .41 

Acceptance ↔ Positive Values .40 < .001*** 

Acceptance ↔ Social Competences .08 .20 

Acceptance ↔ Commitment to Learning .19 .006** 

Acceptance ↔ Positive Identity .26 < .001*** 

Acceptance ↔ Support .20 .003** 
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Acceptance ↔ Empowerment .27 < .001*** 

Acceptance ↔ Boundaries & Expectations .23 <.001*** 

     

Rumination & 

Catastrophising 

↔ Other-Blame .22 .004** 

Rumination & 

Catastrophising 

↔ Self-Blame .70 < .001*** 

Rumination & 

Catastrophising 

↔ Positive Refocusing -.05 .45 

Rumination & 

Catastrophising 

↔ Depression .44 < .001*** 

Rumination & 

Catastrophising 

↔ Risk taking .15 .021** 

Rumination & 

Catastrophising 

↔ Positive Values -.08 .20 

Rumination & 

Catastrophising 

↔ Social Competences -.02 .71 

Rumination & 

Catastrophising 

↔ Commitment to Learning -.01 .81 

Rumination & 

Catastrophising 

↔ Positive Identity -.23 < .001*** 

Rumination & 

Catastrophising 

↔ Support -.15 .019** 

Rumination & 

Catastrophising 

↔ Empowerment -.19 .005** 

Rumination & 

Catastrophising 

↔ Boundaries & Expectations -.10 .11 

Rumination & 

Catastrophising 

↔ Replanning & Reappraisal -.05 .03* 

Rumination & 

Catastrophising 

↔ Putting into Perspective -.14 .050* 

     

Putting into Perspective ↔ Acceptance .55 < .001*** 
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Putting into Perspective ↔ Positive Refocusing .53 < .001*** 

Putting into Perspective ↔ Depression -.19 .005** 

Putting into Perspective ↔ Risk taking -.16 .011* 

Putting into Perspective ↔ Other-Blame -.06 .35 

Putting into Perspective ↔ Self-Blame .07 .31 

Putting into Perspective ↔ Positive Values .36 < .001*** 

Putting into Perspective ↔ Social Competences .003 .96 

Putting into Perspective ↔ Commitment to Learning .11 .08 

Putting into Perspective ↔ Positive Identity .32 < .001*** 

Putting into Perspective ↔ Support .24 < .001*** 

Putting into Perspective ↔ Empowerment .30 < .001*** 

Putting into Perspective ↔ Boundaries & Expectations .30 < .001*** 

     

Other-Blame ↔ Self-Blame -.18 .016* 

Other-Blame ↔ Positive Refocusing .24 .002** 

Other-Blame ↔ Depression .003 .95 

Other-Blame ↔ Risk taking .05 .03 

Other-Blame ↔ Positive Values -.07 .24 

Other-Blame ↔ Social Competences -.006 .92 

Other-Blame ↔ Commitment to Learning .004 .94 

Other-Blame ↔ Positive Identity .09 .13 

Other-Blame ↔ Support -.002 .97 

Other-Blame ↔ Empowerment -.008 .90 

Other-Blame ↔ Boundaries & Expectations -.04 .53 

     

Self-Blame ↔ Positive Refocusing -.22 .003** 

Self-Blame ↔ Depression .51 < .001*** 

Self-Blame ↔ Risk taking .19 .004** 

Self-Blame ↔ Positive Values -.10 .11 

Self-Blame ↔ Social Competences -.05 .37 

Self-Blame ↔ Commitment to Learning -.04 .52 

Self-Blame ↔ Positive Identity -.35 < .001*** 

Self-Blame ↔ Support -.23 < .001*** 
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Self-Blame ↔ Empowerment -.28 < .001*** 

Self-Blame ↔ Boundaries & Expectations -.20 .002** 

     

Positive Refocusing ↔ Depression -.36 < .001*** 

Positive Refocusing ↔ Risk taking -.21 .002* 

Positive Refocusing ↔ Positive Values .35 < .001*** 

Positive Refocusing ↔ Social Competences .05 .37 

Positive Refocusing ↔ Commitment to Learning .15 .019* 

Positive Refocusing ↔ Positive Identity .55 < .001*** 

Positive Refocusing ↔ Support .39 < .001*** 

Positive Refocusing ↔ Empowerment .44 < .001*** 

Positive Refocusing ↔ Boundaries & Expectations .40 < .001*** 

     

Replanning & Reappraisal ↔ Putting into Perspective .66 < .001*** 

Replanning & Reappraisal ↔ Other-Blame .13 .045* 

Replanning & Reappraisal ↔ Self-Blame -.20 .004** 

Replanning & Reappraisal ↔ Positive Values .63 < .001*** 

Replanning & Reappraisal ↔ Social Competences .12 .042* 

Replanning & Reappraisal ↔ Commitment to Learning .31 < .001*** 

Replanning & Reappraisal ↔ Positive Identity .69 < .001*** 

Replanning & Reappraisal ↔ Support .47 < .001*** 

Replanning & Reappraisal ↔ Empowerment .55 < .001*** 

Replanning & Reappraisal ↔ Boundaries & Expectations .51 < .001*** 

Replanning & Reappraisal ↔ Positive Refocusing .71 < .001*** 

Replanning & Reappraisal ↔ Risk taking -.35 < .001*** 

Replanning & Reappraisal ↔ Depression -.42 < .001*** 

     

Depression ↔ Positive Values -.38 < .001*** 

Depression ↔ Social Competences -.004 .95 

Depression ↔ Commitment to Learning -.10 .07 

Depression ↔ Positive Identity -.61 < .001*** 

Depression ↔ Support -.42 < .001*** 

Depression ↔ Empowerment -.50 < .001*** 
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Depression ↔ Boundaries & Expectations -.40 < .001*** 

     

Risk taking ↔ Depression .32 < .001*** 

Risk taking ↔ Positive Values -.49 < .001*** 

Risk taking ↔ Social Competences -.03 .59 

Risk taking ↔ Commitment to Learning -.15 .010* 

Risk taking ↔ Positive Identity -.40 < .001*** 

Risk taking ↔ Support -.31 < .001*** 

Risk taking ↔ Empowerment -.41 < .001*** 

Risk taking ↔ Boundaries & Expectations -.39 < .001*** 

     

Positive Values ↔ Social Competences .12 .028* 

Positive Values ↔ Commitment to Learning .26 < .001*** 

Positive Values ↔ Positive Identity .67 < .001*** 

Positive Values ↔ Support .52 < .001*** 

Positive Values ↔ Empowerment .68 < .001*** 

Positive Values ↔ Boundaries & Expectations .59 < .001*** 

Positive Values ↔ Risk taking -.49 < .001*** 

     

Social Competences ↔ Commitment to Learning .62 < .001*** 

Social Competences ↔ Positive Identity .12 .032* 

Social Competences ↔ Support .08 .13 

Social Competences ↔ Empowerment .08 .16 

Social Competences ↔ Boundaries & Expectations .03 .51 

     

Commitment to Learning ↔ Positive Identity .23 < .001*** 

Commitment to Learning ↔ Support .11 .046* 

Commitment to Learning ↔ Empowerment .18 .002** 

Commitment to Learning ↔ Boundaries & Expectations .11 .054 

Commitment to Learning ↔ Risk taking -.15 .010* 

     

Positive Identity ↔ Support .58 < .001*** 

Positive Identity ↔ Empowerment .66 < .001*** 
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Positive Identity ↔ Boundaries & Expectations .55 < .001*** 

Positive Identity ↔ Risk taking -.40 < .001*** 

     

Support ↔ Empowerment .76 < .001*** 

Support ↔ Boundaries & Expectations .82 < .001*** 

Support ↔ Risk taking -.31 < .001*** 

     

Empowerment ↔ Boundaries & Expectations .77 < .001*** 

Empowerment ↔ Risk taking -.41 < .001*** 

     

Boundaries & 

Expectations 

↔ Risk taking -.39 < .001*** 

Note. Relational-focused MI = Relational-focused Mentoring Interactions; Goal-directed MI = Goal-directed 

Mentoring Interactions; N = 300; *p ≤ .05, **p ≤.01, ***p ≤ .001. 

 

At this stage of model fit assessment, more modification indices were applied to improve 

the model by drawing more covariances. Model fit indices of the second phase model showed 

a good fit, based upon some of the badness and goodness indice of model fit. The current model 

fit indices of this measurement model test revealed a satisfactory fit with the sample data in 

terms of RMSEA = .04 and SRMR = .061. However, the other fit indices of the model showed 

lower than the threshold (χ2 = 2416.510; χ2/df = 1.61, p = .00; NFI = .788; IFI = .907; TLI = 

.892; CFI = .905). The measurement model stage must establish reliability and validity of all 

constructs, before estimating the structural model (Hair et al., 2014), which is presented in 

ensuing sections. 

6.3. Assessment of Validity and Reliability of Latent Constructs 

Construct reliability is an indicator of convergent validity (Hair et al., 2010), which is the 

degree to which observations for a factor correspond to each other (Campbell & Fiske, 1959). 

Malhotra and Dash (2011) explain how reliability of a measurement scale is recognized through 



 

152 
 

construct reliability. Table 16 represents the established Composite Reliability (CR) of the 

latent constructs, which evaluates the internal consistency of a scale and is consistent with the 

recommended threshold of .7 or higher (Hair, Ringle, & Sarstedt, 2011). 

 

Table 16 
Composite Reliability of the Constructs 
 

Factors (constructs) 

Composite 

reliability 

(>.70) * 

Relational-focused Mentoring .847 

Goal-directed Mentoring .828 

Replanning & Reappraisal .909 

Putting into Perspective .791 

Acceptance .725 

Rumination & Catastrophising .782 

Other-Blame .780 

Self-Blame .778 

Positive Refocusing .796 

Depression .933 

 

Given satisfactory model fit at the level of measurement model, the structural model 

runs a complete valuation of nomological validity. In context, this means the degree to which 

a measure assesses the specific factor it intends to evaluate (Campbell, 1960). However, at the 

construct level, discriminant validity—the degree to which constructs are disparate from each 

other— (Campbell & Fiske, 1959) should also be deemed. The HTMT test, shown in Table 17, 

shows the discriminant validity between the latent factors of this study. These are less than the 

suggested criteria of .85 (Kline, 2011) or .9 (Gold, Malhotra, & Segars, 2001; Teo, Srivastava, 

& Jiang, 2008). 
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6.4. Assessment of Validity and Reliability of Manifest Constructs 

Evaluating this study’s internal consistency of manifest variables—which includes internal and 

external developmental assets—was quantified through Cronbach’s coefficient alpha 

(Cronbach, 1951). This value is a degree of a single-factor, main component’s reliability, or 

internal consistency which should be higher than .70, suggested by Malhotra (2004) or higher 

than .60, as recommended by Schmitt (1996). Table 18 reveals the results of Cronbach’s alpha 

for each manifest construct of the current study. Findings coincide with the acceptable 

reliability values mentioned above, with the exception of ‘constructive use of time’ (α = .49). 

As indicated within the section on instruments associated with this study, researchers at the 

Search Institute found similar lower values of Cronbach’s alpha for the subscale of 

‘constructive use of time’ (α = .59). Hence, this construct is excluded from the model for further 

analysis, due to poor reliability. 

 
Table 18 
Cronbach’s Alpha of the Manifest Constructs 
 

Factors (constructs) 
Cronbach's 

alpha (>.60)* 

Positive values .82 

Positive identity .87 

Social competence .80 

Commitment to learning .68 

Support .80 

Empowerment .69 

Constructive use of time .49 

Boundaries and expectations .77 

Risk taking .85 
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In order to evaluate the validity of external and internal developmental assets, the scale 

user manual considers six or more blank items (i.e., missing data) and refers to more than 10% 

missing data and may threaten the validity of the data (Search Institute, 2005). This criterion 

was addressed in prior sections (for a review, see Table 4). Some school-directed items were 

left blank by the participants who were not students. Therefore, the missing data reported by 

these participant was not replaced and these participants were not left out from this study. This 

was for a variety of reasons, including: the scales could be used among 11-18 years old young 

people, this study was not designed to collect the data exclusively from the students, and the 

non-student participants represent a portion of the population who cannot be overlooked.   

Content validity is a type of validity assessment which determines whether items of a 

scale are demonstrative examples of the measured quality (Graziano & Raulin, 2012) or, to 

what extent, a scale measured the proposed content area (Gay et al., 2006). The initial step in 

content validity is providing clear domain definition from scale developers or test users 

(Salkind, 2010). Though content validity cannot be statistically tested, providing more detail 

regarding the limits and structure of the content domain is helpful (Murphy & Davidshofer, 

2005). With regard to the content validity of the Developmental Asset Profile (DAP), 

developers indicated items are not designed to, specifically, measure the existence or lack of 

each of the 40 assets. Instead, the items are intended to effectively capture the content of the 

asset classifications (Search Institute, 2005). DAP is considered one of the most noticeable and 

widely referenced indexes of PYD, over recent decades, thus strengthening its high content 

validity. 

When construct validity and reliability are confirmed by satisfactory model fit indices at 

the measurement model phase, researchers proceed to the second step, which is to provide path 

diagrams for understanding the data. For this purpose, all latent factors which were represented 

by items (i.e., observed variables) were converted to factor scores for the analysis of a structural 



 

156 
 

model. Following the SEM system convention, observed variables were shaped by rectangles. 

The structural model is theory-based and, primarily, focused on assessing the research question 

and/or research hypotheses. 

6.5. Structural Model Results 

The results of hypothesis testing, performed through SEM, were reported in the following 

sections. In this sense, direct and indirect effects, among the variables, are provided and based 

upon the associated hypothesis. 

6.5.1 Results of hypothesis one: The effects of goal-directed and relational-focused 

mentoring interactions on youth positive outcomes  

The first hypothesis of the study proposed goal-directed (characterized by learning, problem-

solving, and promoting mentee’s performance) and relational-focused (characterized by 

satisfaction, closeness, trust, commitment, being liked, and enjoyed spending time) mentoring 

interactions anticipated as being positively associated to mentee’s assets of support, 

empowerment, boundaries and expectations, commitment to learning, positive values, social 

competencies, and positive identity. Based on Table 19, which presents the statistical results 

of this hypothesis, there is a significant positive association between goal-directed mentoring 

and mentees’ empowerment (β = -.153, p = .02). However, there were no significant effects of 

goal-directed mentoring interactions on mentees’ commitment to learning (β = -.069, p = .37), 

positive values (β = .033, p = .56), social competencies (β = .082, p = .33), positive identity (β 

= -.036, p = .53), support (β = -.078, p = .29), and boundaries and expectations (β = -.031, p = 

.65).  

 Furthermore, as the results in Table 19 convey, there are significant positive 

associations between relational-focused mentoring interactions and mentees’ positive values 

(β = .125, p = .017), support (β = .14, p = .04), and empowerment (β = .178, p = .005).  
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However, there were no significant effects on mentees’ commitment to learning (β = .058, p = 

.42), social competences (β = -.067, p = .40), positive identity (β = .081, p = .13), and 

boundaries and expectations (β = .086, p = .19). 

 

Table 19 
The effects of goal-directed and relational-focused mentoring interactions on youth positive 
outcomes 
 

Direct Path β p 

Goal-directed MI → Commitment to learning -.069  .37 

Goal-directed MI → Positive Values  .033  .56 

Goal-directed MI → Social Competences  .082  .33 

Goal-directed MI → Positive Identity -.036  .53 

Goal-directed MI → Support -.078  .29 

Goal-directed MI → Empowerment -.153*  .02 

Goal-directed MI → Boundaries and Expectations -.031  .65 

     

Relational-focused MI → Commitment to learning  .058  .42 

Relational-focused MI → Positive Values  .125*  .017 

Relational-focused MI → Social Competences -.067  .40 

Relational-focused MI → Positive Identity  .081  .13 

Relational-focused MI → Support  .14*  .04 

Relational-focused MI → Empowerment  .178**  .005 

Relational-focused MI → Boundaries and Expectations  .086  .19 

Note. Goal-directed MI = Goal-directed Mentoring Interactions, Relational-focused MI = Relational-focused 
Mentoring Interactions, β represents the standardized path coefficients. Significance levels; * p ≤. .05; ** p ≤. .01; 
*** p ≤. .001. 
 

According to the results, the first hypothesis of the study is not fully supported. The results 

suggest goal-directed mentoring interactions only improve mentees’ feelings of being safe, 

valued, respected (i.e., empowerment). Moreover, there will be no improvement or effect on 

mentees’ motivation and engagement in learning in and out of school (i.e., commitment to 

learning), understanding the contextual rules (i.e., boundaries and expectations), making plans 
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and decisions, being culturally and socially competent (i.e., social competencies), receiving 

support, caring, and helpful advice in the contexts (i.e., support), being optimistic, purposeful, 

self-confident, or having control over their life (i.e., positive identity), and having personal 

virtues, such as honesty, caring, responsibility and restraint (i.e., positive values). 

The statistical modelling also indicates relational-focused mentoring interactions positively 

influences some of the mentees’ developmental assets that include feelings of support by other 

people (i.e., support asset), valued, safe, respected (i.e., empowered), and mindfulness of 

personal virtues, such as honesty, caring, accountability or restraint (i.e., positive values). On 

the other hand, findings show relational-focused mentoring interaction does not possess 

statistically significant effects on mentees’ development of making plans and decisions, being 

culturally and socially competent (i.e., social competencies), being motivated and engaged in 

learning in and out of school (i.e., commitments to learning), mentees’ learning or 

understanding of contextual rules (i.e., boundaries and expectations), as well as being hopeful, 

determined, confident, having control over their life (i.e., positive identity). 

6.5.2 Results of hypothesis two: The effects of goal-directed and relational-focused 

mentoring interactions on youth negative outcomes 

The second hypothesis proposed to assess the effects of goal-directed and relational-focused 

mentoring interactions on mentees’ depression and risk-taking. Although it anticipated 

achieving a negative association between the mentioned variables, the results shown in Table 

20 indicate goal-directed mentoring interaction is positively linked to youth depression (β = 

.253, p = .000) while there is no significant effect on youth risk-taking (β = .111, p = .07). 

Inversely, the table reveals relational-focused mentoring interaction had significant negative 

effect on mentees’ depression (β = -.245, p = .000), whereas no significant associations between 

relational-focused mentoring interaction and youth risk-taking (β = -.037, p = .52) was noted. 
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Table 20 
The effects of goal-directed and relational-focused mentoring interactions on youth negative 
outcomes 
 

Direct Path β p 

Goal-directed MI → Depression  .253*** .000 

Goal-directed MI → Risk-taking  .111 .07 

     

Relational-focused MI → Depression -.245*** .000 

Relational-focused MI → Risk-taking -.037  .52 
Note. Goal-directed MI = Goal-directed Mentoring Interactions, Relational-focused MI = Relational-focused 
Mentoring Interactions, β represents the standardized path coefficients. Significance levels; * p ≤. .05; ** p ≤. .01; 
*** p ≤. .001. 
 

Thus, the hypothesis is not fully supported by statistical tests, suggesting goal-directed 

mentoring interaction was not considered negatively influential in preventing youth’s 

depression. However, the only favourable effect of relational-focused mentoring interactions 

was found on youth depression, which may decrease through such a relationship. Contrary to 

expectations, both mentoring interactions did not have direct significant negative influences 

upon mentees’ risk-taking with the intention of decreasing them. 

 

6.5.3 Results of hypothesis three: The effects of goal-directed and relational-focused 

mentoring interactions on adaptive cognitive emotion regulation strategies 

The third hypothesis was designed to assess the direct effects of goal-directed and relational-

focused mentoring interactions on youth adaptive cognitive emotion regulation strategies (e.g., 

refocus on planning and positive reappraisal, positive refocusing, putting into perspective, and 

acceptance). Although expectations were to achieve statistically significant positive direct 

effects of the mentoring interaction, the findings in Table 21 showed mixed results. 
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Table 21 
The effects of goal-directed and relational-focused mentoring interactions on youth adaptive 
cognitive emotion regulation strategies 
 

Direct Path β p 

Goal-directed MI → Acceptance .349*** .000 

Goal-directed MI → Positive Refocusing .046 .57 

Goal-directed MI → Replanning and Reappraisal .318*** .000 

Goal-directed MI → Putting into Perspective .22* .006 

     

Relational-focused MI → Acceptance -.006 .94 

Relational-focused MI → Positive Refocusing .1 .22 

Relational-focused MI → Replanning and Reappraisal -.018 .81 

Relational-focused MI → Putting into Perspective .024 .76 
Note. Goal-directed MI = Goal-directed Mentoring Interactions, Relational-focused MI = Relational-focused 
Mentoring Interactions, β represents the standardized path coefficients. Significance levels; * p ≤. .05; ** p ≤. .01; 
*** p ≤. .001. 
 
 

According to the Table 21, goal-directed mentoring interactions positively influences on 

mentees’ strategies of acceptance (β = .349, p = .000), replanning and reappraisal (β = .318, p 

= .000), as well as putting into perspective (β = .22, p = .006), however, no significant direct 

effect of goal-directed mentoring interactions was found on mentees’ strategy of positive 

refocusing (β = .46, p = .57). Unexpectedly, relational-focused mentoring interaction does not 

have any significant effect on mentees’ adaptive cognitive emotion regulation strategies that 

include acceptance (β = -.006, p = .94), positive refocusing (β = .1, p = .22), replanning and 

reappraisal (β = -0.18, p = .81), and putting into perspective (β = .24, p = .76). 

These results suggest goal-directed mentoring interactions could improve their mentee’ 

acceptance, devaluing the seriousness of the negative situation (i.e., putting into perspective), 

and thinking of other plans to change their situation and/or look for the positive side of the 

event (i.e., replanning and reappraisal) during events. However, goal-directed mentoring 

interactions might not be helpful in assisting the mentee to refocus on other enjoyable events 
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(i.e., positive refocusing) when facing such events. Additionally, relational-focused mentoring 

interactions are not supportive of mentees’ adaptive cognitive emotion regulation strategies 

during challenging or stressful times.  

6.5.4 Results of hypothesis four: The effects of goal-directed and relational-focused 

mentoring interactions on non-adaptive cognitive emotion regulation strategies 

The fourth hypothesis of the study proposed significant negative direct effects of goal-directed 

and relational-focused mentoring interactions on youth non-adaptive cognitive emotion 

regulation strategies (e.g., self-blame, other-blame, as well as rumination and catastrophising). 

Table 22 shows the findings for this hypothesis. 

 

Table 22 
The effects of goal-directed and relational-focused mentoring interactions on youth non-
adaptive cognitive emotion regulation strategies 
 

Direct Path β p 

Goal-directed MI → Self-blame .045 .58 

Goal-directed MI → Other blame -.053 .51 

Goal-directed MI → Rumination&catastrophising .06 .46 

     

Relational-focused MI → Self-blame -.004 .96 

Relational-focused MI → Other blame -.098 .22 

Relational-focused MI → Rumination&catastrophising .062 .44 
Note. Goal-directed MI = Goal-directed Mentoring Interactions, Relational-focused MI = Relational-focused 
Mentoring Interactions, β represents the standardized path coefficients. Significance levels; * p ≤. .05; ** p ≤. .01; 
*** p ≤. .001. 
 

As it can be seen in the Table, there were no significant effect of goal-directed mentoring 

interactions on mentees’ strategies of self-blame (β = .045, p = .58), other-blame (β = -.053, p 

= .51), as well as rumination and catastrophising (β = .06, p = .46). Similar results have been 

found for the direct effect of relational-focused mentoring interactions on mentees’ self-blame 
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(β = -.004, p = .96), other-blame (β = -.098, p = .22), and rumination and catastrophising (β = 

.062, p = .44) strategies. Thus, the hypothesis is not supported by the results that suggest goal-

directed and relational-focused mentoring interactions do not influence mentees’ putting the 

blame on self or others and thinking or feelings of how terrible the experienced incident was 

when facing negative events.   

6.5.5 Results of hypothesis five: The effect of adaptive cognitive emotion regulation 

strategies (i.e., replanning and reappraisal, positive refocusing, putting into perspective, 

and acceptance) on youth positive outcomes 

Hypothesis five was designed to assess the direct effects of adaptive cognitive emotion 

regulation strategies on youth developmental assets. Although significant positive direct effects 

of such strategies were anticipated, the results in Table 23 are diverse. Based on the results, 

using of acceptance strategy is positively, and exclusively, linked to youth empowerment (β = 

.143, p = .002) and there is no effect of acceptance strategy on mentees’ positive identity (β = 

.006, p = .88), social competences (β = .1, p = .09), commitment to learning (β = .058, p = .28), 

and boundaries and expectations (β = -.015, p = .76). 

However, the findings show that the strategy of positive refocusing has significant positive 

direct effect on more developmental assets that include positive identity (β = .115, p = .003), 

commitment to learning (β = -.01, p = .05), support (β = .118, p = .017), and positive values (β 

= -.126, p = .000). Nevertheless, no significant effect of this strategy has been detected on youth 

social competences (β = -.22, p = .7), empowerment (β = .047, p = .28), and boundaries and 

expectations (β = .039, p = .40). 
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Table 23 
The effects of adaptive cognitive emotion regulation strategies on youth developmental assets 
 

Direct Path β p 
Acceptance → Positive Identity .006 .88 
Acceptance → Social Competences .1 .09 
Acceptance → Commitment to learning .058 .28 
Acceptance → Empowerment .143** .002 
Acceptance → Boundaries and Expectations -.015 .76 
Acceptance → Support .049 .34 
Acceptance → Positive Values .046 .24 

     
Positive Refocusing → Positive Identity .115** .003 
Positive Refocusing → Social Competences -.022 .7 
Positive Refocusing → Commitment to learning -.1* .05 
Positive Refocusing → Empowerment .047 .28 
Positive Refocusing → Boundaries and Expectations .039 .40 
Positive Refocusing → Support .118* .017 
Positive Refocusing → Positive Values -.126*** .000 

     
Replanning and Reappraisal → Positive Identity .699*** .000 
Replanning and Reappraisal → Social Competences .147* .013 
Replanning and Reappraisal → Commitment to learning .45*** .000 
Replanning and Reappraisal → Empowerment .474*** .000 
Replanning and Reappraisal → Boundaries and Expectations .482*** .000 
Replanning and Reappraisal → Support .438*** .000 
Replanning and Reappraisal → Positive Values .688*** .000 

     
Putting into Perspective → Positive Identity -.233*** .000 
Putting into Perspective → Social Competences -.133* .021 
Putting into Perspective → Commitment to learning -.162** .002 
Putting into Perspective → Empowerment -.111* .013 
Putting into Perspective → Boundaries and Expectations -.034 .46 
Putting into Perspective → Support -.157** .002 
Putting into Perspective → Positive Values -.14*** .000 

Note. β represents the standardized path coefficients. Significance levels; * p ≤. .05; ** p ≤. .01; *** p ≤. .001. 
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As expected, the strategy of replanning and reappraisal has a significant positive direct 

effect on all of the mentees’ assets that include positive identity (β = .699, p = .000), social 

competences (β = .147, p = .013), commitment to learning (β = .45, p = .000), empowerment 

(β = .474, p = .000), boundaries and expectations (β = .482, p = .000), support (β = .438, p = 

.000), and positive values (β = .688, p = .000). Conversely, the strategy of putting into 

perspective has a significant negative direct effect on most of the developmental assets such as 

positive identity (β = -.233, p = .000), social competences (β = -.133, p = .021), commitment 

to learning (β = -.162, p = .002), empowerment (β = -.111, p = .013), support (β = -.157, p = 

.002), and positive values (β = -.14, p = .000). However, there was no significant effect of this 

strategy on boundaries and expectations (β = -.034, p = .46). 

All in all, the outcomes suggest using of acceptance strategy during negative events 

exclusively improves youth’s feelings of being safe, valued, respected (i.e., empowerment). 

However, to refocus on other enjoyable events (i.e., positive refocusing) as an adaptive strategy 

increases mentees’ receiving support, caring, and helpful advice in the contexts (i.e., support) 

or being optimistic, purposeful, self-confident, or having control over their life (i.e., positive 

identity). Simultaneously, it may decrease youth’s motivation and engagement in learning in 

and out of school (i.e., commitment to learning) and having personal virtues, such as honesty, 

caring, responsibility and restraint (i.e., positive values). 

Confidently, thinking of other plans to change their situation and/or look for the positive 

side of the event (i.e., replanning and reappraisal) promotes young people’s feelings of being 

safe, valued, respected (i.e., empowerment), motivated and engaged in learning in and out of 

school (i.e., commitment to learning), thoughtful of the contextual rules (i.e., boundaries and 

expectations), capable of making plans and decisions, being culturally and socially competent 

(i.e., social competencies), enabled to receive support, caring, and helpful advice in the contexts 

(i.e., support), optimistic, purposeful, self-confident, or having control over their life (i.e., 
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positive identity), and having personal virtues, such as honesty, caring, responsibility and 

restraint (i.e., positive values). Oppositely, undervaluing the seriousness of a negative situation 

(i.e., putting into perspective) decreases possessing of these assets except for understanding the 

contextual rules (i.e., boundaries and expectations) which is not impacted by this strategy 

(putting into perspective). 

6.5.6 Results of hypothesis six: The effect of non-adaptive cognitive emotion regulation 

strategies (i.e., self-blame, other blame rumination and catastrophising) on youth 

positive outcomes 

Hypothesis sixth evaluated the link between non-adaptive cognitive emotion regulation 

strategies (i.e., self-blame, other blame rumination and catastrophising) on youth 

developmental assets. The hypothesis estimated a negative relationship and the outcomes 

presented in Table 24 reveal significant negative effect of self-blame on youth’s positive 

identity (β = -.127, p = .000), empowerment (β = -.323, p = .000), boundaries and expectations 

(β = -.23, p = .000), and support (β = -.152, p = .002), whereas no significant effect of this 

strategy were noted on youth social competences (β = -.077, p = .16), commitment to learning 

(β = -.006, p = .91), and positive values (β = -.05, p = .17).  

In terms of the direct effect of other-blame strategy on youth developmental assets, the 

results show significant negative effect of this strategy on young people’s empowerment (β = 

-.178, p = .000), boundaries and expectations (β = -.186, p = .000), support (β = -.126, p = .01), 

and positive values (β = -.137, p = .000). However, no significant effect has been found on 

youth’s positive identity (β = -.065, p = .09), social competences (β = -.047, p = .41), 

commitment to learning (β = -.052, p = .30).  
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Table 24 
The effects of non-adaptive cognitive emotion regulation strategies on youth developmental 
assets 
 

Direct Path β p 

Self-blame → Positive Identity -.127*** .000 

Self-blame → Social Competences -.077 .16 

Self-blame → Commitment to learning -.006 .91 

Self-blame → Empowerment -.323*** .000 

Self-blame → Boundaries and Expectations -.23*** .000 

Self-blame → Support -.152** .002 

Self-blame → Positive Values -.05 .17 

     

Other blame → Positive Identity -.065 .09 

Other blame → Social Competences -.047 .41 

Other blame → Commitment to learning -.052 .30 

Other blame → Empowerment -.178*** .000 

Other blame → Boundaries and Expectations -.186*** .000 

Other blame → Support -.126** .01 

Other blame → Positive Values -.137*** .000 

     

Rumination&catastrophising → Positive Identity -.048 .20 

Rumination&catastrophising → Social Competences .017 .76 

Rumination&catastrophising → Commitment to learning .024 .64 

Rumination&catastrophising → Empowerment .101* .02 

Rumination&catastrophising → Boundaries and Expectations .167*** .000 

Rumination&catastrophising → Support .009 .84 

Rumination&catastrophising → Positive Values .037 .32 
Note. β represents the standardized path coefficients. Significance levels; * p ≤. .05; ** p ≤. .01; *** p ≤. .001. 

 

Unexpectedly, the strategy of rumination and catastrophising revealed positive direct effect 

on mentees’ empowerment (β = .101, p = .02) and boundaries and expectations (β = .167, p = 

.000), whereas no significant effect of this strategy was noted on positive identity (β = -.048, p 
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= .20), social competences (β = .017, p = .76), commitment to learning (β = .024, p = .64), 

support (β = .009, p = .84), and positive values (β = .037, p = .32). 

Thus, the hypothesis is not fully supported by statistical tests. The findings suggest putting 

the blame of a negative event on self can decrease being optimistic, purposeful, self-confident, 

or having control over their life (i.e., positive identity), feelings of being safe, valued, respected 

(i.e., empowerment), understanding the contextual rules (i.e., boundaries and expectations), 

and receiving support, caring, and helpful advice in the contexts (i.e., support). Similarly, 

putting the blame of a negative event on others minimizes feelings of being safe, valued, 

respected (i.e., empowerment), understanding the contextual rules (i.e., boundaries and 

expectations), receiving support, caring, and helpful advice in the contexts (i.e., support), and 

developing personal virtues, such as honesty, caring, responsibility and restraint (i.e., positive 

values). Surprisingly, repetitive thoughts about negative events or feelings of how terrible they 

were (i.e., rumination and catastrophising) improve mentees’ feelings of being safe, valued, 

respected (i.e., empowerment) and help to understand the contextual rules (i.e., boundaries and 

expectations). 

6.5.7 Results of hypothesis seven: the effect of adaptive cognitive emotion regulation 

strategies (i.e., replanning and reappraisal, positive refocusing, putting into perspective, 

and acceptance) on youth negative outcomes 

Hypothesis seven aimed to assess the direct effects of adaptive cognitive emotion regulation 

strategies on mentees’ depression and risk-taking. Although significant negative effects were 

expected, the findings in Table 25 reveals significant positive effect of acceptance strategy on 

mentees’ depression (β = .101, p = .02), and risk-taking (β = .18, p = .000). Equally, positive 

refocusing has a significant positive effect on youth’s risk-taking (β = .173, p = .000), whereas 

no significant direct effect of this strategy was found on youth’s depression (β = -.056, p = .18). 
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Table 25 
The effects of adaptive cognitive emotion regulation strategies on youth negative outcomes 
 

Direct Path β p 

Acceptance → Depression .101* .02 

Acceptance → Risk-taking .18*** .000 

     

Positive Refocusing → Depression -.056 .18 

Positive Refocusing → Risk-taking .173*** .000 

     

Replanning and Reappraisal → Depression -.549*** .000 

Replanning and Reappraisal → Risk-taking -.632*** .000 

     

Putting into Perspective → Depression .139*** .001 

Putting into Perspective → Risk-taking .056 .18 
Note. β represents the standardized path coefficients. Significance levels; * p ≤. .05; ** p ≤. .01; *** p ≤. .001. 

 

As anticipated, the strategy of replanning and reappraisal has a significant negative effect 

on mentees’ depression (β = -.549, p = .000), and risk-taking (β = -.632, p = .000). Conversely, 

the strategy of putting into perspective has a significant positive effect on youth’s depression 

(β = .139, p = .001) while there is no effect on their risk-taking (β = .056, p = .18).  

These results suggest accepting a negative event (i.e., acceptance) and refocusing on other 

enjoyable events rather than the existing stressful event (i.e., positive refocusing) increase 

youth’s risk-taking. Similarly, accepting an undesirable event (i.e., acceptance) and putting 

down the seriousness of a negative event (i.e., putting into perspective) increase youth’s 

depressive symptoms. However, thinking about making plans to fix their situation or seeking 

positive sides of events (i.e., replanning and reappraisal) could prevent mentees’ depression 

and risk-taking.  
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6.5.8 Results of hypothesis eight: The effects of non-adaptive cognitive emotion regulation 

strategies (i.e., self-blame, other blame rumination and catastrophising) on youth 

negative outcomes 

Hypothesis eight was developed to measure the direct effects of non-adaptive cognitive 

emotion regulation strategies (i.e., self-blame, other blame rumination and catastrophising) on 

youth depressive symptoms and risk-taking. These effects are anticipated to be significant and 

positive. As the results in Table 26 shows, the strategy of self-blame has a significant positive 

effect on mentees’ depression (β = .325, p = .000), and risk-taking (β = .131, p = .001). 

Likewise, the strategy of other-blame has a significant positive effect on mentees’ depression 

(β = .141, p = .000), and risk-taking (β = .168, p = .000). Although there is also a significant 

positive effect of rumination and catastrophising on youth’s depressive symptoms (β = .123, p 

= .004), this strategy has a significant negative effect on youth’s risk-taking (β = -.152, p = 

.000). 

 

Table 26 
The effects of non-adaptive cognitive emotion regulation strategies on youth negative outcomes 
 

Direct Path β p 

Self-blame → Depression .325*** .000 

Self-blame → Risk-taking .131*** .001 

     

Other blame → Depression .141*** .000 

Other blame → Risk-taking .168*** .000 

     

Rumination&catastrophising → Depression .123** .004 

Rumination&catastrophising → Risk-taking -.152*** .000 
Note. β represents the standardized path coefficients. Significance levels; * p ≤. .05; ** p ≤. .01; *** p ≤. .001. 
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Therefore, this hypothesis is partially supported by the results suggesting putting the blame 

of a negative event on self (i.e., self-blame) or on others (i.e., other-blame) as well as repetitive 

thinking about negative events, or feeling how terrible it was (i.e., rumination and 

catastrophising) considerably increase youth’s depression. Moreover, putting the blame of a 

negative event on self (i.e., self-blame) or on others (i.e., other blame) also increase youth’s 

risk-taking, whereas, repetitive thoughts about negative events, or feeling how terrible it was 

(i.e., rumination and catastrophising) could decrease their risk-taking. 

6.5.9 Results of hypothesis nine: The significant mediating effect of adaptive cognitive 

emotion regulation strategies between goal-directed mentoring interactions and positive 

youth outcomes 

The ninth hypothesis of the current study aimed to estimate the indirect effects of refocus on 

planning and positive reappraisal, positive refocusing, putting into perspective, and acceptance 

in the association between goal-directed mentoring interactions and youth developmental 

assets. Although expectations were to achieve statistically significant mediating effects of the 

strategies, the findings in Table 27 illustrated mixed results.  

 

Table 27 
The mediation effect of adaptive cognitive emotion regulation strategies between goal-
directed mentoring interactions and developmental assets 
 

 
Indirect Paths 

 

β  90% BC bootstrap CI 
Indirect 
Effect p LB UB 

Goal-directed MI  → Acceptance → Positive Values .016 .53 -.293 .665 
Goal-directed MI  → Acceptance → Positive Identity .002 .94 -.539 .484 

Goal-directed MI  → Acceptance → Social 
Competences .035 .36 -.239 .969 

Goal-directed MI  → Acceptance → Commitment to 
learning .02 .52 -.34 .879 

Goal-directed MI  → Acceptance → Empowerment .05 .10 -.007 1.102 
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Goal-directed MI  → Acceptance → Boundaries and 
Expectations -.005 .86 -.728 .522 

Goal-directed MI  → Acceptance → Support .017 .70 -.673 .971 
     

Goal-directed MI  → Positive Refocusing → Positive 
Values -.006 .42 -.302 .072 

Goal-directed MI  → Positive Refocusing → Positive 
Identity .005 .33 -.054 .397 

Goal-directed MI  → Positive Refocusing → Social 
Competences -.001 .62 -.284 .078 

Goal-directed MI → Positive Refocusing → 
Commitment to learning -.005 .39 -.407 .062 

Goal-directed MI  → Positive Refocusing → 
Empowerment .002 .44 -.043 .273 

Goal-directed MI  → Positive Refocusing → 
Boundaries and Expectations .002 .47 -.043 .243 

Goal-directed MI  → Positive Refocusing → Support .005 .36 -.065 .446 
     

Goal-directed MI  → Replanning and Reappraisal → 
Positive Values .219*** .001 1.204 3.154 

Goal-directed MI  → Replanning and Reappraisal → 
Positive Identity .222*** .001 1.39 3.861 

Goal-directed MI  → Replanning and Reappraisal → 
Social Competences .047 .30 -.236 1.15 

Goal-directed MI  → Replanning and Reappraisal → 
Commitment to learning .143*** .001 .554 2.386 

Goal-directed MI  → Replanning and Reappraisal → 
Empowerment .151*** .000 .78 2.571 

Goal-directed MI  → Replanning and Reappraisal → 
Boundaries and Expectations .153*** .000 .73 2.638 

Goal-directed MI  → Replanning and Reappraisal → 
Support .139** .001 .688 2.996 

     
Goal-directed MI  → Putting into Perspective → 

Positive Values -.031* .019 -.711 -.069 

Goal-directed MI  → Putting into Perspective → 
Positive Identity -.051** .004 -1.148 -.208 

Goal-directed MI  → Putting into Perspective → 
Social Competences -.029 .21 -.813 .076 

Goal-directed MI  → Putting into Perspective → 
Commitment to learning -.036 .08 -.922 -.01 

Goal-directed MI  → Putting into Perspective → 
Empowerment -.024 .19 -.74 .06 

Goal-directed MI  → Putting into Perspective → 
Boundaries and Expectations -.008 .67 -.44 .26 

Goal-directed MI  → Putting into Perspective → 
Support -.034 .10 -1.079 .005 

Note. Goal-directed MI = Goal-directed Mentoring Interactions; β represents the standardized path coefficients. 
Significance levels; * p ≤. .05; ** p ≤. .01; *** p ≤. .001. 
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Based on the Table 27, acceptance strategy does not mediate any association between goal-

directed mentoring interactions and developmental assets that include positive values (β = .016, 

p = .53), positive identity (β = .002, p = .94), social competencies (β = .035, p = .36), 

commitment to learning (β = .02, p = .52), empowerment (β = .05, p = .10), or boundaries and 

expectations (β = -.005, p = .86), and support (β = .017, p = .70). Equally, the strategy of 

positive refocusing has no mediating effect between goal-directed mentoring interactions and 

positive values (β = -.006, p = .42), positive identity (β = .005, p = .33), social competencies (β 

= -.001, p = .62), commitment to learning (β = -.005, p = .39), empowerment (β = .002, p = 

.44), or boundaries and expectations (β = .002, p = .47), and support (β = .005, p = .36). 

Therefore, these results suggest goal-directed mentoring interactions (characterized by 

learning, problem-solving, and promoting mentee’s performance) could not encourage mentees 

to accept occurrence of a negative event (i.e., acceptance) or to think about other pleasant 

events (i.e., positive refocusing) in order to promote the mentee’s positive identity (e.g., 

improved self-esteem, hopefulness, purposefulness, and internal locus of control), 

empowerment (e.g., valued, safe, or respected) and feelings of being supported (e.g., being 

cared), and boundaries and expectations (e.g., understanding of contextual boundaries and 

expectations), mentees’ commitment to learning (e.g., motivated and engaged in learning in 

and out of school), positive values (e.g., honesty, caring, responsibility and restraint), and social 

competencies (e.g., making plans and decisions, being culturally and socially competent). 

However, in terms of the mediating role of replanning and reappraisal in the relationship 

between goal-directed mentoring interactions and mentees’ developmental assets, the table 

reveals significant intervening roles between goal-directed mentoring interactions and positive 

values (β = .219, p = .001), positive identity (β = .222, p = .001), commitment to learning (β = 

.143, p = .30), empowerment (β = .151, p = .000), or boundaries and expectations (β = .153, p 

= .000), and support (β = .139, p = .001). However, no significant mediation effect of 
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replanning and reappraisal was found between goal-directed mentoring and social 

competencies (β = .047, p = .30). The results propose goal-directed mentoring interactions 

could strongly urge mentees to think of other plans to change their situation and/or look for the 

positive side of the event (i.e., replanning and reappraisal) to support the mentee’s positive 

values (e.g., honesty, caring, responsibility and restraint), positive identity (e.g., improved self-

esteem, hopefulness, purposefulness, and internal locus of control), empowerment (e.g., 

valued, safe, or respected), commitment to learning (e.g., motivated and engaged in learning in 

and out of school), and feeling of being supported (e.g., being cared), and boundaries and 

expectations (e.g., understanding of the contextual boundaries and expectations). Nevertheless, 

the results show being in a goal-directed mentoring does not guarantee mentees’ social 

competencies (e.g., making plans and decisions, being culturally and socially competent) by 

encouraging the mentee to think about making plans to fix their situation or seeking positive 

sides of events (i.e., replanning and reappraisal). 

Regarding mediation effects of putting into perspectives as an adaptive strategy in the 

association between goal-directed mentoring interaction and developmental assets, significant 

mediation effect found in the link between goal-directed mentoring and positive values (β = -

.031, p = .019) as well as positive identity (β = -.051, p = .004). Furthermore, no significant 

effect was shown between goal-directed mentoring and social competencies (β = -.029, p = 

.21), commitment to learning (β = -.036, p = .08), empowerment (β = -.024, p = .19), or 

boundaries and expectations (β = -.008, p = .67), and support (β = -.034, p = .10). Generally, 

these results indicate encouraging the mentee to lessen the seriousness of the negative situation 

(i.e., putting into perspective) through goal-directed mentoring may not help promoting 

mentees’ developmental assets. This process might even decrease the mentees’ positive 

identity (e.g., self-esteem, confidence, determination, and internal locus of control) and develop 
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positive values (e.g., the virtues of being honest, caring, integrated). Having said, the findings 

do not entirely support the ninth hypothesis. 

6.5.10 Results of hypothesis ten: The significant mediating effect of adaptive cognitive 

emotion regulation strategies between goal-directed mentoring interactions and negative 

youth outcomes 

This section evaluates the mediating effects of adaptive strategies relating to goal-directed 

mentoring interactions and negative youth outcomes. The results in Table 28 illustrate 

significant mediation effects of acceptance as an adaptive strategy between goal-directed 

mentoring interaction and risk-taking (β = .063, p = .04) but not for depression (β = .035, p = 

.23). Based on these results, encouraging the mentee to accept negative events increases the 

risk of mentees’ risk-taking but there is no effect on their depressive symptoms.  

 

 

 

 

 

 

 

 

 

 

 

 



 

175 
 

Table 28 
The mediation effect of adaptive cognitive emotion regulation strategies between goal-
directed mentoring interactions and negative outcomes 
 

 

Indirect Paths 

 

β  90% BC bootstrap CI 

Indirect 

Effect 

p LB UB 

Goal-directed MI → Acceptance → Risk-

taking 
.063* .04 .146 1.645 

Goal-directed MI → Acceptance → Depression .035 .23 -.027 .2 

     

Goal-directed MI → Positive Refocusing → 

Risk-taking 
.008 .41 -.108 .538 

Goal-directed MI → Positive Refocusing  → 

Depression 
-.003 .41 -.056 .007 

     

Goal-directed MI → Replanning and 

Reappraisal → Risk-taking 
-.20*** .000 -3.731 -1.373 

Goal-directed MI → Replanning and 

Reappraisal → Depression 
-.17*** .001 -.511 -.157 

     

Goal-directed MI → Putting into Perspective 

→ Risk-taking 
.012 .39 -.188 .67 

Goal-directed MI → Putting into Perspective 

→ Depression 
.030 .07 .004 .143 

Note. Goal-directed MI = Goal-directed Mentoring Interactions; β represents the standardized path coefficients.  
Significance levels; * p ≤. .05; ** p ≤. .01; *** p ≤. .001. 
 

As expected and consistent with the hypothesis, replanning and reappraisal strategy 

significantly mediates the association between goal-directed mentoring interactions and 

youth’s depression (β = -.17, p = .001) and risk-taking (β = -.20, p = .000).  In this respect, the 

findings recommend goal-directed mentoring interactions may decrease mentees’ depressive 

symptoms, the risk of mentees’ substance use and antisocial behaviours, if the mentee’s 

thoughts are directed to other plans to improve their situations or find a positive side from a 
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negative event (i.e., replanning and reappraisal). However, strategies of putting into perspective 

found no effective mediator between goal-directed mentoring interactions and depression (β = 

.030, p = .07) and youth risk-taking (β = .012, p = .39). These results suggest goal-directed 

mentoring interactions cannot help reduce mentees’ depression and risk-taking, by encouraging 

them to minimise the seriousness of the stressful events (e.g., putting into perspective). 

Therefore, the tenth hypothesis is not fully supported. 

6.5.11 Results of hypothesis eleven: The significant mediating effect of non-adaptive 

cognitive emotion regulation strategies between goal-directed mentoring interactions 

and positive youth outcomes 

The eleventh hypothesis of the study proposed non-adaptive cognitive emotion regulation 

strategies that significantly mediated the relationship between goal-directed mentoring and 

youth positive outcomes. Table 29 illustrates the findings for this hypothesis. 

 

Table 29 
The mediation effect of non-adaptive cognitive emotion regulation strategies between goal-
directed mentoring interaction and developmental assets 
 

 

Indirect Paths 

 

β  90% BC bootstrap CI 

Indirect 

Effect 
p LB UB 

Goal-directed MI → Self-blame → Positive Values -.002 .51 -.337 .069 

Goal-directed MI → Self-blame → Positive Identity -.006 .35 -.533 .066 

Goal-directed MI → Self-blame→ Social 

Competences 
-.003 .55 -.463 .119 

Goal-directed MI → Self-blame→ Commitment to 

learning 
0 .96 -.257 .248 

Goal-directed MI→ Self-blame→ Empowerment -.015 .40 -.76 .182 

Goal-directed MI → Self-blame → Boundaries and 

Expectations 
-.01 .38 -.647 .12 
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Goal-directed MI → Self-blame → Support -.007 .40 -.746 .103 

     

Goal-directed MI → Other blame → Positive Values .007 .41 -.078 .342 

Goal-directed MI → Other blame→ Positive Identity .003 .34 -.031 .282 

Goal-directed MI → Other blame→ Social 

Competences 
.002 .45 -.039 .252 

Goal-directed MI → Other blame→ Commitment to 

learning 
.003 .41 -.037 .279 

Goal-directed MI → Other blame→ Empowerment .009 .41 -.106 .421 

Goal-directed MI → Other blame→ Boundaries and 

Expectations 
.01 .40 -.117 .431 

Goal-directed MI → Other blame→ Support .007 .33 -.06 .445 

     

Goal-directed MI →Rumination&catastrophising → 

Positive Values 
.002 .46 -.057 .289 

Goal-directed MI →Rumination&catastrophising → 

Positive Identity 
-.003 .49 -.404 .074 

Goal-directed MI →Rumination&catastrophising → 

Social Competences 
.001 .81 -.166 .275 

Goal-directed MI →Rumination&catastrophising → 

Commitment to learning 
.001 .70 -.149 .327 

Goal-directed MI →Rumination&catastrophising → 

Empowerment 
.006 .35 -.06 .514 

Goal-directed MI →Rumination&catastrophising → 

Boundaries and Expectations 
.01 .31 -.063 .621 

Goal-directed MI →Rumination&catastrophising → 

Support 
.001 .92 -.24 .307 

Note. Goal-directed MI = Goal-directed Mentoring Interactions; β represents the standardized path coefficients.  
Significance levels; * p ≤. .05; ** p ≤. .01; *** p ≤. .001. 
 

Unpredictably and based on the results, there is no significant mediation of self-blame 

strategy in the association between goal-directed mentoring and mentees’ positive values (β = 

-.002, p = .51), positive identity (β = -.006, p = .32), social competencies (β = -.003, p = .55), 
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commitment to learning (β = .0, p = .96), empowerment (β = -.015, p = .40), or boundaries and 

expectations (β = -.01, p = .38), and support (β = -.007, p = .40). Similarly, no mediation effect 

of other-blame strategy has been found between goal-directed mentoring interaction and 

mentees’ positive values (β = .007, p = .41), positive identity (β = .003, p = .34), social 

competencies (β = .002, p = .45), commitment to learning (β = .003, p = .41), empowerment (β 

= .009, p = .41), or boundaries and expectations (β = .01, p = .40), and support (β = .007, p = 

.33). Likewise, the strategy of rumination and catastrophising did not have any mediating 

effects between goal-directed mentoring interactions and mentees’ positive values (β = .002, p 

= .46), positive identity (β = -.003, p = .49), social competencies (β = .001, p = .81), 

commitment to learning (β = .001, p = .70), empowerment (β = .006, p = .35), or boundaries 

and expectations (β = .01, p = .31), and support (β = .001, p = .92). 

Thus, the findings suggest goal-directed mentoring interactions do not necessarily promote 

mentees’ developmental assets through reducing mentees’ non-adaptive cognitive emotion 

regulation strategies. In part, the findings suggest that goal-directed mentoring interactions may 

not help decrease mentees’ thoughts of putting the blame of a negative event on self (i.e., self-

blame), or on others (i.e., other-blame), or repeatedly thinking about the incidents and 

undesirable feelings of the event (i.e., rumination and catastrophising) in order to encourage 

mentees’ positive values (e.g., honesty, caring, responsibility and restraint), positive identity 

(e.g., improved self-esteem, hopefulness, purposefulness, and internal locus of control), 

commitment to learning (e.g., being motivated in new learning), social competencies (e.g., 

setting plans and making decisions, being competent), empowerment (e.g., valued, safe, or 

respected) and feeling of being supported (e.g., being cared), and boundaries and expectations 

(e.g., understanding of the contextual boundaries and expectations). All in all, hypothesis 

eleven is fully rejected by the results. 
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6.5.12 Results of hypothesis twelve: The significant mediating effect of non-adaptive 

cognitive emotion regulation strategies between goal-directed mentoring interactions 

and negative youth outcomes 

Hypothesis twelve proposed non-adaptive cognitive emotion regulation strategies significantly 

mediated the link between goal-directed mentoring and youth depression or risk-taking. Table 

30 shows these results. 

 

Table 30 
The mediation effect of non-adaptive cognitive emotion regulation strategies between goal-
directed mentoring interaction and negative outcomes 
 

 
Indirect Paths 

 

β  90% BC bootstrap CI 
Indirect 
Effect p LB UB 

Goal-directed MI →Self-blame → Risk-
taking .006 .33 -.072 .642 

Goal-directed MI → Self-blame → 
Depression .015 .43 -.037 .133 

     
Goal-directed MI → Other blame → Risk-

taking -.009 .35 -.442 .11 

Goal-directed MI → Other blame → 
Depression -.007 .33 -.063 .013 

     
Goal-directed MI → 

Rumination&catastrophising→ Risk-taking -.009 .28 -.675 .071 

Goal-directed MI → 
Rumination&catastrophising → Depression .007 .28 -.009 .092 

     
Note. Goal-directed MI = Goal-directed Mentoring Interactions; β represents the standardized path coefficients.  
Significance levels; * p ≤. .05; ** p ≤. .01; *** p ≤. .001. 
 

In terms of the intervening role of self-blame strategy, no significant effects were noted in the 

relationships between goal-directed mentoring and youth risk-taking (β = .006, p = .33) as 

well as their depressive symptoms (β = .015, p = .43). The same, other-blame strategy has no 

significant mediating effects between goal-directed mentoring and youth risk-taking (β = -

.009, p = .35) as well as their depression (β = -.007, p = .33). Additionally, the strategy of 
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rumination and catastrophising does not mediate the relationship between goal-directed 

mentoring and youth risk-taking (β = -.009, p = .28) as well as their depressive symptoms (β 

= .007, p = .28). 

The findings suggest that goal-directed mentoring interactions cannot assist in reducing 

mentees’ depressive symptoms or risk-taking behaviour through impacting on their non-

adaptive strategies that include thinking of putting the blame on self during stressful events 

(i.e., self-blame) or other people (i.e., other-blame), as well as repetitive thinking about the 

stressful event and how it was a terrible experience (i.e., rumination and catastrophising). 

Having said, there is no effect on mentees’ depression or risk-taking should occur. Therefore, 

the twelveth hypothesis is not supported, as all paths are not directed to the expected direction. 

To this point, goal-directed mentoring interaction was the predictor in hypotheses. The 

following sections provide hypothesis testing which relates to relational-focused mentoring 

interactions. 

6.5.13 Results of hypothesis thirteen: The significant mediating effect of adaptive cognitive 

emotion regulation strategies between relational-focused mentoring interactions and 

positive youth outcomes 

Hypothesis thirteen aimed to measure the indirect effect of adaptive cognitive emotion 

regulation strategies via establishing a connection between relational mentoring and mentees’ 

developmental assets. The findings in Table 31 revealed the results related to this hypothesis.  
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Table 31 
The mediation effect of adaptive cognitive emotion regulation strategies between relational-
focused mentoring interactions and developmental assets 
 

 
Indirect Paths 

 

β  90% BC bootstrap CI 
Indirect 
Effect p LB UB 

Relational-focused MI   → Acceptance → 
Positive Values 0 .75 -.174 .082 

Relational-focused MI   → Acceptance → 
Positive Identity 0 .87 -.127 .094 

Relational-focused MI   → Acceptance → 
Social Competences -.001 .79 -.229 .127 

Relational-focused MI   → Acceptance → 
Commitment to learning 0 .87 -.19 .124 

Relational-focused MI   → Acceptance → 
Empowerment -.001 .80 -.273 .176 

Relational-focused MI   → Acceptance → 
Boundaries and Expectations 0 .99 -.138 .147 

Relational-focused MI   → Acceptance → 
Support 0 .82 -.238 .148 

     
Relational-focused MI   → Positive 

Refocusing → Positive Values -.013 .11 -.435 .005 

Relational-focused MI   → Positive 
Refocusing → Positive Identity .011 .11 -.003 .469 

Relational-focused MI   → Positive 
Refocusing → Social Competences -.002 .61 -.294 .118 

Relational-focused MI  → Positive 
Refocusing → Commitment to learning -.01 .24 -.456 .04 

Relational-focused MI   → Positive 
Refocusing → Empowerment .005 .33 -.044 .306 

Relational-focused MI   → Positive 
Refocusing → Boundaries and 

Expectations 
.004 .39 -.052 .281 

Relational-focused MI   → Positive 
Refocusing → Support .012 .15 -.018 .528 

     
Relational-focused MI   → Replanning and 

Reappraisal → Positive Values -.013 .79 -1 .634 

Relational-focused MI   → Replanning and 
Reappraisal → Positive Identity -.013 .79 -1.137 .726 

Relational-focused MI   → Replanning and 
Reappraisal → Social Competences -.003 .55 -.349 .101 

Relational-focused MI   → Replanning and 
Reappraisal → Commitment to learning -.008 .74 -.677 .392 

Relational-focused MI   → Replanning and 
Reappraisal → Empowerment -.009 .78 -.69 .46 
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Relational-focused MI   → Replanning and 
Reappraisal → Boundaries and 

Expectations 
-.009 .78 -.715 .448 

Relational-focused MI   → Replanning and 
Reappraisal → Support -.008 .76 -.798 .446 

     
Relational-focused MI   → Putting into 

Perspective → Positive Values -.003 .57 -.298 .12 

Relational-focused MI   → Putting into 
Perspective → Positive Identity -.006 .63 -.445 .256 

Relational-focused MI   → Putting into 
Perspective → Social Competences -.003 .47 -.357 .078 

Relational-focused MI   → Putting into 
Perspective → Commitment to learning -.004 .51 -.373 .118 

Relational-focused MI   → Putting into 
Perspective → Empowerment -.003 .45 -.346 .076 

Relational-focused MI   → Putting into 
Perspective → Boundaries and 

Expectations 
-.001 .68 -.205 .075 

Relational-focused MI   → Putting into 
Perspective → Support -.004 .49 -.475 .127 

Note. Relational-focused MI = Relational-focused Mentoring Interactions; β represents the standardized path 
coefficients. Significance levels; * p ≤. .05; ** p ≤. .01; *** p ≤. .001. 
 

According to the Table 31, acceptance strategy does not mediate any association between 

relational-focused mentoring interactions and developmental assets that include positive values 

(β = 0, p = .75), positive identity (β = 0, p = .87), social competencies (β = -.001, p = .79), 

commitment to learning (β = 0, p = .87), empowerment (β = -.001, p = .80), or boundaries and 

expectations (β = 0, p = .99), and support (β = 0, p = .82). Similarly, the strategy of positive 

refocusing has no mediating effect between goal-directed mentoring interactions and positive 

values (β = -.013, p = .11), positive identity (β = .011, p = .11), social competencies (β = -.002, 

p = .61), commitment to learning (β = -.01, p = .24), empowerment (β = .005, p = .33), or 

boundaries and expectations (β = .004, p = .39), and support (β = .012, p = .15). 

Parallel to the previous strategy, but inconsistent with the proposed hypothesis, the strategy 

of replanning and reappraisal has no significant mediating role in the relationship between 

relational-focused mentoring interactions and mentees’ developmental assets such as positive 

values (β = -.013, p = .79), positive identity (β = -.013, p = .79), social competencies (β = -
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.003, p = .55), commitment to learning (β = -.008, p = .74), empowerment (β = -.009, p = .78), 

or boundaries and expectations (β = -.009, p = .78), and support (β = -.008, p = .76). 

Correspondingly, positive refocusing strategy does not have any mediation effect in the 

relationship between relational-focused mentoring interactions and mentees’ positive values (β 

= -.003, p = .57), positive identity (β = -.006, p = .63), social competencies (β = -.003, p = .47), 

commitment to learning (β = -.004, p = .51), empowerment (β = -.003, p = .45), or boundaries 

and expectations (β = -.001, p = .68), and support (β = -.004, p = .49). 

 Therefore, these results suggest relational-focused mentoring interactions (characterized 

by satisfaction, closeness, trust, commitment, being liked, and enjoyed spending time) could 

not encourage mentees to accept occurrence of a negative event (i.e., acceptance), to think 

about other pleasant events (i.e., positive refocusing), to think of other plans to change their 

situation and/or look for the positive side of the event (i.e., replanning and reappraisal), and to 

disregard stressful situations—in comparison to other life situations (i.e., putting into 

perspective)— to support the mentee’s positive identity (e.g., improved self-esteem, 

hopefulness, purposefulness, and internal locus of control), empowerment (e.g., valued, safe, 

or respected) and feelings of being supported (e.g., being cared), and boundaries and 

expectations (e.g., understanding of contextual boundaries and expectations), mentees’ 

commitment to learning (e.g., motivated and engaged in learning in and out of school), positive 

values (e.g., honesty, caring, responsibility and restraint), and social competencies (e.g., 

making plans and decisions, being culturally and socially competent). Thus, the findings do 

not support the hypothesis. 
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6.5.14 Results of hypothesis fourteen: The significant mediating effect of adaptive cognitive 

emotion regulation strategies between relational-focused mentoring interactions and 

negative youth outcomes 

Hypothesis fourteen evaluated the mediating role of adaptive cognitive emotion regulation 

strategies via the link between relational-focused mentoring interactions and negative youth 

outcomes. The outcomes in Table 32 showed no significant indirect effects of these strategies. 

 

Table 32  
The mediation effect of adaptive cognitive emotion regulation strategies between relational-
focused mentoring interactions and negative outcomes 
 

 
Indirect Paths 

 

β  90% BC bootstrap CI 
Indirect 
Effect 

p LB UB 

Relational-focused MI   → Acceptance → 
Risk-taking -.001 .84 -.396 .286 

Relational-focused MI  → Acceptance → 
Depression -.001 .83 -.042 .025 

     
Relational-focused MI  → Positive 

Refocusing → Risk-taking .017 .11 -.007 .684 

Relational-focused MI → Positive 
Refocusing  → Depression -.006 .33 -.069 .008 

     
Relational-focused MI → Replanning and 

Reappraisal → Risk-taking .012 .79 -.708 1.098 

Relational-focused MI → Replanning and 
Reappraisal → Depression .01 .78 -.087 .15 

     
Relational-focused MI → Putting into 

Perspective → Risk-taking .001 .54 -.072 .268 

Relational-focused MI → Putting into 
Perspective → Depression .003 .504 -.019 .056 

Note. Relational-focused MI = Relational-focused Mentoring Interactions; β represents the standardized path 
coefficients. Significance levels; * p ≤. .05; ** p ≤. .01; *** p ≤. .001. 

 

Regarding the acceptance strategy, no significant indirect effect of acceptance was found 

between relational-focused mentoring interactions and mentees’ risk-taking (β = -.001, p = 

.84), as well as their depressive symptoms (β = -.001, p = .83). Alike, positive refocusing 
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strategy has no significant mediating effect in between relational-focused mentoring 

interactions and mentees’ risk-taking (β = .017, p = .11), as well as their depressive symptoms 

(β = -.006, p = .33). Similarly, no significant indirect effect of replanning and reappraisal 

strategy was noted in the link between relational-focused mentoring interactions and mentees’ 

risk-taking (β = .012, p = .79), as well as their depression (β = .01, p = .78). Consistent with 

the previous strategies, putting into perspective strategy also has shown no mediation effect in 

the association between relational-focused mentoring interactions and mentees’ risk-taking (β 

= .001, p = .54), as well as their depression (β = .003, p = .504). 

Based on the results and contrary to the hypothesis, relational-focused mentoring 

interactions does not encourage mentees to accept adverse situations to down regulate their 

emotions (i.e., acceptance), to think about other pleasant events (i.e., positive refocusing), to 

think about other joyful events or reconsideration of plans (i.e., replanning and reappraisal), to 

underestimate a stressful situation, since worse situations in life may exist (i.e., putting into 

perspective) in order to reduce mentees depressive symptoms and risk-taking behaviours. 

Therefore, this hypothesis is not supported. 

6.5.15 Results of hypothesis fifteen: The significant mediating effect of non-adaptive 

cognitive emotion regulation strategies between relational-focused mentoring 

interactions and positive youth outcomes 

The current hypothesis proposed non-adaptive cognitive emotion regulation strategies 

significantly mediated the relationship between relational-focused mentoring interactions and 

youth developmental assets. Table 33 illustrates the results of this hypothesis.  
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Table 33 
The mediation effect of non-adaptive cognitive emotion regulation strategies between 
relational-focused mentoring interaction and developmental assets 
 

 
Indirect Paths 

 

β  90% BC bootstrap 
CI 

Indirect 
Effect p LB UB 

Relational-focused MI → Self-blame → Positive Values 0 .92 -.145 .163 
Relational-focused MI → Self-blame → Positive 

Identity 0 .87 -.22 .286 

Relational-focused MI → Self-blame → Social 
Competences 0 .94 -.196 .248 

Relational-focused MI → Self-blame → Commitment to 
learning 0 .98 -.198 .223 

Relational-focused MI → Self-blame → Empowerment .001 .89 -.405 .493 
Relational-focused MI → Self-blame → Boundaries and 

Expectations .001 .89 -.295 .388 

Relational-focused MI → Self-blame → Support .001 .92 -.325 .335 
     

Relational-focused MI → Other blame → Positive 
Values .013 .13 -.015 .356 

Relational-focused MI → Other blame→ Positive 
Identity .006 .19 -.016 .317 

Relational-focused MI → Other blame→ Social 
Competences .005 .36 -.045 .276 

Relational-focused MI  → Other blame→ Commitment 
to learning .005 .33 -.041 .294 

Relational-focused MI → Other blame→ Empowerment .017 .13 -.015 .513 
Relational-focused MI → Other blame→ Boundaries 

and Expectations .018 .14 -.026 .497 

Relational-focused MI → Other blame→ Support .012 .18 -.02 .527 
     

Relational-focused MI →Rumination&catastrophising 
→ Positive Values .002 .48 -.061 .313 

Relational-focused MI →Rumination&catastrophising 
→ Positive Identity -.003 .48 -.407 .076 

Relational-focused MI →Rumination&catastrophising 
→ Social Competences .001 .74 -.168 .289 

Relational-focused MI →Rumination&catastrophising 
→ Commitment to learning .001 .71 -.157 .313 

Relational-focused MI →Rumination&catastrophising 
→ Empowerment .006 .33 -.061 .577 

Relational-focused MI →Rumination&catastrophising 
→ Boundaries and Expectations .01 .28 -.067 .543 

Relational-focused MI →Rumination&catastrophising 
→ Support .001 .78 -.244 .382 

Note. Relational-focused MI = Relational-focused Mentoring Interactions; β represents the standardized path 
coefficients. Significance levels; * p ≤. .05; ** p ≤. .01; *** p ≤. .001. 
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As the table shows, there is no significant mediation effect of self-blame strategy in the 

association between relational-focused mentoring and mentees’ positive values (β = 0, p = .92), 

positive identity (β = 0, p = .87), social competencies (β = 0, p = .94), commitment to learning 

(β = 0, p = .98), empowerment (β = .001, p = .89), or boundaries and expectations (β = .001, p 

= .89), and support (β = -.001, p = .92). In the same way, no mediation effect of other-blame 

strategy has been noted in the link between relational-focused mentoring interaction and 

mentees’ positive values (β = .013, p = .13), positive identity (β = .006, p = .19), social 

competencies (β = .005, p = .36), commitment to learning (β = .005, p = .33), empowerment (β 

= .017, p = .13), or boundaries and expectations (β = .018, p = .14), and support (β = .012, p = 

.18). Also, the strategy of rumination and catastrophising did not have any mediating effects 

between relational-focused mentoring interactions and mentees’ positive values (β = .002, p = 

.48), positive identity (β = -.003, p = .48), social competencies (β = .001, p = .74), commitment 

to learning (β = .001, p = .71), empowerment (β = .006, p = .33), or boundaries and expectations 

(β = .01, p = .28), and support (β = .001, p = .78). 

Consequently, the findings suggest relational-focused mentoring interactions do not 

support mentees’ developmental assets through reducing mentees’ non-adaptive cognitive 

emotion regulation strategies. In particular, the results suggest that relational-focused 

mentoring interactions may not help decrease mentees’ thoughts of putting the blame of a 

negative event on self (i.e., self-blame), or on others (i.e., other-blame), or repeatedly thinking 

about the incidents and unwanted feelings of the event (i.e., rumination and catastrophising) in 

order to boost mentees’ positive values (e.g., honesty, caring, responsibility and restraint), 

positive identity (e.g., improved self-esteem, hopefulness, purposefulness, and internal locus 

of control), commitment to learning (e.g., being motivated in new learning), social 

competencies (e.g., setting plans and making decisions, being competent), empowerment (e.g., 

valued, safe, or respected) and feeling of being supported (e.g., being cared), and boundaries 
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and expectations (e.g., understanding of the contextual boundaries and expectations). All things 

considered, hypothesis fifteen is fully rejected by the results. 

6.5.16 Results of hypothesis sixteen: The significant mediating effect of non-adaptive 

cognitive emotion regulation strategies between relational-focused mentoring 

interactions and negative youth outcomes 

The final hypothesis of the current research proposed non-adaptive cognitive emotion 

regulation strategies and how they significantly mediate the association between relational-

focused mentoring interactions and negative youth outcomes. The finding in Table 34 reveals 

no significant indirect effects of these strategies. 

 

Table 34 
The mediation effect of non-adaptive cognitive emotion regulation strategies between 
relational-focused mentoring interaction and negative outcomes 
 

 
Indirect Paths 

 

β  90% BC 
bootstrap CI 

Indirect 
Effect p LB UB 

Relational-focused MI → Self-blame → Risk-taking 0 .80 -.318 .222 
Relational-focused MI → Self-blame → Depression -.001 .91 -.087 .071 

     
Relational-focused MI → Other blame → Risk-taking -.017 .14 -.568 .024 
Relational-focused MI → Other blame → Depression -.014 .14 -.075 .003 

     
Relational-focused MI → Rumination&catastrophising 
→ Risk-taking -.009 .31 -.727 .06 

Relational-focused MI → Rumination&catastrophising 
→ Depression 

 
.008 .31 -.008 .095 

Note. Relational-focused MI = Relational-focused Mentoring Interactions; β represents the standardized path 
coefficients. Significance levels; * p ≤. .05; ** p ≤. .01; *** p ≤. .001. 
 

With regard to the mediating role of self-blame strategy, no significant effects were noted 

in the relationships between relational-focused mentoring interactions and youth risk-taking (β 
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= 0, p = .80) as well as their depressive symptoms (β = -.001, p = .91). Very similar, other-

blame strategy has no significant mediating effects between relational-focused mentoring 

interactions and youth risk-taking (β = -.017, p = .14) as well as their depression (β = -.014, p 

= .14). Moreover, the strategy of rumination and catastrophising does not mediate the 

relationship between relational-focused mentoring interactions and youth risk-taking (β = -

.009, p = .31) as well as their depressive symptoms (β = .008, p = .31). 

The findings suggest that relational-focused mentoring interaction is unhelpful in reducing 

mentees’ depressive symptoms or risk-taking behaviours through influencing their non-

adaptive strategies that include thinking of putting the blame on self during stressful events 

(i.e., self-blame) or other people (i.e., other-blame), as well as repetitive thinking about the 

stressful event and how it was a terrible experience (i.e., rumination and catastrophising). 

Consequently, the final hypothesis is not supported.  

In sum, structural equation modelling revealed that differences had been found in the 

effectiveness of goal-directed and relational-focused mentoring interactions on youth positive 

and negative outcomes. More specifically, relational-focused mentoring interactions have been 

found to be directly associated with promoting mentees’ developmental assets of positive 

values, support, and empowerment. Moreover, relational-focused mentoring interactions can 

be beneficial in reducing mentees’ depressive symptoms. In contrast, goal-directed mentoring 

interaction was identified to be associated with preventing mentees’ empowerment and 

increasing mentees’ depressive symptoms. Additionally, the findings show that goal-directed 

mentoring interactions may boost youth’s adaptive cognitive emotion regulation strategies of 

acceptance, replanning and reappraisal, and putting into perspective, whereas, relational-

focused mentoring interaction does not have any effect on youth’s adaptive cognitive emotion 

regulation strategies. Nevertheless, neither mentoring interactions were identified to be a 

predictor of mentees’ non-adaptive cognitive emotion regulation strategies.  
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Moreover, in terms of the direct effect of adaptive cognitive emotion regulation strategies 

on mentees’ positive and negative outcomes, the results show that acceptance strategy is 

helpful in promoting youth’s empowerment but it may increase their depression and risk-

taking. The direct effect of positive refocusing on youth outcome showed that this strategy can 

improve mentees’ positive identity and receiving support, whereas it may reduce their 

commitment to learning and positive values. It also increases mentees’ risk-taking behaviours. 

Interestingly, the strategy of replanning and reappraisal is the exclusive strategy that promotes 

youth’s developmental assets of positive identity, social competencies, commitment to learning 

empowerment, boundaries and expectations, support, and positive values as well as reducing 

their depressive symptoms and risk-taking behaviours. However, the strategy of putting into 

perspective decreases mentees’ developmental assets of positive identity, social competencies, 

commitment to learning empowerment, support, and positive values in addition to increasing 

their depressive symptoms.  

On the other side, regarding the direct effect of non-adaptive cognitive emotion regulation 

strategies on mentees’ positive and negative outcomes, the statistical findings showed that self-

blame strategy reduces youth’s positive identity, empowerment, boundaries and expectations, 

as well as receiving support. However, it increases their depression and risk-taking. Somehow 

similar to self-blame, the strategy of other-blame reduces youth’s assets of empowerment, 

boundaries and expectations, support, and positive values, while increasing their depression 

and risk-taking. Unexpectedly, the strategy of rumination and catastrophising could improve 

youth’s empowerment and boundaries and expectations assets. It also could increase depressive 

symptoms but reduce their risk-taking. 

Further, the mediation analysis revealed that mentees’ adaptive cognitive emotion 

regulation strategies of acceptance and positive refocusing do not mediate the link between 

goal-directed mentoring interactions and developmental assets. However, the strategy of 
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replanning and reappraisal could be the potential positive mediator in the link between goal-

directed mentoring interactions and commitment to learning, positive values, positive identity, 

support, empowerment, as well as boundaries and expectations. In contrast, the strategy of 

putting into perspective could be an unfavourable mediator between goal-directed mentoring 

interactions and positive values along with positive identity. Furthermore, it has been seen that 

none of the adaptive cognitive emotion regulation strategies mediate the link between 

Relational-focused mentoring interactions and developmental assets. 

With regard to the mediating role of non-adaptive cognitive emotion regulation strategies 

(i.e., self-blame, other-blame, plus rumination and catastrophising) in the relationship between 

goal-directed mentoring interactions and youth positive outcomes (i.e., developmental assets) 

and negative outcomes (i.e., depression and risk-taking), the findings suggested that none of 

the non-adaptive strategies mediate these links. Equally, no significant mediation effect of non-

adaptive cognitive emotion regulation strategies has been detected in the association between 

relational-focused mentoring interactions and youth positive outcomes (i.e., developmental 

assets) and negative outcomes (depression and risk-taking). Figure 17 illustrates the structural 

model of this study. 

 



 

19
2 

   

N
ot

e.
 G

oa
lD

ire
ct

ed
= 

G
oa

l-d
ire

ct
ed

 M
en

to
rin

g 
In

te
ra

ct
io

ns
, R

el
at

io
na

lF
oc

us
ed

= 
R

el
at

io
na

l-f
oc

us
ed

 M
en

to
rin

g 
In

te
ra

ct
io

ns
,; 

Po
sR

ef
oc

us
 =

 P
os

iti
ve

 re
fo

cu
si

ng
; R

ea
pR

ep
la

n 
= 

R
ep

la
nn

in
g 

an
d 

R
ea

pp
ra

is
al

; P
IP

 =
 P

ut
tin

g 
in

to
 p

er
sp

ec
tiv

e;
 A

cc
ep

ta
nc

 =
 A

cc
ep

ta
nc

e;
 S

el
fB

la
m

e 
=S

el
f-

bl
am

e;
 O

th
B

la
m

e 
= 

O
th

er
-b

la
m

e;
 R

um
C

at
 =

 R
um

in
at

io
n 

an
d 

ca
ta

st
ro

ph
iz

in
g;

 D
ep

re
ss

 =
 D

ep
re

ss
io

n;
 R

is
kT

ak
in

g 
= 

R
is

k-
ta

ki
ng

; C
om

m
itm

re
nt

to
le

ar
ni

ng
 =

 C
om

m
itm

en
t t

o 
le

ar
ni

ng
; P

os
iti

ve
V

al
ue

s =
 P

os
iti

ve
 v

al
ue

s;
 S

oc
ia

lC
om

pe
te

nc
e 

= 
So

ci
al

 
co

m
pe

te
nc

e;
 P

os
iti

ve
Id

en
tit

y 
= 

Po
si

tiv
e 

Id
en

tit
y;

 B
ou

nd
ar

ie
sE

xp
ec

ta
tio

ns
 =

 B
ou

nd
ar

ie
s a

nd
 e

xp
ec

ta
tio

ns
 

Fi
gu

re
 1

7 
 

St
ru

ct
ur

al
 M

od
el

 o
f T

hi
s S

tu
dy

 



 

193 
 

6.5.17 Results of Squared Multiple Correlations for the Structural Model (R2) 

Consideration of the overall impact of contributing variables is referred to the R-squared value 

(R2), which signifies the amount of variance explained in an endogenous variable. Cohen 

(1988) recommended R2 values for endogenous variables may be interpreted as .26 (i.e., 

substantial), .13 (i.e., moderate), and .02 (i.e., weak). Based on Table 35, significant 

determinants of the endogenous variables, collectively, explain 37% of variance (R2 = .37) for 

boundaries and expectations, 42% of variance (R2 = .42) for empowerment, 28% of variance 

(R2 = .28) for support, 57% of variance (R2 = .57) for positive identity, 6% of variance (R2 = 

.06) for social competences, 59% of variance (R2 = .59) for positive values, 23% of variance 

(R2 = .23) for commitment to learning, 49% of variance (R2 = .49) for risk-taking, and 47% of 

variance (R2 = .47) for depression. These findings suggest predictors of boundaries and 

expectations, empowerment, support, positive identity, positive values, risk-taking and 

depression substantially represent their proportion of variance. However, both endogenous 

variables of commitment to learning and social competences fall in the range of moderate and 

weak, respectively. 

 

Table 35 
Explained Variance (Squared Multiple Correlations) for the Structural Model 
 

Endogenous construct R² 

Boundaries and Expectations .37 

Empowerment .42 

Support .28 

Positive Identity .57 

Social Competences .06 

Positive Values .59 

Commitment to Learning .23 

Risk-taking .49 

Depression .47 
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6.5.18 Summary of The Results and Mediation Typology Specifications 

Previous sections reported direct and indirect effects of the path model. The summary provided 

in Table 36 and 37 proposes the mediation typology recommended by Zhao et al. (2010). Zhao, 

Lynch, and Chen (2010) provided a typology of mediation and non-mediation patterns whereby 

three patterns consistent with mediation and two with non-mediations were identified: 

 

1. Complementary mediation: Mediated effect (a x b) and direct effect (c) both exist and 

point at the same direction. 

2. Competitive mediation: Mediated effect (a x b) and direct effect (c) both exist and point 

in opposite directions. 

3. Indirect-only mediation: Mediated effect (a x b) exists, but no direct effect. 

4. Direct-only non-mediation: Direct effect (c) exists, but no indirect effect. 

5. No-effect non-mediation: Neither direct effect nor indirect effect exists. 

 

Tables of 36 and 37 summarize the mediation types of this study, in terms of predicting the 

role of relational-focused and goal-directed mentoring interactions.  
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Observed in Table 36, although the direct effect of goal-directed mentoring interactions 

does not exist on mentees’ boundaries and expectations, support, and commitment to learning, 

encouraging the mentee to use replanning and reappraisal strategy during stressful events can 

help mentees development of boundaries and expectations, support, and commitment to 

learning assets. Therefore, there are simply indirect-only mediation effects in these paths. On 

contrary, there is a significant negative effect of goal-directed mentoring interactions on 

youth’s empowerment meaning such interactions decrease the mentee’s empowerment. 

However, the negative direct effect appearing in their relationships could be converted to a 

positive effect, if the mentoring interaction assists the mentee to use replanning and reappraisal 

strategy. This type of effect is competitive mediation.  

Moreover, there is no direct effect of goal-directed mentoring interactions on youth’s 

positive values and positive identity, while encouraging the mentee to use replanning and 

reappraisal strategy during negative events is helpful to promote their positive values and 

positive identity. In contrast, encouraging the mentee to employ putting into perspective 

strategy reduces their positive values and positive identity assets. Considering the non-

significant direct effects of goal-directed mentoring interactions on mentees’ positive values 

and positive identity, the significant positive indirect effect of replanning and reappraisal 

strategy as well as the significant negative indirect effect of putting into perspective strategy 

represent Indirect-only mediation type of mediation effect. Additionally, no direct and indirect 

effects have been found in the relationship between goal-directed mentoring interactions and 

mentees’ social competencies meaning no impact of such mentoring interactions on mentees’ 

social competencies assets. 

With regards to mentees’ risk-taking, the results showed no direct effect of goal-directed 

mentoring interactions and mentees’ risk-taking; however, encouraging the mentee to employ 

the strategy of replanning and reappraisal—when facing negative events—could assist them to 
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prevent risk-taking. But then if the mentoring interactions cause the mentee to accept the 

negative event, the mentees’ risk-taking could increase considerably. Furthermore, goal-

directed mentoring interactions directly and significantly increase mentees’ depressive 

symptoms. However, goal-directed mentoring interactions may help reduce mentees’ 

depression if the goal-directed mentoring interactions assist them to use replanning and 

reappraisal strategy.  

To this end, direct and mediating effects associated with goal-directed mentoring 

interactions were explained. However, the remainder of this section expands the direct and 

indirect effects of relational-focused mentoring interactions presented in Table 37. According 

to the table, relational-focused mentoring interaction has a positive direct effect on mentees’ 

positive values, support, and empowerment assets but no mediation effects of cognitive 

emotion regulation strategies. The type of such effects is presented as direct-only non-

mediation. However, no direct and indirect effect has been found in the relationship between 

relational-focused mentoring interactions and mentees’ commitment to learning, social 

competencies, positive identity, boundaries and expectations, and risk-taking. Therefore, these 

paths are classified as no effect (non-mediation). Conversely, there is a significant direct effect 

of relational-focused mentoring interactions and mentees’ depressive symptoms suggesting 

this type of mentoring interaction could successfully reduce mentees’ depression and there is 

no need for any cognitive emotion regulation strategies. Thus, this path is a direct-only non-

mediation one. 

6.6. Chapter Summary 

One-factor and inter-correlated factors provided assessment for confirmatory analysis at the 

measurement model level. Model fit indices, construct reliability, and validity were established 

and presented. However, some of the factors were omitted from further analysis (e.g., school 
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misconduct and constructive use of time), due to low reliability or validity issues. Additionally, 

several factors were merged (e.g., refocus on planning and positive reappraisal, rumination and 

catastrophising) with the aim of improving the model fit or validity measures. Given a 

satisfactory model fit indices of the measurement model and structural model—and the 

existence of construct reliability and validity—authenticated the following step structural 

model assessment. All the direct and indirect paths represented in the conceptual framework of 

this study were assessed and provided a wide range of results and findings. 
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Chapter 7. Discussion of The Mentee Study 

 

Mentoring relationships have previously been found to be influential in promoting positive 

youth development. Mentoring relationships or programmes could be established in many 

types such as community-based programmes (Raposa, Dietz, & Rhodes, 2017), school-based 

programmes (Portwood & Ayers, 2005; Herrera et al., 2007), or natural mentoring (DuBois & 

Silverthorn, 2005). While community-based mentoring (CBM) programmes could be more 

unstructured in terms of the frequency or location of the meetings, school-based mentoring 

(SBM) programmes are usually facilitated in the schools with a collaboration of a youth 

mentoring organisation to follow a schedule in or out of school time. Also, natural mentoring 

could occur within the youth social network wherein a non-parental adult (e.g., older siblings, 

extended family members, family friends, or teachers) provide information and support for 

them. Therefore, mentoring programmes or relationships could be delivered from different 

sources, but their effectiveness is largely dependent upon factors such as the relationship 

quality, duration, consistency, characteristics, structure, interactions, and/or mentoring styles. 

The mentor-mentee relationship is an essential factor in mentoring, which can be 

divided into two forms, based on the focus of interaction: goal-directed and relational-focused 

mentoring (Karcher & Hansen, 2014). In this sense, internal match quality involves relational-

focused (satisfaction with the relationship) and goal-directed (mentee’s satisfaction with the 

received support) relationships which could represent the effectiveness of mentoring 

relationships (Karcher & Nakkula, 2010). Given the increasing popularity of mentoring 

programmes, the question of the interaction effects of such relationships must be called into 
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question. The gaps regarding the nature of mentoring (e.g., Karcher & Nakkula, 2010; Tolan 

et al., 2008, 2014) could enable further development in the field. 

Given the importance of mentoring relationships in promoting young people’s positive 

development, it is therefore imperative for youth programmes facilitators to consider advances 

in the field. By doing this, they can improve their programmes and make appropriate changes 

in mentor training and practices. To add to the emerging literature on mentoring relationships 

and programmes, this research was designed to address how mentoring interactions contribute 

to youth’ favourable and unfavourable outcomes. However, another gap could be perceived 

from the literature regarding the ways mentors can assist their mentees in regulating and 

expressing their emotions effectively (Rhodes et al., 2006). On the other hand, self-regulation 

skills hypothetically could be a factor to promote youth thriving (Lerner et al., 2015) but it was 

not clear how mentors support adolescents to mobilise their cognitive skills to realise and 

manage their emotional fluctuations (Rusk et al., 2013).  

As there is limited study on the potential for mentoring to improve adaptive forms of 

coping, the findings of this research advance our knowledge through facilitating further 

information about the effects of mentoring interactions and cognitive emotion regulation 

strategies on youth’s developmental assets, risk-taking, and depression. This study can 

contribute to the youth development field through a main finding suggesting primary evidence 

that the mentoring interactions contribute to mentees’ positive and negative outcomes when 

the mentor-mentee interaction drives them to employ cognitive emotion regulation strategies. 

The next section begins with a comparison of the impact of relational-focused and goal-directed 

mentoring interactions on youth outcomes. Next, theoretical contributions, implications for 

practice, limitations of the study, and recommendations for future studies will be highlighted. 
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7.1. Direct Effectiveness of Goal-Directed and Relational-Focused Mentoring 

Interactions on Youth Outcomes 

The current findings of goal-directed mentoring interactions’ direct effects on youths’ positive 

and negative outcomes demonstrated that this type of interactions (characterised by supporting 

the mentees’ learning, problem-solving, and better performance) typically does not have a 

direct effect on young people’s developmental assets except for empowerment (i.e., feelings of 

being safe, valued, respected). Therefore, goal-directed mentoring interactions does not help 

the mentee to have an understanding of the contextual rules (i.e., boundaries and expectations), 

receiving support, caring, and helpful advice in the contexts (i.e., support), being optimistic, 

purposeful, self-confident, or having control over their lives (i.e., positive identity), and having 

personal virtues such as honesty, caring, responsibility and restraint (i.e., positive values). 

Besides, goal-directed mentoring interactions were not found to be influential in preventing 

youths’ risk-taking (comprising antisocial behaviour and violence) in this study. However, the 

effect of such a relationship unexpectedly was positive on youth depression.  

Contrary to the findings mentioned to this point, the results of relational-focused 

mentoring interactions suggest different ways of effectiveness. In part, the statistical modelling 

indicated that relational-focused mentoring interactions (considered by satisfaction, closeness, 

trust, commitment, being liked, and enjoy spending time) are positively effective on mentees’ 

feelings of being supported by other people (i.e., support asset), valued, safe, respected (i.e., 

empowered), and be mindful of personal virtues like honesty, caring, accountability or restraint 

(i.e., positive values).  However, no effect has been found on youth’s learning or understanding 

of contextual rules (i.e., boundaries and expectations), being hopeful, determined, confident, 

having control over their life (i.e., positive identity), development of social skills, and cultural 

competence (i.e., social competences) and being motivated in new learning (i.e., commitment 

to learnings). Additionally, relational-focused mentoring interactions were not effective in 
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reducing mentees’ risk-taking, whereas such relationships could successfully help reduce 

mentees’ depression. 

Although earlier studies found that feelings of being supported by a non-parental adult 

in a mentoring context help the young person to be more respectful of rules and boundaries 

(Scales, Benson, & Mannes, 2006), getting aware of their new social roles (e.g., Deutsch et al., 

2017), receiving more support (e.g., DeWit et al., 2016; Ozer & Schotland, 2011; Raposa et 

al., 2019), achieving a sense of empowerment and confidence (e.g., Vaclavik et al., 2017), 

identity development (e.g., Rhodes et al., 2006; Yu & Deutsch, 2019), improving mentees’ 

positive values to show prosocial behaviours (Herrera et al., 2013), caring and empathy (e.g., 

Brady, Dolan, & Canavan, 2015), as well as helping and respecting other people in their context 

(e.g., Deutsch et al., 2017), the findings of this study shed lights on achieving these youth 

outcomes through specific mentoring interactions. Based on the findings of the current study, 

focusing on establishing or strengthening the relationship with a mentee (i.e., relational-

focused mentoring interactions) assist the mentor to promote mentees’ support asset, 

empowerment, and positive values. However, no further effects on mentees’ other 

developmental assets. Moreover, focusing on mentees’ skill-building and promoting their 

performance (i.e., goal-directed mentoring interactions) does not guarantee to promote 

mentees’ developmental assets and even could worsen mentees’ sense of empowerment.  the 

current findings align with Karcher (2008) who found no effect has been found on mentees’ 

academic achievement or social skills (Karcher, 2008). As explained by Herrera et al. (2007), 

mentors might get engaged in a variety of activities of which academic assistance can be one, 

unlike tutors who are specially assigned to help with the mentees’ academic tasks.  

Additionally, past studies have found that mentoring relationships were effective in 

reducing youth substance abuse, (e.g., DuBois, Herrera, & Higley, 2018; Tolan et al., 2014; 

Raposa et al., 2019), as well as antisocial behaviours (e.g., Herrera et al., 2013), problem/high-
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risk behaviours (e.g., DoBois et al., 2002), violence (e.g., Tolan et al., 2014), physical fighting 

(e.g., DuBois, Herrera, & Higley, 2018), and conduct problems (e.g., DeWit et al., 2016; 

DuBois et al., 2011; Tolan et al., 2008). However, contrary to expectations, none of the 

mentoring interactions have a direct influence upon mentees’ risk-taking based on the results 

of this study. There might be an explanation for this contradiction in which past research might 

not specify the mentoring interactions and the concept of mentoring was a mix of mentoring 

interactions or styles.  

Some earlier studies found youth mentoring is effective in reducing mentees’ 

depression (e.g., DeWit et al., 2016; DuBois, Herrera, & Higley, 2018; DuBois & Silverthorn, 

2005; Herrera et al., 2013). However, in comparison of the findings with those of other studies, 

there was a significant negative effect of relational-faced mentoring interactions on youth’s 

depression in this study, suggesting that being in a trustworthy relationship with a mentor 

focuses on strengthening the relationship decreases the mentees’ depressive symptoms. 

Whereas, focusing on interactions to build up mentees’ performance or skills (i.e., goal-

directed interactions) increases the mentees’ depressive symptoms. 

7.2. Direct Effectiveness of Goal-Directed and Relational-Focused Mentoring 

Interactions on Youth Cognitive Emotion Regulation Strategies  

According to the results, relational-focused mentoring interactions do not have any effects on 

youth adaptive cognitive emotion regulation strategies. In contrast, goal-directed mentoring 

interactions can boost mentees’ adaptive cognitive emotion regulation strategies of acceptance, 

replanning and reappraisal, as well as putting into perspective. Consistent with Karcher and 

Nakkula (2010), the focus of goal-directed interactions is goal achievement or skill 

development outcomes. As the findings of this study show, goal-directed interactions could 

directly improve mentees’ adaptive regulatory skills. Although it was expected to find a 
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negative effect of both mentoring interactions on youth non-adaptive strategies, the results 

showed that neither mentoring interactions directly impact mentees’ non- adaptive cognitive 

emotion regulation strategies. Even though Scales and Leffert, (2004) believed that adults’ 

encouragement and support help youth to reach self-regulation and autonomy skills, the current 

findings have identified mentors and mentoring interactions might perform differently based 

on the focus of the interaction. For example, neither goal-directed nor relational-focused 

mentoring interactions focus on reducing mentees’ self-blame or other-blame. Indeed, it was 

expected to find a negative effect of mentoring interactions on nonadoptive strategies. Prior 

studies found blaming others has been found to lower emotional well-being (e.g., Tennen & 

Affleck, 1990) and increase suicide attempts (e.g., Sakakibara & Endo, 2016), as an example. 

However, goal-directed mentoring interaction promotes mentees’ adaptive strategies through 

aiming at mentees’ performance or skill-building. 

7.3. Direct Effectiveness of Cognitive Emotion Regulation Strategies on Youth 

Developmental Assets  

Based on the literature review, strategies of acceptance, positive refocusing, replanning and 

reappraisal, and putting into perspective were associated with positive outcomes such as 

promoted life satisfaction (e.g., Verzeletti et al., 2016), reduced depressive symptoms (e.g., 

d’Acremont & Van der Linden, 2007), less anxiety (e.g., Markova & Nikitskaya, 2017), mood 

improvement (e.g., Heiy & Cheavens, 2014), and reduced risk of non-suicidal self-injury (e.g., 

Madjar et al., 2019). However, to this point, no research has examined the relationship between 

cognitive emotion regulation strategies and youth developmental assets. 

As the findings of this study show, an acceptance strategy increase youth 

empowerment. Moreover, the strategy of positive refocusing improves youth’s positive identity 

and support assets but it reduces commitment to learning and positive values assets. 
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Importantly, replanning and reappraisal strategy boost a range of youth’s assets that include 

positive identity, social competence, commitment to learning, empowerment, boundaries and 

expectations, support, and positive values. In contrast, the strategy of putting into perspective 

is not performing as an adaptive strategy as it decreases possessing assets of positive identity, 

social competence, commitment to learning, empowerment, support, and positive values. Thus, 

these mixed results suggest that an adaptive strategy in a specific context might not be found 

adaptive in another context. As an example, putting things into perspective strategy may 

prevent youth non-suicidal self-injury (e.g., Madjar et al., 2019) but it does not necessarily 

promote youth empowerment or positive identity. 

Furthermore, the findings related to the association between non-adaptive cognitive 

emotion regulation strategies on youth outcomes show that self-blame strategy directly reduces 

youth’s positive identity, empowerment, boundaries and expectations, and support assets. As 

self-blaming moral emotions include guilt and shame (Pulcu, Zahn, & Elliott, 2013), in which 

both emotions are destructive by dejecting the entire self (Eisenberg, Morris, & Vaughan, 

2008) and feeling of being a worthless person (Niedenthal, Tangney, & Gavanski, 1994), it 

could be expecting to find an association between self-blame strategy and youth internal and 

external developmental assets. Also, the strategy of other-blame reduces some of the 

developmental assets such as youth’s empowerment, boundaries and expectations, support, and 

positive values. Again shame and also anger play roles in other-blame strategies (Tangney, 

Stuewig, & Mashek, 2007) in which the individual’s inability to escape the pain of shame could 

be reflected on other people (Tangney et al., 2007). Therefore, it seems reasonable to see the 

negative connections between other-blame strategy and mentees’ feeling of being valued, safe, 

respected (i.e., empowerment), learning or understanding of contextual rules (i.e., boundaries 

and expectations), receiving support, caring, and helpful advice in the contexts (i.e., support), 

and showing caring, responsibility, and restraint (i.e., positive values). However, with regards 
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to the strategy of rumination and catastrophising, the findings were unexpected. Based on the 

results, this strategy increases youth’s assets of empowerment and boundaries and expectations. 

Thus, constant thinking about and feeling of the negative experienced situation may help 

mentees to develop a feeling of empowerment and to learn or understand contextual rules to 

avoid experiencing the same event. 

7.4. Direct Effectiveness of Cognitive Emotion Regulation Strategies on Youth Negative 

Outcomes 

As described in the Results section, employing the strategy of acceptance could lead to an 

increased rate of youth depressive symptoms and risk-taking which was reported by previous 

studies assessing the link between acceptance and youth’s internalising and externalising 

symptoms (e.g., Garnefski & Kraaij, 2006; Martin & Dahlen, 2005; Mihalca & Tarnavska, 

2013). Additionally, the strategy of positive refocusing also has been found effective in 

increasing youth risk-taking but has no effect on youth depression. This result does not agree 

with the findings of other studies, in which depressive symptoms could be lessened by positive 

refocusing (e.g., Garnefski & Kraaij, 2006; Kraaij & Garnefski, 2012, 2015). As argued by 

Garnefski et al. (2001, 2007), thinking of other pleasant events can be a form of mental 

disengagement. Therefore, this strategy does not help youth regulate emotions during stressful 

life events in New Zealand. 

 Consistent with prior studies, the strategy of replanning and reappraisal significantly 

reduce youth depression and risk-taking (e.g., Aldao et al., 2010; d’Acremont & Van der 

Linden, 2007; Heiy & Cheavens, 2014; Madiar et al., 2019; Schäfer et al., 2016; Van den 

Heuvel et al., 2020). But again, the strategy of putting into perspective does not impact youth 

risk-taking but it could increase youth depression. In this line, Garnefski et al. (2003) also found 
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a positive association between adolescents’ depression and thoughts focused on putting things 

into perspective. 

 In terms of the effect of non-adaptive cognitive emotion regulation strategies on youth 

depression and risk-taking, as expected, both strategies of self-blame and other-blame increase 

the risk of depressive symptoms and risk-taking among mentees. These results are in accord 

with previous findings (e.g., d’Acremont & Van der Linden, 2007; Garnefski and Kraaij 

(2006); Kelada, Hasking, & Melvin, 2018; Mihalca & Tarnavska, 2013; Van den Heuvel et al., 

2020). What is more, in terms of rumination and catastrophising strategy, the result showed 

that this strategy boosts the risk of depression which is in line with other research (e.g., Aldao, 

2013; Aldao et al., 2010; d’Acremonta & Van der Linden, 2007; Stikkelbroek et al., 2016). 

However, this strategy has shown a negative effect on youth risk-taking meaning that using of 

rumination and catastrophising strategy may help prevent youth risk-taking. There might be 

some explanation for this unexpected result. Firstly, this strategy is a newly developed strategy 

in this study which is a combination of two strategies. In addition, thinking about the negative 

event or associated feelings (rumination and catastrophising) could be a kind of refinement that 

might help the mentee to regulate their harmful emotions. For example, the inability to 

problem-solve and regulate emotions (e.g., anger) has been found to be associated with 

aggressiveness (e.g., Markova & Nikitskaya, 2017; Sullivan et al., 2010) and impulsive 

behaviours (e.g., Reitz et al., 2012). Therefore, thinking of how a negative event was a disaster 

and brought undesirable feelings might help the young individual to regulate their negative 

emotions and avoid taking any risky behaviours. 
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7.5. Indirect Effectiveness of Adaptive Cognitive Emotion Regulation Strategies Between 

Goal-Directed Mentoring Interactions and Youth Outcomes 

Findings revealed that goal-directed mentoring interactions were positively associated with a 

mentees’ development of positive values (e.g., being honest, caring, integrated, and 

responsible), positive identity (e.g., self-esteem, optimism, determination, and internal locus of 

control), being motivated in new learning (i.e., commitment to learnings), empowerment (e.g., 

feelings of being valued, safe, or respected), boundaries and expectations (e.g., respecting the 

contextual rules), support (e.g., being cared and encouraged), and by urging the mentee to 

replan or learn from the incidence of stressful situations. In this sense, the construct of 

replanning and reappraisal, which was a combination of both refocusing on planning and 

positive reappraisal has been found to be a significant intervening factor in promoting mentees’ 

assets. One important finding is the key role of replanning and reappraisal strategy between 

goal-directed mentoring interactions and youth empowerment. Although the direct effect of 

goal-directed mentoring interactions on youth empowerment was found to be significantly 

negative, the strategy of replanning and reappraisal could convert this relationship to be 

positive. In this way, when a mentor needs to promote their mentees’ empowerment through 

goal-directed interactions, they can encourage the mentee to replan or learn from a negative 

situation to boost their empowerment or feeling of being valued, safe, or respected. This 

approach may prevent risk for suicidal behaviour (e.g., Toomey, Syvertsen, & Flores, 2019) 

and non-suicidal self-injury (e.g., Taliaferro et al., 2020). Nevertheless, the results suggest that 

when a young person faces stressful or negative events regarding the rules and regulations 

within the family, school, community, or neighbourhood, the mentor who is willing to help the 

mentee’s better performance could encourage them to re-evaluate the situation to set plans 

which are aligned with those rules or to consider what was the learning from that situation. 

Similarly, being planful or experienced in handling a negative situation might help the youth 
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to be more confident and to receive more social support and respect, feeling of being 

empowered, motivated to learn more, developing more personal virtues.  

Past research has found planning could promote mentees’ agency (e.g., d’Acremont & 

Van der Linden, 2007; Garnefski et al., 2001), optimism and self-esteem (e.g., Carver et al., 

1989). Besides, positive reappraisal was found to be an influential factor of well-being 

outcomes such as perceived social support (e.g., Verzeletti et al., 2016), optimism, and self-

esteem (e.g., Carver et al., 1989). However, these studies did not assess the indirect effects of 

cognitive emotion regulation strategies in the mentoring field. We might assume setting plans 

and learning from a situation might provide a sense of agency which helps increase the 

understanding of contextual boundaries, receiving support from others, feelings of being 

valued, empowered, ready to learn more, and self-confidence. In accord with Rhodes et al. 

(2006) who suggested that expanding mentees’ cognitive skill development could directly or 

indirectly promote their attitudes towards academic success and new learnings, this research 

supports their assumptions. However, the only effect that is not meaningful refers to the 

relationship between goal-directed mentoring interactions and youth social competence, even 

with the mediating role of replanning and reappraisal strategy. Moreover, in contrast to 

previous findings on the effect of emotion regulation on social skills (e.g., McKown et al., 

2009), this research did not suggest any effect.  However, in a meta-analysis of 77 evaluations 

of coping programmes conducted by Grant et al. (2014), they found coping interventions 

moderately predict youths’ social and behavioural outcomes while less effect was found on 

youths’ academic outcomes which could even decline over time. 

However, goal-directed mentoring interactions could demolish the mentee’s 

development of positive identity and positive values by drawing their attention to apply the 

strategy of putting into perspective. In this context encouraging the mentee to devalue the 

seriousness of a negative or stressful situation could significantly affect the mentee’s self-
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esteem, optimism, willpower, internal locus of control, and personal virtues. This process might 

weaken the mentee’s ability for problem-solving and have control over their life. In line with 

Garnefski and colleagues’ (2003) recommendation, thinking of minimising the importance of 

an event may not be functional all the time. Nevertheless, the adaptive cognitive emotion 

regulation strategies of acceptance and positive refocusing do not play any intervening role in 

the relationship between goal-directed mentoring interactions and youth developmental assets. 

Although goal-directed mentoring interactions can boost mentees’ acceptance during negative 

or stressful life events, this strategy cannot support promoting mentees’ positive outcomes such 

as developmental assets. 

Furthermore, adaptive cognitive emotion regulation strategies are found to be 

influential in youth’s negative outcomes such as depression and risk-taking. In this regard, the 

result showed that encouraging the mentee to accept the incident of negative events could lead 

to risk-taking. Although a study found that accepting a stressful situation decreases the 

emotional impulses and improves the mood (e.g., Heiy & Cheavens, 2014), the findings of this 

study suggest that it is superior to avoid promoting acceptance strategy within goal-directed 

mentoring interactions. This can be explained by the positive direct effect of acceptance on 

mentees’ risk-taking. Anyhow, encouraging the mentee to employ the acceptance strategy has 

no effect on youth depression. Both strategies of positive refocusing and putting into 

perspective cannot support reducing mentees’ risk-taking and depression in a goal-directed 

mentoring context, even though positive refocusing can directly increase youth risk-taking, and 

putting into perspective can boost their depression.  

Of additional note is that the beneficial indirect effect of replanning and reappraisal was 

also evident in reducing mentees’ negative outcomes that included depression and risk-taking. 

The literature reveals that life stressors could cause anger, anxiety, fear, guilt, shame, jealousy, 

sadness, disgust, and envy (Lazarus, 2001) which may put the youth at the risk of substance 
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use or smoking (Hasler et al., 2005; Keenan-Miller, Hammen, & Brennan, 2007) and using 

hard drugs (e.g., Macklem, 2014). Therefore, if mentors expose their mentee’s thoughts to set 

other plans to improve the situation (replanning and reappraisal) through goal-directed 

mentoring interactions, they will be able to reduce the mentees’ depressive symptoms and risk-

taking. This strategy is very powerful as it transforms the direct positive impact of goal-directed 

mentoring interactions on youth depressive symptoms. Using this strategy during mentees’ 

stressful times primarily could prevent emotional impulses, and then possibly will promote 

mentees’ re-evaluation and planning. As it was reported before, this strategy can support 

reducing mentees’ depression and risk-taking (e.g., Aldao et al., 2010; d’Acremont & Van der 

Linden, 2007; Heiy & Cheavens, 2014; Madiar et al., 2019; Schäfer et al., 2016; Van den 

Heuvel et al., 2020).  

 All in all, goal-directed mentoring interactions that engage the mentor in mentee’s 

stressful situations with the aim of problem-solving, teaching, or improving the mentee’s 

performance can encourage the use of cognitive emotion regulation strategies to boost some of 

the developmental assets and lessen risk-taking or depression during mentees’ stressful 

situations. The significant role of the replanning and reappraisal strategy in promoting positive 

youth outcomes and lessening youth negative outcomes underlines just how vital their emotion 

regulation skills are. Regarding these findings, this research complements Wang and 

colleagues’ (2015) argument in that strong and healthy mentoring relationships could be linked 

to better emotion regulation skills among youth mentees. They assume that mentors can 

improve mentees’ perseverance and hopefulness leading to less risky behaviours or depression. 

Therefore, it is now clear that this process could happen through goal-directed mentoring 

interactions. 
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7.6. Indirect Effectiveness of Non-Adaptive Cognitive Emotion Regulation Strategies 

Between Goal-Directed Mentoring Interactions and Youth outcomes 

The results have shown no mediation effects of non-adaptive cognitive emotion regulation 

strategies between goal-directed mentoring interactions and youth developmental assets, 

depression, and risk-taking. Turning to a more specific aspect of the findings, goal-directed 

mentoring interactions do not have any association with non-adaptive cognitive emotion 

regulation strategies neither positive effect nor negative effect. Although goal-directed 

mentoring interactions promote using of some adaptive strategies (e.g., acceptance, replanning 

and reappraisal, and putting into perspective), they do not statistically and significantly impact 

young people’s use of non-adaptive strategy. This aspect may be discovered more precisely in 

the next study where the mentors are asked to report how they respond to their mentees’ use of 

non-adaptive strategies such as self-blame.  

7.7. Indirect Effectiveness of Adaptive Cognitive Emotion Regulation Strategies Between 

Relational-Focused Mentoring Interactions and Youth outcomes 

With regards to the mediation effects of adaptive cognitive emotion regulation strategies 

between relational-focused mentoring interactions and youth developmental assets, depressive 

symptoms, and risk-taking, the result showed no mediation effects. These findings suggest 

relational-focused mentoring interactions might have a direct impact on mentees’ outcomes, 

the mentors in such relationships may not influence mentees’ use of any adaptive cognitive 

emotion regulation strategies to promote youth positive outcomes or lessen any negative 

outcome. More specifically, as it was shown in the results section, relational-focused mentoring 

interactions (characterized by satisfaction, closeness, trust, commitment, being liked, and 

enjoyed spending time) can directly promote mentees’ developmental assets of feelings of 

support by other people (i.e., support asset), valued, safe, respected (i.e., empowered), and 
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mindfulness of personal virtues, such as honesty, caring, accountability or restraint (i.e., 

positive values), without having any impact on mentees’ adaptive cognitive emotion regulation 

strategies. These findings seem sensible as in relationally-oriented interactions, the main aim 

can be internal to the mentee or sustaining the relationship as an initial pathway to promoting 

the mentee’s emotional wellbeing (Karcher & Nakkula, 2010). However, no direct or indirect 

effects have been found in the relationship between relational-focused mentoring interactions 

and youth commitment to learning, social competencies, positive identity, and boundaries and 

expectations. Inconsistent with Rhodes and colleagues (2006) who assumed positive 

perception of a mentoring relationship could significantly play a direct or an indirect role in 

improving academic success through encouraging the mentees’ positive attitude toward school 

and school-related efforts or helping them with schoolwork and projects, the current study did 

not find any effect of relational-focused mentoring interactions on youth commitment to 

learning. Similarly, supportive mentors are supposed to can facilitate the mentees’ identity 

development (Rhodes et al., 2006) which based on the current findings, relational-focused 

mentoring interactions cannot support such development directly or indirectly. Equally social 

competence and understanding of contextual boundaries and expectations can be promoted 

through positively changing young people’s relationship skill development (e.g., helping and 

respecting other people in their context, improved communication skills, establishing 

friendships and trust) and self-understanding (e.g., overcoming shyness, being more confident, 

and understanding of new social roles) (Deutsch et al., 2017), however, based on the current 

findings, these skills cannot be developed within relational-focused mentoring interactions. 

 In the matter of reducing the mentees’ negative outcomes through relational-focused 

mentoring interactions, the findings showed that the direct influence of having a satisfactory 

relationship with a mentor is the key in reducing mentee’s depressive symptoms, whereas, no 

mediation effect of adaptive cognitive emotion regulation strategies have been found in this 
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relationship. As it has been reported in other studies (e.g., Herrera et al., 2013; DeWit et al., 

2016; DuBois, Herrera, & Higley, 2018), mentoring relationships showed particularly strong 

effects for mentoring on youth depressive symptoms. However, based on the findings of this 

study, this effect is only a direct effect of relational-focused mentoring interactions on youth 

depression without any requirement to urge mentees’ adaptive cognitive emotion regulation 

strategies. As data showed, there is no effect of relational-focused mentoring interactions on 

youth risk-taking and also there is no effective adaptive cognitive emotion regulation to be used 

in such mentoring interactions aiming to reduce mentees’ risk-taking. 

7.8. Indirect Effectiveness of Non-Adaptive Cognitive Emotion Regulation Strategies 

Between Relational-Focused Mentoring Interactions and Youth Outcomes 

Similar to the findings related to the mediation effects of non-adaptive cognitive emotion 

regulation strategies between goal-directed mentoring interactions and youth outcomes in 

which no effect has been found, there are no indirect effects of non-adaptive cognitive emotion 

regulation strategies between relational-focused mentoring interactions and youth 

developmental assets, depression and risk-taking. Therefore, these findings show that 

regardless of the mentoring interactions that happen in a mentoring context, mentees’ non-

adaptive cognitive emotion regulation strategies are not impacted. in turn, no impact will be 

seen on youth outcomes. Again, the next study may clarify the mentors’ approaches in 

responding to their mentees’ mentees’ non-adaptive cognitive emotion regulation strategies. 

Nevertheless, consistent with a meta-analysis conducted by Raposa and colleagues (2019), 

the current findings suggest that mentoring programmes are significantly effective on positive 

youth outcomes such as health (e.g., physical health, substance abuse), cognition (e.g., 

executive functioning), social functioning (e.g., relationships, social skills and support), and 

psychological symptoms (e.g., mental health, self-regulation). 
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7.9. Theoretical Contribution 

From a theoretical perspective, the findings of this research provide new insights into the 

existing mentoring, coping, PYD literature and could have implications for these fields. As 

theorised by Rhodes (2002), high-quality mentoring relationships could promote mentees’ 

social-emotional, cognitive, and identity development which results in positive outcomes 

(Rhodes, 2002). There is some evidence that both relational-focused and goal-directed 

mentoring interactions contribute to the quality of mentoring relationships (Karcher & 

Nakkula, 2010). In this regard, the findings of the current structural model, which involves 

both aspects of relational-focused and goal-directed mentoring interactions could be influential 

in assisting mentees’ cognitive emotion regulation to boost positive outcomes and lessen 

negative outcomes but in different ways. 

7.9.1 Diverse pathways of relational-focused and goal-directed mentoring interactions 

Taking the role of relational-focused mentoring into consideration, the findings of this research 

suggest that being in a close and satisfactory relationship with a mentor might be suitable to 

improve some aspects of the mentee’s developmental assets (e.g., positive values, support, 

empowerment) as well as decreasing their depressive symptoms. According to the TEAM 

framework (Karcher & Nakkula, 2010) and findings of Morrow and Styles’ (1995) study, 

developmental mentoring which is strategically relational-focused, initially provides an 

opportunity for mentees to share their events and matters associated with their contexts to cope 

with adversity. However, relational mentoring cannot directly and positively be linked to 

mentees’ risk-taking and other aspects of their developmental assets (e.g., commitment to 

learning, social competencies, positive identity, and boundaries and expectations). 

Nonetheless, encouraging adaptive cognitive emotion regulation strategies also is not helpful 

to promote the mentees’ positive outcomes.  
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Instead, based on the results of this study, goal-directed mentoring interactions which 

aim to assist the mentee by problem-solving and/or learning could have a better mentoring 

approach to improve mentees’ outcomes. Although this type of mentoring interaction might 

not directly help support mentees’ developmental assets and prevent their depressive symptoms 

or risk-taking, this is the point where cognitive emotion regulation strategies come on the scene 

to help to achieve better outcomes. The findings of the current structural model showed that 

goal-directed mentoring interactions are a great context to encourage the mentee to apply 

cognitive emotion regulation strategies during stressful times to direct them to the pathways of 

positive development. Therefore, goal-directed mentoring interactions need a mediator for 

satisfactory outcomes. As explained by Lyons et al. (2019), the quality of mentoring 

relationships is essential, but how the mentors provide guidance, skill teaching opportunities, 

and support is a much more important matter in promoting positive outcomes. To complete 

their statement, the results of this research suggest that goal-directed mentoring interactions 

can support mentees when experiencing stressful or adverse situations by encouraging and 

guiding them to employ adaptive cognitive emotion regulation strategy of replanning and 

reappraisal. This strategy has a key role in promoting mentees’ developmental assets (e.g., 

boundaries and expectations, support, commitment to learning, empowerment, positive 

identity, and positive values) and reducing their depression and risk-taking. 

Nevertheless, a look at the results of mediation analysis in the current structural model 

suggests that cognitive emotion regulation strategies were acting differently in this study. 

According to past studies, the strategy of putting into perspective was found adaptive in terms 

of its positive association with youth well-being (e.g., Allan & Gilbert, 1995) and non-suicidal 

self-injury (e.g., Madjar et al., 2019). However, the findings of this research suggest that putting 

into perspective strategy may not be an utterly non-adaptive strategy as it decreases youth 

positive identity and positive values. Equally, the strategy of acceptance which is known as an 
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adaptive strategy (Garnefski et al., 2001) performs as a non-adaptive strategy in this study by 

increasing youth risk-taking. Therefore, mentors might urge their mentees to employ the 

strategy of replanning and reappraisal when they are experiencing negative situations or 

stressful events.  

7.9.2 Insights into the Model of Youth Mentoring 

The findings of this research provide insights into the Model of Youth Mentoring (Rhodes, 

2005). Based on earlier studies (Rhodes, 2002, 2005; Rhodes et al., 2006; Rhodes & DuBois, 

2008), mentoring relationships can impact mentees’ positive development through three 

interrelated processes of socio-emotional development, cognitive development, and identity 

development. Mentees’ social-emotional development could be facilitated by reducing 

stressors and regulating emotional experiences. Their cognitive development can be advanced 

through inspiring new learnings, expanding new rational thinking skills, and accepting more 

adult principles. Finally, identity development is proposed to be supported by modifying 

mentees’ perceptions of their current and future self or by providing prosocial interactions. The 

findings of the current research could expand our knowledge regarding these interwoven 

processes depending on the mentoring interactions (relational-focused or goal-directed). In this 

regard, as reflected in the name, the strategy of replanning and reappraisal suggests providing 

new learnings and increasing new rational thoughts. Using this strategy might be supportive of 

promoting mentees’ boundaries and expectations, support, empowerment, positive identity, 

positive values, commitment to learning along with preventing depression and risk-taking. 

Nonetheless, the processes of socio-emotional development, cognitive development, and 

identity development are intertwined (e.g., Rhodes, 2002) and possibly will overlap each other. 

For example, the strategy of replanning and reappraisal could be helpful in reducing mentees’ 

emotionality, but this might initiate engaging with thoughts of steps to fix the situation or 
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learning from it for the future. As explained by DuBois et al. (2011), mentees’ cognitive skill 

development could improve youth emotion-regulation skills. On balance, feeling and thinking 

are the conscious experiences related to emotion and cognition, which interact with each other 

(Adolphs, 2010). 

7.10. Implications for Practice 

The present findings might have important implications for research into positive youth 

development and mentoring programmes. One potential application of the findings would be 

to recognise the type of mentoring interactions needed for dyadic pairs or mentoring 

programmes. Mentoring programme facilitators and staff can consider providing a goal-

directed mentoring context to youth with emotional problems since relational-oriented 

mentoring could require establishing a close relationship over time. Then, goal-directed 

mentoring interactions could move to more relational-focused interactions. In such situations, 

mentors in goal-directed contexts might be able to deliver cognitive emotion regulation 

strategies to promote their mentee’s emotional well-being, positive outcomes as well as 

lessening or preventing unfavourable outcomes. However, in mentoring relationships which 

are following a balanced approach (both relational and goal-directed interactions), the mentors 

could be trained at what time to act as goal-directed mentor who comes with plans and goal-

setting to promote their mentees’ problem-solving or better performance. The lack of research 

on the effects of different mentoring interactions and the ways these interactions are performing 

regarding mentees’ emotion regulation and positive development means there is a need for 

further mentor training as well as modifying the interventions. 

Nevertheless, it might be less challenging for practitioners and organisations involved 

in youth development programmes to train mentors on particular practices before reaching 

ineffective outcomes and evaluation or even engaging youth in activities based on trial and 
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error. Well-planned training could be beneficial to empower the mentors’ communication skills 

and activity planning to improve the mentees’ positive youth development. As explained by 

Kim, Bigman, and Tamir (2015), the three factors of ability, belief, and knowledge influence 

the efficacy of emotion regulation process. Therefore, mentors can change the impact of these 

factors on their mentees by direct teaching or guidance. In the situations where a stressful or 

negative event could be handled or modified (e.g., mentees’ confusion over contextual 

boundaries and expectations, conflicts in mentees’ relationships, or responsibility-taking), 

using metaphors could be a good choice to engage the mentees’ intellectual abilities and to 

seek a way to set a plan or re-evaluate the situation. For this aim, a metaphor is adapted from 

Hayes (2004) and modified with permission attained from the author as follows:  

"The situation you are in seems a bit like this. Imagine that you're placed in a field, 

wearing a blindfold, and you're given a little bag of tools. You're told that your job is to run 

around this field, blindfolded. Unknown to you, in this field there are a number of widely 

spaced, fairly deep holes. So, you start running around and sooner or later you fall into this 

large hole. You feel around and there are no escape routes you can find. So you reach into your 

bag and find a shovel. So, you start digging, but pretty soon you notice that you're not out of 

the hole -- the hole is bigger. So, you try digging faster, or with big scoops. But it is not working. 

So, what do you think? Digging is a way out of the hole or digging is what makes holes? So 

maybe it’s better to set a new plan." 

7.11. Limitations 

Every study unavoidably has strengths and limitations. The structural model of this study 

provides some evidentiary basis for mentor training and supporting mentees in a sufficient 

sample size. Moreover, the results of this study fit with the Model of Youth Mentoring (Rhodes, 

2002) and the data contributes a clearer understanding of mentoring interactions (e.g., 
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relational-focused and goal-directed) regarding their different effects on youth outcomes. 

However, it is plausible that several limitations could have influenced the results obtained.  

Given that the findings are based on a cross-sectional design study in New Zealand, the 

result from such analysis should be treated with caution. Also, although the sample size of the 

study met the requirement of quantitative analysis, the sampling method might prevent the 

generalizability of the findings to the population as a whole. Particularly, convenience 

sampling requires setting criteria which result in an inability to be generalised to all mentees in 

New Zealand. Besides, collecting data through Facebook and Instagram was beneficial in 

reducing time and cost, but it targeted the youth population who were active on these platforms. 

Furthermore, the scale of relationship quality (Dutton, Deane, & Bullen, 2021) which 

was used to measure relational-focused mentoring interaction in this research was a newly 

developed scale. Therefore, there were no validity or reliability indices reported by the 

developers. Anyhow, this scale was employed as it was impossible to add too many new scales 

and subscales to the existing questionnaire of the Y-AP study. Besides, the items established 

in the scale were in line with the literature and objective of this study to assess relational-

focused mentoring interaction in the match. 

Additionally, studies in the field of mentoring relationships mostly focus on dyadic 

relationships between a mentor and mentee. However, in this study, only 28.7% of the 

participants indicated having one mentor in life and only 13% were from youth programs, 

therefore, they were possibly in a long natural mentoring relationship. Similarly, the rest of the 

participants reported different mentoring relationships in terms of the number of mentors, 

relation to the mentor, and duration of their relationships. Thus, this study may be considered 

as research that involves a general population of mentors and mentees and is consequently not 

generalizable to all mentoring relationships.  
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Using cross-sectional data, the aim was to examine initially if goal-directed and 

relational-focused mentoring interactions (X) could help mentees’ cognitive emotion 

regulation strategies (M), and if this would, in turn, lead to elevated developmental assets and 

less depressive symptoms as well as risk-taking (Y). This mediational model was indeed 

significant in some paths, which might then lead the researcher to describe a causal, temporal 

relationship between the three variables. However, it is not reasonable to consider the findings 

as a long-established fact since this study is a cross-sectional study and the essential motive for 

the incapability of the cross-sectional model to capture longitudinal processes is that it fails to 

characterize the effects of X on M and Y and of M on Y over time (Maxwell, Cole, & Mitchell, 

2011). This point is especially relevant within mentoring contexts that are a gradual process 

towards determination or becoming stronger. Thus, the findings require a cautious 

interpretation and generalizability. 

Moreover, it should be noted here that some of the constructs were combined 

(rumination and catastrophising as well as refocus on planning and positive reappraisal) 

representing a new construct. Therefore, the results need to be reported carefully. Finally, 

joining a longitudinal study (YAP research) limited collecting enough data for quantitative 

analysis. This weakness caused designing another method of data collection which needed a 

new ethics approval and a new plan to collect sufficient data to conduct a structural path model.  

7.12. Recommendation for Future Studies  

This research was conducted on a topic that has received little research in the existing youth 

mentoring literature. Further work needs to be carried out supporting the findings of this study 

in the same or other contexts, also with larger sample size. Moreover, goal-directed and 

relational-focused mentoring interactions have not been found effective in promoting mentees’ 

social competencies. Even the strategy of replanning and reappraisal which is a powerful 
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mediator between mentoring interactions and youth outcomes and also it has a positive 

association with social competencies (β = .147, p = .013) has no mediation effect in the link 

between mentoring interactions and social competencies. This is inconsistent with the 

assumptions presented in the Model of Youth Mentoring in which mentors are supposed to be 

facilitators of mentees’ social development and the mentor may act as a social mirror by role-

modelling to promote mentees’ socio-emotional development (Rhodes et al., 2006). Therefore, 

future studies could target the ways that mentors could impact or improve mentees’ social 

competencies when mentees are experiencing negative life events.  

More research is also needed to better understand whether there is a temporal pattern 

in using cognitive emotion regulation strategies. As an example, during a negative event, young 

people might put the blame on themselves at first, which would be replaced by replanning and 

reappraisal later. More significantly, the strategies of acceptance and positive refocusing might 

be the base of other adaptive strategies. All people experience negative events in their lives in 

which acceptance appears to be one of the first steps to facing life’s challenges, or they might 

initially distract themselves by focusing on other pleasant events to manage their emotions 

before moving toward another strategy. 

Regarding the huge drop of participants, it is recommended to future researchers to use 

a shorter questionnaire in the first place. Besides, it will be helpful to use constructs with more 

than four items since the items may be removed due to their low factor loadings or the scoring 

procedure requires a complex process of replacing missing scores such as scoring each subscale 

of the Cognitive Emotion Regulation Questionnaire (CERQ). In part, each subscale has four 

items and only one blank item can be replaced with the mean of the other three items. Thus, if 

a participant leaves two blank items, they must be removed from the analysis. 
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In terms of the measurement scales, researchers at the Search Institute (Syvertsen, 

Scales & Toomey, 2019) have recently modified the original version of the developmental 

assets by eliminating some of the items or moving them to another construct which resulted in 

much more robust psychometric properties. Also, the items of the new version appear more 

transparent and comprehensive such as ‘In my family, there are clear rules about what I can 

and cannot do’ or ‘How much of the time do your parents ask you where you are going or with 

whom you will be?’ (adopting from the new version of items relating to family boundaries) 

which are replaced with ‘I have a family that provides me with clear rules’ and ‘I have a family 

that knows where I am and what I am doing’. Future researchers may consider using the new 

version for their studies. 

Employing cognitive emotion regulation strategies within an intervention-based 

programme requires efficient experience since these strategies are delicately linked to emotions 

and cognitions, which at a higher level are tied to the individual’s psychological well-being. 

Therefore, intervention planners, practitioners, and organisations involved in youth 

programmes should consider mentor training by a psychologist or CBT (Cognitive Behavioural 

Therapy) trainer as many mentors might not be educated in the mental-health field. Moreover, 

future researchers are highly recommended to adopt a pre-test-post-test design if their 

intervention includes the findings of this study. This form of evaluation will definitely build on 

the existing evidence. 

7.13. Conclusion 

Mentoring can be effective at promoting positive youth development. Recognising the factors 

linked to the relationship quality and youth outcomes is beneficial to mentoring practice. On 

the whole, this study advances our understanding of the ways mentoring relationships could 

influence youth positive and negative outcomes with the intervening role of mentees’ cognitive 
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emotion regulation. It also highlights the potential benefits of different mentoring interactions 

on those outcomes that can support programmes planning for further mentor training. 

Regarding youth coping skills, studies on mentoring relationship quality, mentoring effects, 

and use of evaluations would help our understanding of youth development forward. 
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Chapter 8. Chapter Eight: Methods of The Mentor Study 

 

The previous chapter included the quantitative study of this thesis which aimed to assess the 

relevance and significance of the relationship between the focus of goal-directed and relational-

directed mentoring interactions and mentees’ Developmental Assets, depression, and risk-

taking, in addition to assessing the mediating role of mentees’ cognitive-emotion regulation 

strategies within those links. This chapter presents the research process and findings based on 

data collected from mentors to provide understanding and insight into the role of mentoring 

relationships in supporting mentees’ cognitive-emotional development. In particular, this novel 

study is designed to address a knowledge gap regarding the lack of understanding we have of 

how mentors respond to their mentees’ effort to regulate their emotions during stressful life 

events. The current chapter includes details on the methods for this study. 

8.1. Method 

Study two is designed as a cross-sectional questionnaire-based survey administered to mentors. 

The objective of this study was to explore mentors’ approaches to supporting their mentees’ 

cognitive-emotional regulation skills when their mentees encounter stressful circumstances. 

Therefore, the research question was developed as to how do mentors respond to their mentees’ 

use of different cognitive-emotional regulation strategies during stressful life events? 

8.1.1 Participants 

To achieve the aim of this study, data were only collected from mentors who participated in 

the Youth-Adult Partnerships (Y-AP) Observation Study (Deane et al., 2021). The features of 

Youth-Adult Partnerships Research were fully introduced and described in Chapter Five. To 

remind the reader, the Y-AP study was led by the researcher’s co-supervisor, and the 
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participants were mentor-mentee pairs mainly recruited via formal mentoring programmes, but 

some were involved in natural mentoring relationships. The data collected from mentees 

associated with this dissertation were used in the ‘Mentee Study’ of the current research. 

However, in this study as the ‘Mentor Study’, mentors’ supportive approach for mentees’ 

cognitive emotion regulation strategies was explored through a set of questions developed from 

the same scale used to measure mentees’ cognitive emotion regulation strategies. Therefore, 

all the participants in the ‘Mentor Study ‘were from the Y-AP Observation Study. Figure 18 

illustrates an overview of the participant recruitment for each study of the current research. 

 

  

Figure 18  

Participant Recruitment for Each Study of the Current Research 

 

 
 

8.1.2 Survey Questions 

Measures in mentors’ questionnaire included demographic characteristics: sex, age, ethnicity, 

and the length of their mentoring relationship (in months). In addition, a set of closed and open-

ended questions were generated by the researcher based on the coping strategies assessed with 

the Cognitive Emotion Regulation Questionnaire (CERQ). These questions were included in 

Participant Recruitment For 
This Multi Method Research

The Mentee Study:
Stage one included mentees from Y-AP 
Observation Study (Deane et al., 2021)

Stage two included the mentees involved in 
the youth programmes/organizations as 
well as participants through the social 

media 

The Mentor Study:
Mentors from Y-AP 

Observation Study (Deane et 
al., 2021)  
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the post-observation questionnaire for mentors involved in the Y-AP Observation Study. The 

questions asked about mentors’ responses to their mentees when mentees discussed their 

reactions to stressful life events. Initially, mentors were asked ‘Does your mentee ever talk to 

you about their own stressful or unpleasant experiences?’ and if the mentor’s response was 

‘Yes’, a series of questions were then presented based on Garnefski’s et al. (2001, 2002) nine 

cognitive emotion regulation strategies (e.g. ‘Do they ever blame themselves?’). If a mentor 

responded “Yes” to any of the strategies, they were asked to elaborate by responding to the 

following open-ended question ‘If yes, how do you respond to your mentee during such 

conversations?’ This type of questioning was helpful in two ways: the mentors’ responses 

provided an overview of the types of cognitive emotion regulation strategies this sample of 

mentees commonly use, and they also provide a more in-depth understanding of how mentors 

support mentees when mentees experience stress. Appendix H contains all the questions for 

this part of the survey.  

8.1.3 The procedure of Data Collection 

Mentors’ completed questionnaires were used to achieve the goal of this study. The 

questionnaires were administered online via Qualtrics software. All the questions associated 

with this study took 5-10 minutes to complete. By September 2019, forty-one questionnaires 

were collected from participants who were 19 years old or over and settled in Auckland. 

8.1.4 Data Analysis 

Data were analysed using thematic analysis. Thematic analysis is especially suitable for under-

researched areas (Braun & Clarke, 2006). According to Braun, Clarke, Hayfield, and Terry 

(2018), thematic analysis has been applied in studies since the 1930s (e.g. Kinsky & Strunk, 

1933). As Braun and Clarke (2006) explain, “a theme captures something important about the 

data in relation to the research question and represents some level of patterned response or 
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meaning within the data set” (p. 82). The concept of a theme in the thematic analysis is 

differently defined depending on whether the researcher is focused on ‘shared meaning-based’ 

or ‘domain summary’ conceptualisations (Braun et al., 2018). In domain summary 

conceptualisations, the researcher summarizes the semantic or surface level of meaning 

extracted from the participants’ responses related to the research question. These meanings 

might represent multiple or inconsistent meanings such as collecting information about a 

concept without considering the shared or dissimilar meanings of the data. Whereas, in the 

shared-meaning conceptualization, the researcher generates the themes based on the core 

meanings associated with smaller units of meaning or codes. These meanings contain implicit 

ideas embodied in abstract ideas as well as explicit meanings (Braun et al., 2018). Besides, 

themes can be conceptualized as analytic inputs or analytic outputs which refer to differences 

in pattern identification timing. When patterns are recognised at the beginning of analysis 

process, usually following an initial data familiarization stage which guides decisions about 

codes, these are called inputs whereas outputs are detected later (during the analysis procedure) 

when the identified pattern construct the final themes (Braun, Clarke, Hayfield, & Terry, 2018). 

Thematic analysis is a useful approach to specify patterns or themes within a qualitative 

data set and it should be considered as an “umbrella term” for three wide-ranging techniques 

or “schools” of thematic analysis that includes coding reliability, reflexive, and codebook 

approaches (Braun et al., 2018). In coding reliability, researchers develop a coding frame or 

codebook to categorize the data into themes. Coding reliability approaches preferably involve 

more than one coder and requires assessments of the reliability of coding. In contrast to coding 

reliability, a reflexive approach is a fully qualitative approach from data collection to reporting.  

In this method, themes are conceptualized as meaning-based patterns manifesting in both 

explicit (semantic) or conceptual (latent) ways. Looking for meaning-based patterns in the data 

set enables the researcher to provide a coherent and convincing explanation of the data, not 
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simply summarizing the data. The researcher’s subjectivity is also acknowledged as playing an 

active role during the analysis process. Themes are conceptualized as outputs of coding, 

meaning that themes are not fixed at the early stages of analysis. Themes are the result of 

exploring an understanding of patterned meaning through the dataset. In doing this, the codes 

generated through the analysis process can change to better capture the researcher’s evolving 

conceptualization of the data (Braun et al., 2018). The third school of thematic analysis is 

known as the ‘codebook’ approach which sits between the two previously mentioned schools. 

This method uses a similar coding approach to coding reliability as well as sharing the general 

qualitative perspective of reflexive approach. In particular, in codebook thematic analysis, 

some or all the themes are predetermined and are usually conceptualized as domain summaries 

similar to the coding approach in coding reliability but without measuring the reliability of 

coding. On the other hand, the codebook approach is somehow similar to the reflexive approach 

since the researcher follows the philosophy that thematic analysis is a fully qualitative approach 

(Braun et al., 2018). 

A reflexive approach was applied in the current study based on the stages developed by 

Braun and Clarke (2006). They described six phases of reflexive thematic analysis that include 

familiarising oneself with the data and identifying items of potential interest, generating initial 

codes, searching and constructing themes, reviewing potential themes, defining and naming 

themes, and producing the report. These stages were used to analyse the data of this study and 

are fully described in the following. 

The first stage of analysis requires developing initial and provisional analytic ideas by 

focusing on the general research question in consideration of the participants’ worldview, 

assumptions and orientations to the questions (Terry, Hayfield, Clarke, & Braun, 2017). At the 

stage of familiarisation, each item was actively read and re-read several times, noting down 

initial ideas. The familiarisation began with reading each descriptive account within a single 
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cognitive-emotional regulation strategy. Specifically, this involved reviewing each mentor’s 

response to their mentee’s use of the self-blame strategy. As this study was not focused on 

analysing each mentor’s set of responses to identify case by case patterns, all the mentors’ 

responses to each strategy were reviewed first and the researcher made notes of relevant and 

interesting data segments before moving on to the next strategy. If the objective of this study 

was to explore particular mentoring styles, the researcher would have had to consider each 

mentor as a separate case and code all of the responses that each mentor provided for all the 

strategies. Whereas, for this study, the researcher was interested in exploring a range of 

mentoring techniques applied in response to mentees’ reactions within each strategy. 

At the second stage and after getting a sense of the entire dataset, the researcher moves 

to more in depth and systematic engagement with the data and begins generating initial codes 

(Terry, Hayfield, Clarke, & Braun, 2017). As stated by Boyatzis (1998), “codes identify a 

feature of the data (semantic content or latent) which is interesting to the analyst, and refers to 

the most basic segment, or element, of the raw data or information that can be assessed in a 

meaningful way regarding the phenomenon” (p. 63). In doing so, the coding process can be 

either oriented to start from the data to identify the meanings without importing ideas learnt 

from the literature or theories (i.e., inductive approach) or starting the analytic process and 

keeping conceptions, ideas, or theories in mind based on the literature while exploring and 

extracting relevant ideas from the dataset (i.e., deductive approach). The researcher applied an 

inductive approach starting with identifying the meanings embodied in the dataset and labelled 

each relevant data segment with a few words or phrases to provide initial codes at both semantic 

and latent levels (Braun et al., 2018).  

The next stage involved an active process of constructing or searching for themes. The 

research question was the key in this stage as it acted as a guide to capture the probable clusters 

of patterned meaning (Terry et al., 2017). Simply put, the researcher explored how the mentors 
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responded to their mentee’s use of each cognitive-emotional regulation strategy. The process 

of pattern formation and theme identification within each cognitive-emotional regulation 

strategy involved examining codes and related data, combining, clustering, or collapsing codes 

into a bigger or meaningful pattern as suggested by Terry et al. (2017). Therefore, within each 

cognitive-emotional regulation strategy, an important or a big code was promoted to a potential 

theme and associated with a cluster of similar codes. To achieve this, initial thematic maps 

were created for each strategy. This is a process of visually exploring prototypes (or candidate 

themes) and subthemes, and associations between them (Braun & Clarke, 2006; Terry et al., 

2017; Braun et al., 2018). The early maps for the nine cognitive-emotional regulation strategies 

were brought together in order to provide an initial map of mentors’ responses by promoting 

potentially important codes (i.e., comprehensive codes which could contain some of other 

codes within its boundaries, Terry et al., 2017). The researcher then moved to the fourth stage 

of reviewing potential themes. 

The phase of reviewing candidate themes is a filtering stage to ensure that the identified 

themes are clearly related to the coded data, dataset, and the research question. Some of the 

themes were further shaped, clarified or rejected. At this stage of analysis, all the data extracts 

were reviewed to ensure they were representative of the central organising concept of the theme 

they were associated with. The final review focuses on whether the story articulated by the 

themes responds to the research question (Terry et al., 2017). At this stage, the researcher’s 

supervisory team independently coded the mentors’ accounts for some of the strategies. The 

codes from all the coders (i.e., the researcher and the supervisors) were compared and discussed 

to resolve possible discrepancies and to ensure internal homogeneity and external heterogeneity 

of the various themes. The fifth stage involves defining and naming the themes which often 

provide clearer thematic labels that represent the range and core ideas associated with a theme. 

The goal of this stage is to confirm the transparency, comprehension and summary of the 
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themes whether their names offers the meaning of data linked to the research question and a 

finalized analysis (Braun et al., 2018). By the end of this stage, a final thematic map was created 

to finalise the themes by their names. 

According to Braun and Clarke (2006), the final stage of producing the report of 

thematic analysis provides the complex story of the dataset. Good and concise data extracts 

help to establish the dominance of themes through an analytic storyline to support a discussion 

of the research question. Producing the report is the final chance for analysis, where the names 

and definitions of the first-level themes and sub-themes were reviewed to help with the 

selection of clear, convincing quotations from the mentors’ responses. Nominated extracts were 

re-analysed and checked in relation to the analysis of the research question and background of 

the study in preparation of the report. To achieve this aim, the final report of this study, which 

is presented in the next section, was revised several times to provide a high-quality report 

demonstrating the above-mentioned features. 

8.2. Chapter summary 

This chapter provided a description of the methods used in the ‘Mentor Study’ including 

participants, sampling, survey questions, and data analysis. It was discussed how thematic 

analysis approach fits well for analysing the mentors’ responses to the open-ended questions. 

The six stages of reflexive thematic analysis implemented in the study were elaborated in detail. 

In the next chapter, the results of this analysis are presented. 



 

271 
 

Chapter 9. Results of The Mentor Study 

 

This chapter presents the results of the ‘Mentor Study’. The previous chapter included data 

analysis which provided the methods used for data analysis. To put these analyses in 

perspective, the current chapter provides (a) a description of the mentors’ background, (b) the 

mentors’ report on their mentees’ use of cognitive emotion regulation strategies, (c) a full 

explanation of the major findings that involve mentor’ supportive approaches of their mentees’ 

cognitive emotion regulation strategies, (d) a summary of mentors’ approaches on each 

strategy. 

9.1. Results 

This section begins with a report of the participating mentors’ characteristics followed by a 

descriptive overview of mentors’ responses to a series of dichotomous questions asking 

whether or not their mentees apply each of the nine cognitive-emotional regulation strategies 

(e.g., self-blame, acceptance, positive refocusing, or catastrophising, etc.) during stressful or 

unpleasant experiences. Mentors also provided text responses to open-ended questions asking 

them to describe their own responses to their mentees’ in situations when the mentees used 

each of the nine cognitive emotional regulation strategies. Based on the research question for 

this study – how do mentors respond to their mentees’ use of different cognitive-emotional 

regulation strategies during stressful life events? – two first-level themes were identified as 

representing the mentors’ general approaches to such situations: reassurance and providing 

new ways of learning. A map representing the themes of mentor’s responses to their mentees’ 

cognitive-emotional regulation strategies was created in the production of the report. These 

themes and sub-themes are followed by illustrative data excerpts. The qualitative extracts 



 

272 
 

incorporated in the findings below are distinguished by using ‘MR’ and a numeric 

identification code; for example, ‘MR1’ is used for extracts from mentor 1 in order to 

track individual participant’s data excerpts while also ensuring confidentiality. In the final 

section, a table is provided to illustrate how each of the mentees’ cognitive-emotional 

regulation strategies have been linked to mentors’ different approaches in responding to them. 

9.1.1 Mentors Characteristics 

Forty-one mentors participated in this component of the research. Of this sample, thirty-five 

mentors (85.4%) indicated that their mentees discuss stressful or unpleasant experiences with 

them. The six mentors (14.6%) who indicated their mentees never discuss such experiences 

with them were excluded from the study. Of the 35 who were retained for further analyses, 

31.4% were male, and 68.6% were female. There ages ranged from 19 to 58 years (M = 31.2, 

SD =1.95). The race/ethnicity proportions of the sample were as follows: 45.7% (n = 16) NZ 

European, 8.6% (n = 3) Pasifika, 25.7% (n = 9) Asian (including Indian), 2.9% (n = 1) NZ 

Māori, 2.9% (n = 1) Other European, 2.9% (n = 1) Other ethnicities. In addition, 11.6% (n = 

4) of the participants identified with more than one ethnicity (e.g. NZ European and Asian, NZ 

European and NZ Māori, NZ European and NZ Māori and Other European, and NZ Māori and 

Others). The age of their mentees was in a range of 12 to 18 years old. 

9.1.2 Mentors’ Reports on Their Mentees’ Strategy Usage 

In terms of the prevalence of mentees using particular cognitive emotion regulation strategies 

during stressful or unpleasant situations, according to their mentors, Acceptance (88.6%) was 

the most commonly applied followed by Positive Reappraisal (82.9%), Positive Refocusing 

(80%), Putting Things into Perspective (77.1%), Refocusing on Planning (74.37%), Other-

blame (31.4%), Self-blame (22.9%), and Catastrophising (20%). Rumination (17.1%) was the 

least likely strategy to be applied by their mentees. In the next section, findings of mentor’s 
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responses to the open-ended questions are discussed and presented in maps based on the 

thematic analysis.  

9.1.3 Mentors’ Supportive Approaches 

Since the themes were generated from the mentors’ responses to nine different strategies, the 

subthemes that were dominant in particular strategies are noted in the findings below. The final 

map (see Figure 19) presents the first level themes of reassurance and providing new ways of 

learning. Reassurance includes five second-level themes: mentors’ use of self-disclosure, 

normalizing mentees’ feelings, redirecting mentees’ self-blame, showing availability, and 

validation; which are presented in the next section. The second first-level theme, providing 

new ways of learning, consists of two second-level themes, teaching adaptive strategies and 

promoting moral development, which are discussed after the reassurance theme and related 

sub-themes.  

 

Figure 19  
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9.1.3.1. Reassurance  

Looking across the mentors’ responses, many wrote about explicitly reassuring their mentees 

feelings and thoughts. The mentors had a tendency to reassure their mentees across the 

strategies of catastrophising, positive reappraisal, putting into perspective, acceptance, 

rumination, and positive refocusing. As an illustration, one mentor stated that they “Reassure 

them that everything is ok and everything will be ok” (MR13), and another said “I reassure 

them on this aspect, and make sure they feel supported” (MR1). In some responses, in contrast, 

reassurance was more implicit and identified through mentors’ comments about the use of self-

disclosure, normalizing their mentees’ feelings, redirecting mentees’ use of self-blame, and 

showing availability. 

9.1.3.1.1. Self-disclosure 

Typically, the mentors used self-disclosure when their mentees’ used catastrophising, self-

blame, and acceptance strategies. These mentors tended to normalize the mentees’ emotions 

and thoughts by sharing personal experiences, as they put it: “Tell them that it's okay to do so 

and that even I am guilty of this, then if relevant share own experiences/thoughts” (MR15), or 

“I would say it happened to me sometimes” (MR3).  

9.1.3.1.2. Normalizing the Mentees’ Feelings 

Similar to the previous response, some mentors tended to normalize the mentees’ emotions and 

thoughts by discussing how stressful situations are a normal part of life within strategies of 

positive reappraisal, acceptance, self-blame, and positive refocusing. Normalizing their 

mentees’ feelings was reflected in mentors’ comments such as: “try be supportive tell them that 

everyone goes through those same emotions and feelings too so its normal” (MR7), “and that 
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it is ok to have stressful things occurring in your life” (MR19), or “Tell them that it's okay to 

do, we just have to go through it” (MR13).  

9.1.3.1.3. Redirecting Self-blame 

Equally important, some mentors provide reassurance by redirecting their mentee’s emotion 

when they use self-blame, especially when the negative situation is out of their mentees’ 

control. Such redirection occurred only in relation to situations where mentees used self-blame. 

For instance, a number of mentors stated: “when it isn't his fault then I make sure he knows 

that it isn't his fault and that he was done wrong” (MR9), or “if he was not responsible I try to 

help him see that and I try to help him externalise the problem so he does not see it as a problem 

with or within himself” (MR11). 

9.1.3.1.4. Showing Availability  

The second-level theme of showing availability refers to comforting the mentee and actively 

listening to help alleviate their mentees’ negative emotions or thoughts. The mentors did this 

when their mentees used acceptance, positive reappraisal, rumination and positive refocusing 

strategies. For example, some mentors said: “give her comforting words, verbally and 

physically show her that I'm listening and understanding of what she is discussing” (MR34), 

or “Ultimately I hear him out because when he can't stop thinking about something, he needs 

to just talk it out” (MR11), “I give them the opportunity to talk about their feelings and 

thoughts” (MR17), or “I try and help him in an empathetic way to talk about the situation” 

(MR13). 
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9.1.3.1.5. Validation 

One of the most prominent second-level themes was the mentors’ use of validation to endorse 

their mentees’ strategies to regulate their emotions. In the data set, validation was a common 

approach amongst mentors to reinforce their mentees’ wisdom, correctness, and appropriate 

responses to their situations, particularly when mentees used positive reappraisal. To 

demonstrate, some of the mentors indicated: “Its [it is] a key part of my support - that every 

situation has learning opportunities and that we learn from mistakes” (MR16), “have expressed 

to my mentee and discussed how growth comes from challenge” (MR18), “Provide further 

validation that focusing on the positive learning from their experience is good and see what we 

can improve on next time” (MR2), or “we all learn from them and know what to do next time” 

(MR34). At a latent (or interpretive) level, these examples involve the mentors’ endorsement 

of their mentees’ use of positive reappraisal meaning that when a mentee talks about learning 

from a situation or looking at the positive side of the situation, often mentors validate this 

strategy. Moreover, positive reappraisal was the most validated strategy by mentors.

 Like in the previous examples, mentors approve of their mentees using putting into 

perspective strategies (i.e., comparing different circumstances). For instance, one mentor stated 

that “It is good to consider all circumstances and situations - otherwise it can be easy to get 

bogged down in the negative” (MR31). Also, mentors tend to validate their mentees’ acceptance 

strategy when a mentee accepts the situation. As an illustration, mentors said, “Accepting the 

situation is one thing I try to teach him, because situations that have happened to us can not 

be changed” (MR11), or “Acceptance is important, and once they've come to terms with the 

situation, it's easier to build on that to start improving/remedying the situation” (MR10). 

Moreover, validation is one of the main approaches in response to mentees when mentees focus 

on other positive kinds of stuff during adverse events (i.e., positive refocusing) which is 

different from focusing on the positive sides or learning from the situation (i.e., positive 
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reappraisal). For example, mentors, directly and indirectly, validated mentees by their 

statements: “show them validation in their efforts and keeping things positive” (MR2), or “I 

agree that there's no point in dwelling on it” (MR6). 

In validating their mentees, the mentors recognize the appropriateness of the mentees’ 

strategies to deal with a negative situation. Therefore, the mentors might directly respond that 

they show validation or explain why mentees’ use of specific strategies such as acceptance or 

putting into perspective are important. However, validation also include encouragement and 

affirmation directly expressed by the mentors. Some mentors positively affirmed their mentees’ 

positive responses or behaviours with regards to some of the cognitive emotion regulation 

strategies they used. This included when they put things into perspective, used acceptance, 

positive refocusing, positive reappraisal, or refocused on planning. Some of the mentors 

reported accounts of affirmation like these: “Usually with positive affirmations regarding his 

ability to think about how other people feel and live” (MR13), or “I usually affirm his reaction 

if he is accepting” (MR32). Results also showed many mentors tend to encourage the mentee’s 

adaptive strategies, mainly when mentees reacted by positively reappraising their situations or 

positively refocused or refocused on planning. For example, a mentor stated that “I encourage 

this sort of thinking where they are being positive about the situation” (MR10). 

9.1.3.2. Providing New Ways of Learning 

The first level theme of providing new ways of learning included two second-level themes: 

teaching adaptive strategies and promoting moral development. Teaching adaptive strategies 

includes promoting cognitive reappraisal, refocusing on planning and problem solving, and 

positive refocusing. However, promoting moral development included examples of how 

mentors promoted perspective-taking and emphasized the mentees’ responsibility in different 

situations (see Figure 19). 
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9.1.3.2.1. Teaching Adaptive Strategies 

A typical response amongst the mentors was their intention to teach adaptive strategies. In this 

study, four aspects were frequently reported by mentors when they talked about teaching their 

mentees’ to respond in adaptive ways: promoting positive reappraisal (e.g., focusing on the 

positive side of the situation or the learning from a situation), refocus on planning (e.g., 

thoughts about taking steps to handle the situation), positive refocusing (e.g., refocussing on 

other positive stuff or events), and situation analysis (e.g., clarifications of the negative 

situation, other factors, outcomes, and following feelings or emotions).  

Regarding the mentees’ use of positive reappraisal, the mentors regularly mentioned 

that learning from the situation could be applied to handle similar future situations. Mentors 

encouraged this whether mentees used a more adaptive strategy (e.g., positive refocusing) or a 

less adaptive strategy (e.g., self-blame). For example, the following extract illustrates a 

comment in response to a mentee’s use of self-blame: “I will try and reinforce that nothing is 

set in stone, and that each situation is just a learning opportunity to take on board for next 

time” (MR31). An example of this can also be seen in another mentor’s comment on the 

mentee’s acceptance strategy, “Then again try to give her guidance on how to overcome any 

issues and how to be more confident in similar situations” (MR34). Likewise, mentors used 

this learning approach in response to their mentees’ use of positive refocusing. For example, a 

mentor said: “Tell them to always focus on the positive sides of everything! there is always 

something positive in every scenario, from something bad you will always gain experience” 

(MR9). 

On the subject of situation analysis, the aim seemed to be a reinterpretation of the 

situation by discussing the event and asking questions to analyse the reason for a negative 

situation, the outcomes that arose from it, and other contributing factors. This approach 

appeared when mentees used the strategy of positive reappraisal as well as other strategies such 
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as rumination, self-blame, acceptance, and putting things into perspective. Although positive 

reappraisal is recognised as an adaptive strategy, mentors still tended to analyse the situation 

jointly with their mentees. For example, one mentor stated that “We talk through the situation” 

(MR18). Mentors also talked about the situations their mentees were facing and the outcomes 

within the strategy of refocusing on planning; for example, another mentor stated that “I also 

try to explain what the outcome may be, so she understands if she does something, her actions 

could result in difference [different] outcomes and try to focus on those outcomes being positive 

ones” (MR34). This response was commonly found in response to their mentees’ use of self-

blame, as represented in these accounts: “Ask further questions to clarify and expand on 

situation” (MR35), or “I would encourage her to ask the question why and whether she is to be 

blamed” (MR29). Analysing a situation was also seen in response to mentee rumination. To 

illustrate, quite a few mentors stated that “I try to see if there are more ideas or problems that 

have occurred since the last conversation” (MR29), or “It's important to reflect on situations 

so that they can avoid it happening again” (MR10). On top of that, some tended to advise their 

mentees to be cautious about the seriousness of the situation when mentees attempted to put 

things into perspective. For example, some mentors mentioned, “still recognise the impact on 

her as being valid and appropriate regardless of comparisons to other's situations” (MR3). 

With regards to the use of acceptance, when a mentee demonstrated acceptance of a negative 

situation, some mentors still attempted to analyse the situation. As an example, some mentors 

assisted their mentees to reassess the bigger picture of the situation: “Help them try and see the 

bigger picture” (MR5), and “I encourage them to think about the bigger picture” (MR21). 

Mentors also attempted to help their mentees to reassess their feelings toward negative 

situations. For example, some mentors used this approach when their mentees used acceptance 

and stated that “I have a conversation about it and how she feels about the situation and how 

she has overcome that situation and how she feels about it afterwards” (MR29). Similarly, 
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mentors promoted analysis of their feelings when their mentees used positive refocusing and 

rumination strategies. One claimed, “I encourage them to think about how they really feel about 

the situation” (MR20). 

Promoting a refocus on planning was identified within the theme of teaching adaptive 

strategies. In this study, refocusing on planning was promoted by mentors in response to their 

mentees reacting with acceptance, rumination, positive refocusing, and particularly, when they 

tried to refocus on planning. When their mentees applied these strategies, the mentors claimed 

that they advise or help them to explore ways to make the situation better or alternative 

solutions or plans. Mentors’ responses to their mentees’ acceptance of the situation included 

“sometimes explore alternative ways of coping if appropriate” (MR23) and “If possible suggest 

better ways she can handle her situation” (MR16). Another mentor echoed this point when 

his/mentee applied the rumination strategy and said “... I would give advice on how to deal with 

the situation” (MR11). Again, some of the mentors reported that they direct their mentees to 

better handle negative situations instead of using self-blame, for example, mentors commented 

that they “Try to help them go through the situation and see what went wrong, possible ways 

they could resolve/make the situation better” (MR10) and “we have put a plan in place to work 

on stressful feelings and finding balance in life/work/school” (MR18). Likewise, some mentors 

mentioned this approach is more helpful to fix a problem rather than focusing on other positive 

stuff (i.e., positive refocusing), for instance, some mentors stated: “So even if she starts talking 

about positive things, I ensure we have a plan in place for dealing with anything hard or 

stressful” (MR18), or “It helps to clear the mind and focus on how to solve the problem, and 

arrive at a positive outcome rather than just letting him forget about it by focusing on positive 

things” (MR3). Most of the mentors’ accounts relating to the sub-theme of refocusing on 

planning and problem solving were stated in response to their mentees using the strategy of 

refocusing on planning. These mentors stated that they assist the mentee in developing their 
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alternative plan by providing suggestions or opinions, idea exchange, or working on a plan 

together. In this regard, many mentors stated things like, “providing my ideas and ask for their 

ideas. Then develop their plan with possible ideas together” (MR2), “In an equitable sharing 

way as much as possible. Problem solving together” (MR16), or “If I can help I try to better 

the plan so he can succeed in dealing with the situation” (MR11). 

With regards to the mentors promoting positive refocusing as it relates to the second-

level theme of teaching adaptive strategies, mentors reported that they try to increase the 

mentees’ optimism and focus on more positive stuff rather than the negative situation in 

relation to a varied range of strategies such as positive reappraisal, rumination, putting things 

into perspective and catastrophising. For example, mentors tend to promote positive refocusing 

when their mentees tried to put things into perspective, claiming “I try to explain different 

people's circumstances so she can understand outside of her own. It has helped her get that 

understanding that not everyone is the same and to be grateful for her own situations and 

maybe one day could help someone else” (MR30). Likewise, mentors promote positive 

refocusing strategies in less adaptive strategies such as rumination, and as an example, a mentor 

stated that “but it's also important that they can move on and think about other stuff; otherwise 

it can really adversely affect their wellbeing” (MR8). Again, another mentor commented on 

the mentee’s use of catastrophising by stating “But they have a certain way of coping with it, 

through laughter but always chooses to be optimistic which I support” (MR1). Also, some 

mentors focused on enhancing mentees’ optimism by focusing on positive aspects of a situation 

within the strategy of positive reappraisal. For example, one mentor stated that they remind 

their mentee that “as long as you have tomorrow, you have the best chance of doing amazing 

things” (MR1), or “I support consideration of positive aspects of anything, and show where 

possible how they offset the negatives.  I try to use this to encourage general effort to turn 

negatives into positives and perceived inability into ability and success.” (MR14). 
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9.1.3.2.2. Promoting Moral Development 

The final second-level theme within providing new ways of learning is promoting mentees’ 

moral development. This second-level theme consists of promoting perspective-taking and 

emphasizing ownership and taking responsibility. The sub-theme of perspective-taking was 

reflected in some mentors’ approaches to their mentees use of two strategies:  putting things 

into perspective and other blame. For example, in response to mentees’ putting things into 

perspective, one mentor stated “On the one hand, it makes people feel comfortable to compare 

themselves to people who are worsen [worse] than themselves. On the other hand, I would 

imply her that there is no point comparing with others since you will never know how much 

they suffered from their situation” (MR3). Another explained, “I try to get her to see things 

from someone else's view, I try to explain different people's circumstances so she can 

understand outside of her own” (MR12), and “I help by showing him ways he can sympathize 

and possibly understand further” (MR11). Some mentors also reported similar approaches in 

response to mentees’ use of other-blame, for example, one said, “I try to make him see both 

sides and make sure that he knows that people react for reasons that we may not be aware of 

yet” (MR11), and “I try to provide the other persons angle” (MR27). 

The sub-theme of emphasizing ownership and taking responsibility refers to mentors’ 

approach to increase the mentees’ sense of accountability. Some mentors commented that they 

direct the mentee to take the responsibility of the situation, especially in response to their 

mentees blaming others. One mentor said “Often talk about how you can't control others but 

you can control how you react to situations” (MR17), “Some other people may have 

responsibility, but it's equally as important to recognize your own problems” (MR10), and “try 

to get her to accept that she has played a part in it too so she has to also accept responsibility 

for her actions” (MR12). One mentor also used this approach in response to his mentee’s use 
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of self-blame and stated, “When the fault is on him and he is aware of it, I make sure he knows 

the reasons to why it is his fault” (MR11). 

In sum, mentors try to teach effective approaches to deal with stressful events, including 

strategies of positive reappraisal, refocusing on planning, and positive refocusing and they do 

this in response to the cognitive emotion regulation strategies used by their mentees except for 

the other-blame strategy. However, mentors provide other ways of new learnings to promote 

the mentees’ moral development through promoting perspective-taking and developing 

sympathy or empathy as well as emphasizing ownership and taking responsibility within three 

strategies: self-blame, other-blame, and putting into perspective. The summary of mentors’ 

supportive approaches on each strategy applied by their mentees is discussed in the following 

section. 

9.1.4 Summary of Mentors’ Approaches on Each Strategy 

Taking everything into consideration, the broad themes of reassurance and providing new ways 

of learning were identified as the mentors’ broad approaches when their mentees shared their 

reactions to negative situations or experiences. Table 38 shows the subthemes identified in 

mentors’ responses in relation to each strategy they reported their mentees used. With regards 

to mentees’ self-blame, the mentors’ reassurance included the use of self-disclosure, 

normalizing their feelings, and redirecting the blame whereas mentors’ approaches to provide 

new ways of learning refers to promoting positive reappraisal and situation analysis. They also 

guide their mentees to promote refocusing on a plan for problem-solving and responsibility-

taking to handle negative events. In contrast, mentors do not reassure the mentee when they 

blame other people or factors; instead, the mentors tend to expand the mentee’s perspective-

taking and ownership/responsibility-taking skills.  

 



 

284 
 

Table 38 
Mentors’ Approaches in Response to Their Mentees’ Use of Each Strategy 

Cognitive-
emotion 

regulation 
strategy 

Reassurance Providing new ways of learning 

Self-blame  Reassurance by using self-
disclosure, normalizing the 
feeling, and redirecting the 
blame 

 Teaching positive reappraisal  
 Teaching situation analysis 
 Teaching refocus on plan and 

problem-solving 
 Emphasizing ownership and 

taking responsibility 
Other blame _  Promoting perspective-taking 

 Emphasizing ownership and 
taking responsibility 

Positive 
reappraisal 

 Reassurance by normalizing 
the feeling, showing 
availability, as well as 
validation, encouragement 
and affirmation 

 Teaching situation analysis 
 Teaching positive refocusing 

Positive 
refocusing 

 Reassurance by normalizing 
the feeling, showing 
availability, as well as 
validation, encouragement 
and affirmation 

 Teaching positive reappraisal  
 Teaching situation analysis and 

analysis of feeling 
 Teaching refocus on plan and 

problem-solving 
Refocus on 
planning  

 Encouragement and 
affirmation 

 Teaching situation analysis 
 Teaching refocus on plan and 

problem-solving 
Acceptance   Reassurance by using self-

disclosure, normalizing the 
feeling, showing 
availability, as well as 
validation and affirmation 

 Teaching situation analysis and 
analysis of feeling 

 Teaching refocus on plan and 
problem-solving 

Rumination  Reassurance by showing 
availability 
 

 Teaching situation analysis and 
analysis of feeling 

 Teaching positive refocusing  
Catastrophising   Reassurance by using self-

disclosure 
 Teaching positive refocusing  

Putting into 
perspective 

 Reassurance, validation and 
affirmation 

 Teaching situation analysis 
 Teaching positive refocusing  
 Emphasizing ownership and 

taking responsibility 
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In terms of positive reappraisal, the mentors reassure the mentees’ feelings by providing 

reassuring responses, normalizing their feelings, and showing availability. They also validate 

their mentees’ approach by encouraging and affirming their reactions and they provide new 

learning through helping their mentees to analyse negative situations and promote positive 

refocusing. In a similar way, when a mentee uses positive refocusing in the first place, many 

mentors reassure them by normalizing their feelings and showing availability. Furthermore, 

they validate the mentee’s use of the strategy through encouragement and affirmation. 

Interestingly, the mentors tend to teach their mentees to apply positive reappraisal, 

situation analysis and to refocus on planning to improve the problem or negative situation. 

Regarding mentees’ use of refocusing on planning, mentors use encouragement and affirmation 

to show their emotional support as well as guiding them to new learnings by collaboratively 

analysing the negative situation and refocusing on plans for problem-solving. 

When a mentee accepts a negative situation and related feelings, the mentors use a range 

of approaches to reassure the mentee emotionally and provide new ways of learning. In 

particular, many mentors reassure their mentee through use of self-disclosure, normalizing their 

feelings, showing availability, and validation. Mentors also promote new learnings by 

encouraging positive reappraisal, situation analysis, and refocusing on planning for problem-

solving. 

In regard to mentees’ rumination, mentors tend to reassure the mentee by offering 

reassuring statements and showing availability. Instead of validating rumination, some of the 

mentors promote new learning through joint situation-analysis and by promoting positive 

refocusing. Similarly, in the case of the mentees’ use of catastrophising, mentors reassure their 

mentee and use self-disclosure to show emotional support. In addition, they promote positive 

refocusing strategy as an alternative strategy to catastrophising. Finally, mentors’ approach to 
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mentees’ putting things into perspective includes reassurance by validation and affirmation; 

however, they tend to provide new learnings by teaching situation-analysis, positive 

refocusing, and perspective-taking. 

9.2. Chapter Summary 

This chapter provided the results of the analysis considered for the ‘Mentor Study’. Descriptive 

statistic result described the mentors’ demographic background, their mentees’ prevalence of 

mentees using particular cognitive emotion regulation strategies during negative events, and 

their supportive approaches for their mentees’ cognitive emotion regulation strategies. 

Thematic analysis has shown that the mentors employ a wide range of strategies and techniques 

in response to their mentees’ adaptive and non-adaptive strategies. These approaches were 

created under the two big themes of reassurance and providing new ways of learning. The next 

chapter includes an in-depth discussion of the findings and the ways this study contributes to 

the knowledge in the field and how findings might be helpful in mentoring relationships and 

programmes. 
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Chapter 10. Discussion of The Mentor Study 

 

The potential impact of mentoring relationships on mentees’ positive outcomes (e.g., 

emotional-wellbeing, academic achievements, etc.) through social-emotion development, 

cognitive development, and identity development is well documented (e.g., Rhodes, 2005; 

Rhodes et al., 2006; Rhodes & DuBois, 2008). However, the ways mentors can assist their 

mentees to effectively regulate and express their emotions has not yet been established (Rhodes 

et al., 2006). Moreover, the ways that mentors might support their mentees to use their 

cognitive skills to understand and regulate their emotional fluctuations is not clearly addressed 

in the mentoring context (Rusk et al., 2013). The researcher of this study set out to identify 

mentors’ techniques or strategies that contribute to mentees’ adaptive (e.g., acceptance, 

positive reappraisal, positive refocusing, putting things into perspective, and refocus on 

planning) as well as less adaptive (e.g., other-blame, self-blame, catastrophising, and 

rumination) cognitive emotion regulation skills in the context of mentoring relationships. 

The current study has made two main contributions to the existing mentoring literature. 

First, it is one of the few pieces of research that explores mentors’ supporting approaches 

regarding mentees’ emotion regulation and thus it provides a deeper understanding of some of 

the processes underlying mentoring interactions. Second, the findings provide new insights into 

mentees’ social-emotional, cognitive, and identity development within their mentoring 

relationships. The next section begins with a discussion of the findings that includes the results 

of both quantitative and qualitative data provided by mentors specifically for this study (study 

two), in terms of the types of cognitive emotion regulation strategies their mentees typically 

apply and the support techniques they offer in response to the mentees’ effort to regulate their 

emotions cognitively. Following this, the advances this study has made to the youth mentoring 
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field are outlined. Then the implications these advances have for practice are highlighted along 

with the limitations of this research and the opportunities for future research. 

10.1. Mentor Engagement in Supporting Mentees through Challenging Situations 

At first glance, the primary finding of this investigation shows that most mentors were involved 

in their mentees’ experiences of negative or stressful life events. As most of the participants 

stated that their mentees talk about their own stressful or unpleasant experiences, an initial 

finding of this study illustrates that mentors can facilitate the mentees’ support seeking or 

emotional support seeking when mentees face challenges in life. In their analysis, Morrow and 

Styles (1995) found an effective mentoring relationship provides space for the mentee to talk 

about anything (e.g., family issues) and how they cope with adversity. This support from the 

mentor is fundamentally important in several ways. When mentors show concern about their 

mentee’s feelings and life challenges, they likely improve their developmental relationship 

quality with their mentee (Morrow & Styles, 1995; Karcher & Hansen, 2014). In doing this, 

they can also encourage their mentees’ use of help-seeking when needed. This helps develop 

their relationship skills, which is one of the core skills for emotional self-regulation 

development (e.g., CASEL, 2012). Moreover, emotional reliance (i.e., relying on others for 

emotional support) is also linked to adaptive coping with stress and maintaining well-being 

(Ryan & La Guardia, 2000), whereas suppressing emotions is related to having less social 

support and closeness with others (Srivastava, Tamir, McGonigal, John, & Gross, 2009), and 

higher levels of psychopathology symptoms (Aldao et al., 2010). 

Furthermore, the findings of mentees’ utilization of adaptive and less adaptive cognitive 

emotion regulation strategies, based on their mentors’ report, have shown that mentees mostly 

employ more adaptive strategies (e.g., acceptance, positive reappraisal, positive refocusing, 

putting things into perspective, and refocus on planning) during stressful life situations, rather 
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than using less adaptive strategies (other-blame, self-blame, catastrophising, and rumination). 

This idea can be further supported by those of Theurel and Gentaz (2018) who found 

adolescents frequently apply more adaptive strategies than less adaptive strategies.  

Above and beyond this, the findings provide new evidence regarding the approaches 

that mentors apply in response to their mentees’ efforts in regulating emotions during stressful 

life events in terms of two broad mentoring techniques that include reassurance and providing 

new ways of learning. These techniques and their dimensions are discussed in the following 

section. 

10.2. Supporting Techniques for Mentee Emotion-Regulation 

The results of this study have shown that mentors widely employ reassuring responses to their 

mentees’ effort in using cognitive emotion regulation strategies during stressful life situations. 

In terms of psychotherapy, reassurance is a resource for regenerating confidence in a person 

with respect to specific aspects that may have been unidentified or uncertain to them. 

Reassurance is a natural psychological buffer against negative emotions of worry, uncertainty, 

or fear (Andrews, 1945). Thus, as a result of the mentors’ reassurance techniques, it is possible 

that mentees could re-establish lost confidence by being made aware of a perspective that was 

previously unclear to them and this could help eliminate negative feelings of fear, worry, 

sadness, anger, and insecurity. In this study, reassurance was used as an umbrella term for 

illustrating mentors’ explicit comments about reassurance (e.g., I reassure him) and indirect 

reassuring responses (e.g., using self-disclosure). The results indicate that mentors’ reassurance 

also could involve use of self-disclosure, normalising the mentees’ feeling, redirecting 

mentees’ self-blame, showing availability, and validation.  

Regarding the mentors’ use of self-disclosure, Karcher and Hansen (2014) argued that 

self-disclosure is a mentor micro-skill manifesting as an important helping skill to use in their 
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interactions with mentees. Along this line, Dutton, Bullen, and Deane (2019) have found that 

even if mentors face challenges when disclosing personal experiences (e.g., mentees’ 

disinterest or cultural differences), self-disclosure is still a constructive pathway to establish a 

better connection with their mentees. When a mentee attempts to regulate unwanted emotions 

through perceiving the situation as a disaster or by blaming themselves, mentors’ sharing of 

similar experiences and feelings could facilitate a sense of similarity, mutuality, and 

connectedness in their relationship (e.g., Karcher & Hansen, 2014; Dutton et al., 2019). 

Besides, past research by Lester, Goodloe, Johnson, and Deutsch (2018) identified mentor’s 

self-disclosure to be helpful in normalising the mentees’ experiences. They found that the 

process of mentors’ sharing their own relevant experiences could be a pathway to show 

empathy, normalise the mentees’ feelings and offer advice. In turn, this process improves the 

sense of mutuality between the mentoring pair. The current study has also found that some 

mentors try to normalise their mentees’ feelings by generalising their experiences, emphasising 

all people go through the same experiences. As recommended by Bernard, Ellis, and Terjesen 

(2006), explaining that challenges and frustration are a normal part of life helps youth to 

improve their frustration tolerance (i.e., the capacity to bear the discomfort, (Ellis, 1962)) 

which is recognised as a factor of resilience (Dryden, 2005). Therefore, when mentors share 

similar and personal experiences or explain how negative emotions/situations are a normal part 

of our life, they might initially strengthen the connection with their mentee and help reduce the 

mentee’s emotional reaction which can prevent catastrophising as a predictor of 

psychopathology symptoms. 

Furthermore, the data highlighted that mentors also employ redirecting mentee’s self-

blame by using their micro-skills of question and interpretation (e.g., Karcher & Hansen, 2014) 

to clarify the mentee’s role in the occurrence of stressful situations. When stressful events arose 

but were out of the mentees’ control and responsibility, the mentors’ redirection of the mentee’s 



 

291 
 

self-blame involved reassuring the mentee that the incident was not their fault. In this manner, 

the mentors effectively could invalidate the emotions of guilt and shame (as the basic emotions 

of self-blame) from the mentee’s self and behaviour. This mentoring technique could be 

valuable since guiding youth to avoid rating themselves through their behaviours and 

encouraging them to separate judgments about their actions from judgments of their self-worth 

fosters self-acceptance (Bernard, Ellis, & Terjesen, 2006). Encouraging self-acceptance is 

recommended as one core rational belief that is helpful in improving mental health (Bernard, 

Ellis, & Terjesen, 2006) while experiencing guilt and shame has been found to be associated 

with anxiety, sadness, fear, and anger (Eisenberg, 2000). 

Turning now to the mentors’ showing availability as another dimension of the 

reassurance technique, the results of this study have revealed that mentors show their 

availability by actively listening to the mentee and providing a comfort zone to explore their 

emotional well-being. Using the micro-skill of silence assists the mentor to hear out their 

mentees’ emotional expressions. This micro-skill has been linked to the developmental 

mentoring approach in the hierarchy of interventions developed by Karcher and Hansen (2014). 

Furthermore, this finding is also in agreement with Morrow and Styles’s (1995) findings that 

mentors in effective (i.e., developmental) relationships reassured their mentees by showing 

availability in times of need and non-judgemental listening when mentees sought their support 

when difficulties arose in their lives. In past research, active listening has been found as a 

reason for participating in mentoring programmes among female youth (15-26 years old) 

wherein someone can hear the mentee out (e.g., Larsson et al., 2016). 

Another aspect of the mentors’ reassurance referred to providing validation support. 

Hall (2011) defines validation as confirmation or strengthening what is effective, relevant, or 

accurate regarding a response (e.g., a thought, emotion, physical sensation, or behaviour) which 

typically involves the message that a person’s response makes sense. The benefit of validation 
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is facilitating mentees’ emotion regulation, improving resilience during challenging times, and 

fostering relationship quality (Hall, 2011). While some mentors might validate their mentees’ 

use of adaptive strategies by validating their importance in emotional wellbeing and 

development, other mentors directly affirm the mentees’ reactions and their use of more 

adaptive strategies. The mentors use of affirmation can help the mentee’s self-efficacy and 

confidence development as well as providing an opportunity to identify the youth’s strengths 

(e.g., Miller & Rollnick, 2013). Likewise, many mentors used encouragement when their 

mentees attempted to use the adaptive strategies of positive reappraisal and positive refocusing. 

Encouragement is believed to inspire motivation, courage, hope, persistence, and confidence 

in someone who is experiencing adverse situations (Wong, 2015). This also accords with 

Karcher and Hansen’s (2014) conceptualisation of effective mentoring approaches wherein 

encouragement is recognized as an effective mentoring strategy. Encouragement could be 

effective in boosting mentees’ confidence to use more adaptive strategies during challenging 

situations and to be more hopeful and determined in handling such situations. These findings 

mirror those of a previous study conducted by Yu and Deutsch (2019) who found validation 

support or providing positive feedback and confirmation about the correctness of the mentees’ 

behaviour (e.g., highlighting the mentee’s strengths and perspective) is a key factor in assisting 

them to feel important, competent, and heard.  

Taking the mentors’ reassurance techniques into account, the mentors assist the 

mentee’s self-awareness through an evaluation of feelings, values, and strengths which 

contributes to their well-informed sense of self-confidence (e.g., CASEL, 2012). The results 

indicate that mentors employ reassuring responses when their mentees make an effort to 

regulate their emotions through both adaptive and less adaptive cognitive emotion regulation 

strategies. Interestingly, the mentors do not use reassurance when their mentee tends to regulate 
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emotions by the strategy of other-blame. Instead, they make an effort to provide new insights 

and learning to assist their mentees’ in using a more adaptive strategy.  

Regarding mentors’ teaching of adaptive strategies, the mentors indicated they put 

effort into teaching strategies of positive reappraisal, situation analysis, refocus on planning, 

and positive refocusing. When it comes to teaching positive reappraisal, mentors reinforce the 

need to look for a positive side and encourage their mentee to reassess the situation in order to 

enhance learning from the situation for personal growth. Similarly, in teaching situation 

analysis as another aspect of mentors’ teaching techniques, the mentors attempt to build links 

between the mentees’ perception or attitudes of a negative situation, probable outcomes, other 

contributing factors, and self-analysis of the emotional impacts. The mentors’ reinterpretation, 

clarification, and reflection on the undesirable situation could be seen in response to a wide 

range of mentees’ adaptive and less adaptive strategies. The dominant mentor micro-skills are 

questioning, reflection, and interpretation to restructure the meaning of a negative situation that 

causes emotional arousal. Nonetheless, parallel to the goal of Rational Emotion Behaviour 

Therapy (REBT; Ellis, 1957) which focuses on eliminating irrational beliefs and increasing 

rational beliefs (Bernard, Ellis, & Terjesen, 2006), both skills of learning from a situation 

(positive reappraisal) and analysing a situation could provide teaching opportunities to make a 

connection between the mentees’ thoughts, emotions, and behaviours in order to enhance 

rational thinking that can contribute to goal-directed behaviours and healthy emotions (Bernard 

et al., 2006).  

Even though both techniques of the situation analysis and positive reappraisal mostly 

focused on the re-evaluation of thoughts and emotions associated with the negative or stressful 

situation, the findings indicate that some mentors considered teaching positive refocusing (i.e., 

focussing on other positive stuff) with the primary aim of distracting the mentee from the 

emotional impacts of stressful situations. Mentors usually advised being grateful and being 
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optimistic about the future. A past study by Schmid et al. (2011) has found that having the 

perspective of a hopeful future is a significant predictor of youth’s PYD, contribution, 

depression, and risk behaviours. Likewise, as argued by Carver and Conner-Smith (2010), 

optimism reflects confidence about life in general which encompasses a sense of expecting 

favourable outcomes and an optimistic attitude toward life which might be in line with making 

efforts to reach goals. Optimism as a personality trait is prevalent in coping literature and 

previous studies have found that being optimistic positively predicts engagement coping (i.e., 

dealing with the stressor or related emotions). In contrast, it negatively predicts disengagement 

coping (i.e., escaping the threat or related emotions) (Carver & Conner-Smith, 2010). 

Therefore, when the mentors assist their mentees to be optimistic, they may promote mentee’s 

confidence and/or exploring the ways to handle the situation. Thus, they can direct the mentee 

to focus on problem-solving or to refocus on planning which this study found as another aspect 

of what mentors’ aim to teach their mentees. 

Mentors’ efforts to teach their mentees to refocus on planning and problem solving is 

remarkably consistent with goal-directed interactions in mentoring relationships (e.g., Karcher 

& Hansen, 2014; Karcher & Nakkula, 2010). Through this teaching technique, mentors 

promote their mentees’ engagement coping, which requires direct involvement with the 

situation aiming to fix it. The mentors make efforts to use their micro-skills of questioning, 

reflection, advice, and interpretation to provide new thoughts about how to take steps to handle 

a stressful or undesirable situation. In such situations, mentors appear to actively share ideas 

or work with their mentees on new plans which could be beneficial in two ways: Joint activities 

can improve relationship quality (e.g., Rhodes et al., 2006), and mentees can develop new 

cognitive skills through learning of problem-solving techniques (e.g., Garnefski et al., 2001; 

Rhodes et al., 2006).  
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The second thematic dimension was found to be associated with providing new ways 

of learning involving promoting mentees’ moral development (i.e., promoting perspective-

taking, emphasising ownership and taking responsibility). Mentors’ micro-skills of giving 

advice and interpretation provided a way to teach perspective-taking and understanding of 

other people’s behaviour or feelings. In doing so, the mentors stated the need to consider both 

sides of a negative situation. They reported teaching their mentees to show empathy and 

sympathy toward other people, rather than endorsing mentees’ comparison of their negative 

situation with other people’s worse situations (i.e., putting into perspective strategy) or simply 

putting the blame on others (i.e., other-blame) to regulate undesirable emotions. This technique 

could foster the mentees’ social awareness by encouraging perspective-taking, empathising 

with other people to recognise and appreciate individual and group similarities and differences. 

Learning social awareness skills is one of the core components of successful emotional self-

regulation (CASEL, 2012). Likewise, responsible decision making is another core component 

which refers to making decisions based on respecting other people and social norms as well as 

considering the consequences of different actions (CASEL, 2012). In this line, the participants 

of this study also tried to teach their mentees to take responsibility for some of the adverse 

situations they encountered instead of blaming themselves or other people. Parallel to self-

acceptance, which was discussed concerning redirecting the mentees’ self-blame technique, 

Bernard et al. (2006) recommended teaching youth to separate judgment of other people’s 

actions from judgment about their self-worth to increase their acceptance of others. 

Additionally, promoting moral or higher-order emotions of sympathy and empathy is a key to 

moral and character development (Eisenberg, 2000) a contributor to the welfare of society 

(Haidt, 2003). 

All things considered, this study suggests that mentors can be important facilitators of 

their mentees’ emotion regulation. The next section illustrates how these mentoring techniques 
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advance our knowledge of the ways mentors can support mentees’ social-emotional, cognitive, 

and identity development as highlighted in the Model of Youth Mentoring (Rhodes, 2002, 

2005). 

10.3. Theoretical Contributions of the Research to Mentoring Relationships and 

Approaches 

The evidence from this study suggests that the ways mentors engage with their mentees by 

providing reassurance and new ways of learning show an understanding of mentees’ emotion 

regulation needs in the context of mentoring relationships and some of the ways mentors could 

be impacting interrelated processes of mentees’ social-emotional, cognitive, and identity 

development. 

A high-quality mentoring relationship which is characterised by trust, mutuality, 

empathy (Rhodes, 2002; Rhodes et al., 2006) and closeness (Herrera, Sipe, & McClanahan, 

2000) enables the mentee to trust their mentor and open up about their life matters and feelings. 

Then, the mentors’ involvement, showing concern and emotional support may provide further 

opportunity to improve the quality of their relationship in addition to assisting the mentees’ 

emotion-regulation skills. In this regard, both mentoring techniques of reassurance and 

providing new ways of learning support theorising of mentoring relationship processes that 

facilitate mentees’ social-emotional and cognitive development through mechanisms 

previously presented by scholars (e.g., Rhodes et al., 2006; Rhodes & DuBois, 2008). Based 

on the findings, these processes potentially might include reducing stress (through reassurance, 

normalising the mentees’ feelings, redirecting the mentees’ self-blame, and showing 

availability), learning emotion regulation skills (through positive reappraisal, refocusing on 

planning, positive refocusing, or situation analysis), validating their ideas and emotions 

(through validation, affirmation, or encouragement), inspiring new learning (by refocusing on 
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planning and problem-solving), improving their rational thinking competencies (through 

reappraisal and situation analysis, normalising the mentees’ feeling, or redirecting the mentees’ 

self-blame) and accepting more society principles (by encouraging ownership and taking 

responsibility, perspective-taking, and by sharing mentors’ similar experiences). Furthermore, 

as suggested by Rhodes et al. (2006), the mentor may act as a social mirror by role-modelling 

the processes mentioned above.  

10.3.1 Advancing Knowledge in Effective Mentoring Approaches and Styles 

Regarding effective mentoring approaches, techniques, and strategies discussed in previous 

studies (e.g., Karcher & Nakkula, 2010; Karcher & Hansen, 2014; Morrow & Styles, 1995), 

mentors’ reassurance efforts are consistent with mentoring techniques described in the 

developmental mentoring style. Mentors who employ a developmental style show concern and 

empathy for youth which is compatible with the reassurance strategies applied by the 

participants of this study. Moreover, the mentors’ strategies of providing new ways of learning 

are in accord with the techniques employed in the instrumental mentor style, which is another 

effective approach of mentoring (see Hamilton & Hamilton, 1992; Karcher & Nakkula, 2010; 

Karcher & Hansen, 2014). The instrumental style involves the mentor initially focusing on 

teaching skills or helping the mentee with goal setting. However, both techniques of 

reassurance and providing new ways of learning can be applied to support the mentees’ efforts 

to regulate their emotions within relational-focused and goal-directed interactions as part of 

effective developmental, instrumental, or balanced approaches recommended by scholars (e.g., 

Karcher & Nakkula, 2010; Karcher & Hansen, 2014). Using these approaches individually or 

in an integrated form, has implications for mentors’ emotion coaching role as described by 

Rhodes et al. (2006) and discussed in the next section.  
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10.3.2 Insights into Mentor Emotion Coaching  

Consistent with Rhodes’ conceptualisation of emotion coaching, this study supports the idea 

that mentors can take on an emotion-coaching role since the mentors’ use of verbal and non-

verbal micro-skills (e.g., silence, reflection, self-disclosure, interpretation, advice, and 

questioning) provided an opportunity for understanding the mentees’ feelings, validating or 

reframing their emotional reactions, and also directing them to learn more adaptive strategies 

or problem-solving. 

The findings of the current study specifically suggest the mentoring techniques of 

reassurance and providing new ways of learning fall under the processes of attentional 

deployment, situation modification, and cognitive change based on the Gross’s (1998) model 

of emotion regulation. In particular, the mentors’ attempts to teach positive refocusing directs 

their mentees’ attention to other positive stuff within the process of attentional deployment 

(i.e., directing attention with the intention of reducing the emotional impact of a situation) 

which has been negatively associated with psychopathological symptoms (Garnefski et al., 

2007; Garnefski et al., 2012, 2015; Markova & Nikitskaya, 2017). With regards to the mentors’ 

attempts to improve the mentees’ process of situation modification (i.e., taking actions to 

change the nature of a situation in a way that changes their emotional reactions), the mentors’ 

techniques of validation, showing availability, and teaching mentees’ to refocus on planning, 

support mentee efforts to modify the stressful situations they find themselves in. More 

specifically, emotion regulation through situation modification can involve verbal assistance 

to solve a problem or confirm an appropriate emotional response from other people in the 

context (Gross & Thompson, 2007). In line with this, the mentors’ attempts to help their 

mentees to refocus on plans or to directly problem solve should help the mentee to think about 

the steps they need to take to handle a situation in order to modify the negative emotional 

impacts. Likewise, the mentors’ validation efforts are a way of confirming the mentees’ 
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emotional reactions, which can be helpful in modifying the emotion arousing effects of a 

negative circumstance. Moreover, mentors’ efforts to show availability can facilitate a comfort 

zone for the youth to express negative emotions which could also alter the emotional impact of 

an adverse event (see Gross & Thompson, 2007; Rimé, 2007). The mentors’ support for 

problem-solving may possibly be negatively related to the mentee’s depression, anxiety, eating 

disorders and risk-taking. 

Cognitive change as another process of emotion regulation in the Gross’s (1988) model 

is also evident in the mentors’ techniques of providing new ways of learning in terms of 

teaching adaptive strategies (e.g., positive reappraisal, situation analysis), promoting moral 

development (e.g., perspective-taking plus emphasising ownership and responsibilities), in 

addition to normalising the mentee’s feeling, mentors’ self-disclosure, and redirecting mentee’s 

self-blame, which are considered to be reassurance strategies. Cognitive change refers to 

attempts to modify one’s emotions by changing the meaning of the situation (Gross, 1998) and 

involves using cognitive skills (e.g., perspective-taking, challenging interpretations, or 

reframing the meaning of situations) to modify the meaning of a situation that causes emotional 

reactivity (Goldin, Jazaieri & Gross, 2014). An illustration of the potential cognitive change 

that could occur for mentees as a result of their mentors teaching positive reappraisal and 

situation analysis includes encouraging the mentees to reframe or reinterpret the meaning of 

negative situations in order to help them regulate their emotions. Although in the current study 

findings, there are similarities in teaching positive reappraisal and situation analysis in that 

both are focused on reframing negative situations, the distinctive feature of positive reappraisal 

is the focus on seeing the positive side or learning outcomes, whereas situation analysis 

considers the whole situation, different outcomes (both positive and/or negative), other 

contributing factors, and most importantly, the associated emotional reactivity of the unwanted 
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situation. Nevertheless, through both techniques, mentors might improve the mentee’s 

cognitive skill development. 

Moreover, normalising the mentees’ feelings and the use of self-disclosure can also 

change the meaning of negative situations through expanding the mentees’ understanding of 

how emotional reactions in response to adverse situations are a normal part of our lives that 

even mentors experience. Mentors’ efforts to redirect their mentees’ self-blame can also 

support mentees’ cognitive change by helping them to understand the concept of responsibility 

without evaluating self as good or bad. These forms of teaching or reassurance could be the 

grounds for changes in thoughts that modify mentees’ emotional responses to stressful 

situations and support their emotional well-being (e.g., Gross & Thompson, 2007). Supporting 

such cognitive skills in adolescents is also a significant factor in their autonomy development 

as these skills enable them to make independent decisions, take other people’s perspectives as 

well as consider moral, social, or ethical problems (Steinberg, 2013). 

10.4. Implications for Practice 

This study has gone some way towards enhancing our understanding of how mentors support 

mentees’ emotion regulation capacities. Several implications can be drawn from this research 

that may be useful to youth and mentoring programmes. First, the findings showed that mentors 

make an effort to support their mentees’ emotion regulation when they face stressful or adverse 

life events which point to the need for youth and mentoring programmes to provide training 

for mentors in terms of improving their knowledge of how to support their mentees’ emotion 

regulation efforts when they discuss stressful life events. A mentor should be well-trained in 

the facilitation skills needed for effective emotion coaching (Rhodes et al., 2006) as well as the 

micro-skills of silence, reflection, self-disclosure, interpretation, advice, and questioning 

(Karcher & Hansen, 2014) in order to provide appropriate support. 
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Mentors in both natural and formal mentoring roles could apply the techniques of 

reassurance and providing new ways of learning depending on the mentees’ emotional 

experiences of a stressful or negative situation or the type of responses to stressors they are 

looking for. For example, if the mentee’s support seeking is emotion-focused coping intending 

to achieve emotional support and reassurance (Carver & Connor-Smith, 2010), the mentors can 

deliver reassurance techniques. However, if the mentees’ aim is a problem-focused coping 

form of support seeking which refers to reaching advice and instrumental help (Carver & 

Connor-Smith, 2010), the mentors could apply the technique of providing new ways of learning 

to assist their mentee. Thus, in a balanced approach, the mentors could support the mentee to 

minimise the effect of emotional impact by reassuring them (e.g., self-disclosure, normalising 

the mentee’s feeling, redirecting mentee’s self-blame, showing availability, or validation) in 

addition to directly working on modification or changing the situations by providing new ways 

of learning (e.g., teaching adaptive strategies and promoting moral development). While the 

former might directly reduce the stressor to promote the mentee’s emotional well-being, the 

latter approach directly points to restructuring the meaning of a negative situation to enhance 

the mentee’s cognitive change. The techniques of reassurance and providing new ways of 

learning seem to be theoretically aligned with adaptive strategies and it would be useful to 

examine how students perceive their mentor’s support for adaptive emotion regulation. 

Youth-adult relationships are essential to mentoring programmes and valued in positive 

youth development. Policymakers need to encourage practitioners and staff involved in youth 

and mentoring programmes to become more aware of the mentors’ supporting, which might 

enhance youth mental and emotional well-being.  
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10.5. Study Limitations  

It is essential to note the limitations of this study in terms of the sample size and potential 

selection bias. In part, the small sample size allowed for in-depth analysis but limited the 

generalizability of the findings. Mentors’ self-reported responses to mentees could be impacted 

by memory limitations. Besides, it is a self-selected sample wherein the mentors might be 

representative of a much higher quality relationship. Further, the study lacks the mentees’ 

perspectives on the ways they might react to their mentors’ reassurance and providing new 

ways of learning techniques. 

Additionally, the moderators in the Rhodes’ model were not assessed. For example, 

Rhodes’ model includes moderators of which duration of mentoring relationship is one. Given 

the sample of mentees included young people involved in formal and natural mentoring, 

mentees in a natural mentoring might experience more relationship closeness or satisfaction 

than a mentee who recently joined to a formal mentoring program. Moreover, the type of 

mentoring (group or one-on-one mentoring) might be influential. Mentor and mentees in a one-

on-one mentoring might spend more time discussing mentees’ concerns or doing an activity. 

Similarly, the number of mentors might be influential. For example, a mentee might only have 

one mentor in which the mentor is not capable (in terms of knowledge) to assist their mentee’ 

cognitive emotion regulation skills when facing stressful situation. Whereas, having more than 

mentor could be advantageous in terms of having more source of information or support. 

10.6. Opportunities for Future Research 

As the findings show, mentors are in a great position to fulfil mentees’ emotional support 

seeking needs, and this provides a way for further support in the form of emotion-coaching. 

Closely related to the concept of emotion coaching is the social process of co-regulation in the 

context of self-regulated learning. Hoy (2013) explains that the social process of co-regulation 
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supports student’s self-regulation development. Hoy believes co-regulation is a transitional 

stage wherein the students progressively internalise self-regulated learning and skills through 

modelling, direct teaching, feedback, and coaching from people in their context (e.g., teachers, 

parents, or peers). This concept is also reflected through the findings of this study in which the 

mentors attempted to use different micro-skills and techniques to promote their mentee’s 

cognitive emotion regulation by providing feedback (e.g., validation), teaching (e.g., teaching 

adaptive strategies), or role modelling (e.g., using self-disclosure). However, further research 

is needed to establish whether mentoring emotion coaching, teaching, and role modelling act 

as a transitional stage wherein the emotion regulation skills and competencies are successfully 

internalised by the youth and employed by them in future circumstances. Longitudinal studies 

might consider the assessment of the long-term effect of emotion-coaching on mentees. 

Future studies on the current topic are also recommended to evaluate both perspectives 

of mentors and their mentees regarding the impact of using strategies associated with 

reassurance and teaching new ways of learning discussed in this study for enhancing mentees’ 

emotion regulation skills. Additionally, both mentees and mentors can be asked to report the 

mentees’ perception of a stressful situation (e.g., relationships, academic achievements) or 

context (e.g., school, family, community).  

Nonetheless, mentor-mentee communication during the pandemic would be worth 

exploring in a future study. The essential question is how did mentors support their mentees 

when they were also experiencing stressful circumstances? Not only exploring mentors’ effort 

to help the mentee’s adaption to the new situations (e.g., lockdowns, studying at home, conflicts 

with parents or siblings, etc.) but also discovering from the mentees’ perspective, whether they 

perceived to have been supported or not. Finally, the results of this study are promising and 

should be validated by a larger sample size. 
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10.7. Conclusion 

Studies have been conducted to evaluate mentoring relationships since identifying how 

mentoring relationships can be improved has gained increasing consideration. Mentors are 

encouraged to establish a feeling of mutual closeness, commitment, trust, and mentee’s 

fulfilment with the support received. The findings of this study suggest that mentors could be 

important people in the context when youth face challenges. This study advances our 

understanding of mentor supporting approaches by unpacking how mentees’ cognitive emotion 

regulation can be impacted in a rapport with an adult. It was identified how mentors could use 

their skills to encourage mentees’ adaptive strategies or to amend non-adaptive strategies. It 

also highlights the potential benefits of modifying youth emotional experience and equipping 

mentors with techniques and skills can improve their relationship quality and positive outcomes 

for the mentee. 
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Chapter 11. A Report of Findings from Both Studies and 

Concluding Thoughts 

 
In this chapter, the results of both studies are brought together, aiming at providing a joint 

interpretation of findings from both mentors’ and mentees’ perspectives. In part, this 

clarification may address how mentors’ supporting strategies and techniques (‘Mentors Study’ 

presented in Chapter Eight) help to explain the ways mentoring interactions (relational-focused 

and goal-directed) influence mentees’ cognitive emotion regulation strategies which might lead 

to positive youth outcomes (‘Mentees Study’ accessible in Chapter Five to Seven). A collective 

interpretation could offer further understanding of unforeseen findings. 

11.1. Summary of Main Findings in Both Studies 

This doctoral project consists of two separate studies. First, in Study One, results from a 

structural model suggest that both relational-focused and goal-directed mentoring interactions 

can be a significant factor for mentees’ positive and negative outcomes. The results indicate 

that both types of relationships differed in their direct and indirect effects on mentees’ 

outcomes. Goal-directed mentoring interactions have been found as a more practical platform 

to encourage mentees’ use of cognitive emotion regulation strategy of replanning and 

reappraisal. At the same time, relational-focused mentoring could be a sufficient condition for 

promoting some of the young people’s positive outcomes and preventing negative outcomes. 

Nevertheless, neither mentoring was associated with youth social competence. 

Building upon the questionnaire used in Study One, a set of open-ended questions was 

developed for Study Two in which mentors responded to their supporting approaches when 

their mentees struggle to regulate their emotions during stressful life events. The results created 

two main techniques that included mentors’ reassurance and providing new ways of learning. 



 

306 
 

11.2. Discussion of Major Findings 

Following Compas and colleagues’ (2001) recommendation on parallel assessments of youth 

coping strategies from the young person and other informants (e.g., parents, teachers, or peers) 

has provided a unique comparison of reports regarding the mentees' use of cognitive emotion 

regulation strategies during stressful events.  

Comparing the descriptive findings of both studies suggests that the mentees mostly 

apply more adaptive strategies (e.g., acceptance, positive reappraisal, positive refocusing, 

putting things into perspective, refocusing on planning) based on the mentors’ report. However, 

the mentees’ descriptions differed by reporting higher levels of less adaptive strategies (e.g., 

self-blame and rumination) along with more adaptive strategies (See Appendix F). This finding 

may suggest that blaming self or ruminating the negative thoughts or feelings could be an 

internal and involuntary process that could become habitual or the young person prefers not 

sharing them. Regarding the self-blame strategy, which includes moral emotions of shame 

(Pulcu, Zahn, & Elliott, 2013), it is believed that shame drives people towards self-alienation 

along with a sense of being worthless (Jordan, 2013). Similarly, as reflected in the definition, 

rumination refers to repetitive thoughts which are self-focused (Law & Chapman, 2015), and 

there is some evidence that rumination is performed involuntarily in response to stressors or a 

negative event (Compas et al., 2001). 

With regard to the other findings of this doctoral project, looking across the results 

reveals that the findings of the ‘Mentee Study’ provide insights into the ways relational-focused 

mentoring interactions directly impact youth outcomes, whereas, how goal-directed mentoring 

interactions can encourage mentees to employ cognitive emotion regulation strategies 

adaptively to attain favourable outcomes. Besides, the findings of the ‘Mentor Study’ suggest 

how mentors are able to modify mentees’ non-adaptive strategies or strengthen their adaptive 

strategies. Keeping these points in mind, cognitive emotion regulation strategies will be 
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discussed based on both perspectives. Also, the combined strategies in the structural model 

(replanning and reappraisal, as well as rumination and catastrophising), will be presented in 

their collective form. 

11.2.1 Replanning and reappraisal 

According to the results of the current structural model, the construct of replanning and 

reappraisal has been found as a frequent and most significant strategy impacted by goal-

directed mentoring interactions. This strategy was identified as extensively associated with a 

range of promoting mentees’ developmental assets (boundaries and expectations, support, 

empowerment, positive identity, commitment to learning, and positive values) and lessening 

unfavourable outcomes (risk-taking and depression). Similarly, the findings of the ‘Mentor 

Study’ also revealed that both strategies of refocus on planning and positive reappraisal 

comprise the sub-theme of providing new ways of learning. Moreover, both strategies were 

expressly encouraged by mentors’ reassurance techniques. 

11.2.2 Positive refocusing 

Dissimilar to the previous strategy, the findings of the ‘Mentee Study’ suggested that the 

strategy of positive refocusing was not statistically linked to mentees’ positive and negative 

outcomes through both types of mentoring interactions. However, this strategy has emerged as 

a component of teaching adaptive strategy in the ‘Mentor Study’. The mentors also informed 

that they would reassure their mentees on this aspect. 

11.2.3 Acceptance 

Although acceptance uniquely showed a positive mediating effect between goal-directed 

mentoring interactions and young people’s risk-taking in the structural model, the findings of 

the ‘Mentor Study’ suggested that mentors notably reassure their mentees’ use of acceptance 



 

308 
 

strategy through a wide range of techniques (e.g., reassurance by using self-disclosure, 

normalising the feeling, showing availability, as well as validation and affirmation). Moreover, 

mentors took another step forward to teach their mentees to analyse the situation and their 

feelings, as well as employ, refocus on planning and problem-solving. This point was 

recommended as an opportunity for future researchers in the discussion associated with the 

‘Mentee Study’. In accord with Garnefski et al. (2001), the findings of this research suggest 

that acceptance may act as a prerequisite of other adaptive strategies. 

11.2.4 Putting into perspective 

The outcomes of both studies are showing interesting findings regarding the strategy of putting 

into perspective. First, this strategy has been found to be a non-adaptive mediator in the 

relationship between goal-directed mentoring interactions and youth’s positive identity and 

positive values. However, with regard to the findings of the ‘Mentor Study’, putting into 

perspective was validated by mentors and involved teaching situation analysis, positive 

refocusing strategy, and taking responsibility for the situation. The latter is closely linked to 

the concept of positive identity (hopefulness, purposefulness, self-esteem, and internal locus of 

control) in the developmental assets. 

11.2.5 Self-blame 

The strategy of self-blame was found ineffective in the association between mentoring 

interactions and youth outcome. However, the findings of the ‘Mentor Study’ showed that 

mentors responded to their mentees’ self-blaming through reassurance (but not encouragement 

or validation). In part, they made efforts to redirect the blame (e.g., “if he was not responsible 

I try to help him see that and I try to help him externalise the problem so he does not see it as 

a problem with or within himself”) which was only used for modifying this strategy. Moreover, 

they also provided ways to improve their ownership and responsibility-taking (e.g., When the 
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fault is on him and he is aware of it, I make sure he knows the reasons to why it is his fault”). 

Therefore, the concept of self-blame could move between responsibility-taking (e.g., Garnefski 

et al., 2002) and being guilty or ashamed of what was wrongly done or happened (e.g., 

Eisenberg, 2000). 

11.2.6 Other-blame 

The structural model also suggested no association between mentoring interactions and 

mentees’ outcomes through other-blame strategy. Interestingly, the findings of the ‘Mentor 

Study’ suggested that mentors initially do not reassure their mentees if they put the blame on 

others; instead, they provided teaching skills of perspective-taking and taking responsibility 

(e.g., “I try to provide the other persons angle”). 

11.2.7 Rumination and catastrophising 

Similar to the previous strategy, the structural model has shown that the strategy of ruminating 

and catastrophising has no impact as a mediator between mentoring interactions and youth 

outcomes. However, the findings of the ‘Mentor Study’ shows that mentors reassure their 

mentee by showing availability (e.g., “I give them the opportunity to talk about their feelings 

and thoughts”) when they use this strategy. Moreover, the mentors stated that they could 

provide teaching situation analysis and analysis of feelings (e.g., clarifications of the negative 

situation, other factors, outcomes, and following feelings or emotions) in addition to teaching 

the strategy of positive refocusing. 

11.3. Implications for Practice, limitation, and recommendation for future research 

As the majority of the participants of this research were female (85.7%), there might be 

implications of having such a female-oriented sample. In this sense, Liang, Bogat, and Duffy 

(2014) explain that the effects of mentoring relationships could strongly be reliant on individual 
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factors such as gender. Empirical studies confirm this argument such as one study in US 

wherein girls were found to have a longer and more satisfying mentoring relationship than boys 

in long-term relationships than boys (Rhodes et al, 2008). Liang and colleagues (2014) consider 

gender factor as a source of differences in relational development (e.g., showing gender-

specific behaviours such as more self-disclosure among females), friendship patterns (e.g., 

females may care about intimacy in their mentoring relationship more than male mentees), and 

help-seeking behaviours (e.g., females may show more help-seeking behaviours more than 

males) among male and female mentees. Regarding the mentees’ help-seeking behaviour when 

coping with stressful life events, in their review of literature, Liang et al. (2014) found that 

females may look for emotional support and show co-rumination than males. This point may 

have an implication in the current study. As it was stated earlier, most of the participants were 

female mentees which may affect the findings. For example, the result showed that higher than 

90% of participants reported using of rumination strategy or when 85.4% of mentors indicated 

that their mentees discuss stressful or unpleasant experiences with them which leads to 

discussing their coping strategies. Therefore, these points can limit the interpretation of the 

findings. However, these findings assist researchers to take a further step in understanding the 

nature of mentoring relationships. Future studies may carefully select or assign equal samples 

of male and female mentors and mentees for comparative studies. 

11.4. Insights from use of a multi method approach 

The aim of this research was to reach an understanding of how mentoring relationships may 

help mentees’ cognitive emotion regulation to promote their positive outcomes. Thus, a multi 

method approach was adopted in order to have both mentors' and mentees’ perspectives 

regarding the mentioned objective. Looking at the findings of both studies, it can be seen that 

why mentoring interactions did not have any direct impact on mentees’ non-adaptive cognitive 
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emotion regulations (in Mentee Study) since the mentors intend to reshape or transform those 

non-adaptive strategies to more mental-health supporting approaches (in Mentor Study). For 

example, the mentors transform mentees’ self-blame strategy to redirect the blame or alter 

other-blame strategy to provide new ways of learning. Future studies may find a statistical 

impact of mentoring interactions on reassuring or providing new ways of learning by validating 

a questionnaire. The questionnaire can involve questions such as ‘my mentor reassures me that 

nothing is my fault when I am experiencing a negative or stressful situation’. However, the 

questions should be conceptually and theoretically in line with both mentoring and coping 

literature. Anyhow, the findings of the Mentee Study are new and it needs further research to 

confirm the results in terms of statistical significance or power. Equally, the findings of the 

Mentor Study should be evaluated in terms of the effectiveness of mentors’ approaches. 

Furthermore, employing a multi method approach can strengthen researchers’ research 

method skills and flexibility in the way they observe research. All things considered, the 

findings of both studies must be interpreted with caution as the participants of both studies 

(mentees in the first study and mentors in the second study) from a range of mentoring 

relationships including formal and natural mentoring, one-on-one, and group mentoring, and 

with different duration or dosage. Therefore, the current research may provide a big picture of 

underlying processes of mentoring interactions, mentees’ cognitive emotion regulation 

strategies, and youth outcomes, but the findings may not be generalised to specific mentoring 

types, styles, or relationships. 

11.5. Concluding Thoughts  

The primary aim of conducting this thesis was initiated by raising a question regarding 

mentees’ cognitive emotion regulation since mentors are in a position to support youth towards 

their positive development. This dissertation, through the use of a multi method study design, 
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provided meaningful insights into the nature of mentoring relationships by demonstrating 

different impacts of goal-directed and relational-focused mentoring interactions. Further, this 

thesis reveals how cognitive emotion regulation strategies can perform differently in diverse 

contexts and measurements. Moreover, this thesis makes a significant contribution to the fields 

of health-related studies, developmental psychology, and educational studies by providing 

novel pieces of evidence for positive youth development. Beyond the study’s considerable 

contribution to theory, the investigation shows how multi-methods research can be used to 

understand mentoring relationships and associated outcomes in addition to how such methods 

can be effectively employed in the research area. Additionally, this thesis offers important 

practical insights for mentors, youth workers, mentoring, and youth programmes in general. 

This thesis provides useful knowledge for now, but hopefully offers ideas for the future. Young 

people are the treasures of each society who need support towards a happy life. I would like to 

finish my thesis with a Māori proverb:   

Ki te kahore he whakakitenga ka ngaro te iwi 

Without foresight or vision the people will be lost 
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Appendix D 

 

Participant Information Sheet & Anonymous Questionnaire for Mentees 

 

 

Department of Paediatrics: Child and Youth Health 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

Participant Information Sheet & Anonymous Questionnaire 

Title of Research Project: Promoting Developmental Assets: Mentors Support 
of Mentees’ Cognitive-Emotional Regulation Strategies in New Zealand Youth 
Programmes 

Research Team:  

Principal Investigator: Associate Professor Simon Denny 

Phone 09 923 94. E-mail. s.denny@auckland.ac.nz  

Associate Investigator: Dr Kelsey Deane 

Phone 09 373 7999. E-mail. k.deane@auckland.ac.nz  

Associate Investigator: Atefeh Kiadarbandsari 

 

 

 

 

   The University of Auckland 

   Private Bag 92019 

   Auckland 

   New Zealand,  

 

   Community Paediatrics, School of Population 
   Health, Tamaki Campus, 261 Morrin Road, 
   Glen Innes, Auckland, New Zealand 

 

   Telephone: 64 9 373 7599 extn 89190 

   Facsimile: 64 9 303 5932 

   Email: s.denny@auckland.ac.nz 
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Phone 02102858035. E-mail. a.kiadarbandsari@auckland.ac.nz  

 

Tēnā koe! Thank you for considering taking part in this study. 

The following survey is a part of a doctoral project which aims to identify ways 
that close non-parental adults help young people develop skills for positive 
development. At this stage in the research, we would like to ask you to complete 
a questionnaire to capture the information we are seeking. Your participation is 
completely voluntary. 

We want to ask about an adult in your life who is not your parent but who you can 
talk to, have a close relationship with, and spend time together. We sometimes 
call these people mentors. Your mentor can be your older sibling/cousin, teacher, 
coach, neighbour, family friend, auntie/uncle or someone who is close to you from 
a mentoring or other kind of youth development programme or club.  

If you have a mentor in your life, you are considered a “mentee” for this research 
project. We are currently inviting mentees between 16 and 18 years of age who 
have  had a relationship with a mentor who is 19 years old or above for at 
least three months. The mentor could be someone from your family, 
school, sports club, neighbourhood or from a mentoring or other kind of 
youth programme. 

We expect this survey will take 10 to 20 minutes to complete. It asks a range of 
questions about you and your mentoring relationship. If you have more than one 
mentor, you will be asked to answer the questions related to just one mentor. You 
are not required to answer any questions that you do not want to answer but it 
will be more useful if you are able to complete all questions. Please answer the 
questions honestly. 

The survey is completely anonymous. You will not be asked for any 
information that will identify you as an individual. The data collected from the 
survey will be stored in password-protected files indefinitely but you will never be 
able to be identified by your responses. Your anonymous responses will be 
incorporated with all other youth responses and these will be analysed and 
reported together, not individually. The findings will be used for a doctoral thesis 
and may be used in presentations, publications and other types of research 
reports. We do not believe there is any risk in taking part in this anonymous 
questionnaire and participation will inform an important and completely new line 
of research on mentor-mentee relationships and young people’s wellbeing. 

Please note that if you begin online survey, we will take this as your 
consent to participate and your data will not be able to be withdrawn 
because the survey is anonymous. 
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All participants have a chance to WIN a gift card. At the conclusion of the 
questionnaire, instructions will be provided about how to enter into 5 
draws to be to WIN a $100 voucher from your choice of the Warehouse, 
Countdown, or Westfield to thank you for participating. 

If you would like any further information, please contact Associate Professor 
Simon Denny (Principal Investigator, email s.denny@auckland.ac.nz), Atefeh 
Kiadarbandsari (Doctoral researcher, email a.kiadarbandsari@auckland.ac.nz) or 
the Head of the School of Population Health, Professor Ngaire Kerse, The 
University of Auckland, Private Bag 92019, Auckland. Phone 09 923 4467. Email: 
n.kerse@auckland.ac.nz  

For any queries regarding ethical concerns you may contact the Chair, The 
University of Auckland Human Participants Ethics Committee, The University of 
Auckland, Research Office, Private Bag 92019, Auckland, 1142. Phone 09 373-
7599, Extension 83711. Email: ro-ethics@auckland.ac.nz  

 

Approved by the University of Auckland Human Participants Ethics Committee on 
19.Oct.2018 for three years, Reference Number 0222. 
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Screening Questions

I am aged between 16 and 18 years of age

     Yes

     No

I have a mentor from a mentoring or youth programme or from my family, school, 
sports club or neighbourhood and we have known each other for at least 3 months

Yes

     No

I have read the information above and agree to participate in this survey

Yes

     No

[If all responses to the above questions are “Yes”, participants will be shown the 
following statement and will be able to continue with the questionnaire]: He mihi 
nui! Thank you for considering taking part in the study. 

[If any responses to the above questions are “No”, participants will be shown the 
following statement and exited from the online survey]: Unfortunately, we require 
all participants of this survey to be currently involved in a youth programme 
and between the ages of 16-18.

He mihi nui! Thank you for taking the time to read about the study!



 

350 
 

Questionnaire 

 

1. Sex (please tick ):  
 Male  
 Female  
 Other 

2. Age:   
_____________________ years old  

 
3. Please tick ( ) the ethnic group(s) that you belong to (you can choose more than one):  

 NZ European/Pākehā  
 NZ Māori  
 Tokelauan  
 Fijian  
 Tongan  
 Cook Islands Māori  
 Samoan  
 Other Pacific Islands  
 Chinese  
 Indian  
 South-East Asian  
 Other Asian (e.g. Japanese, Korean)  
 European (non-NZ)   
 Other (please specify)  

   ___________________________   

 

4. If you selected more than one ethnic group, which one is most important to you?  

 _________________________________   

 

5. In what city are you based? 

 Auckland
 Out of Auckland 

 
6. Please tick ( ) the categories that best describe you (you can choose more than one).  

 I am a high school student   
Year:  ________________________________   

School:  _______________________________   

 I am a tertiary student 
Programme of study (e.g., Bachelor of Arts):  
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 _____________________________________     

 I am not at school 
 I am employed part-time  
 I am employed full-time  
 I am unemployed  

 

7. How many adult do you have in your life? Remember that a mentor is someone who is 
not your parent but who is 19 years or older and that you can talk to, get help from or 
have a close relationship with and spend time together. 

 

 One 
 Two 
 Three 
 More than three 

 

8. If you have more than one mentor, who is the closest to you? 
 

 My mentor from a mentoring or youth programme 
 My older sibling 
 My older cousin 
 My older friend 
 My auntie 
 My uncle 
 My teacher 
 My coach 
 My neighbour 
 My family friend 
 Other person  

 

If you have chosen another person, what is their relationship to you? [Please specify]  

_____________________ 

 

 

 

*The person you selected for question 8 is your nominated mentor for this 
questionnaire. 

 

9. Do you meet your nominated mentor regularly?  
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 Yes 
 No 

 
10. How often do you meet your nominated mentor? 

  

 Once a week 
 Every two weeks 
 Once a month 
 Quite a few times in a year 

 

11. Have you participated in any youth mentoring or youth program research in the past 
three years (e.g. completing a questionnaire)? 
 

 Yes 
 No 

 
12. If you are involved in a youth programme, what is its name?   

  _______________________________________    

 

13. How long have you been in your current mentoring relationship?  
__________ years   
_________ months   
 

14. When you meet with your mentor, how many hours do you spend together?  

 _______________________________________   
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Below is a list of positive things that you might have in yourself, your family, friends, 
neighbourhood, school, and community.  For each item that describes you now or within the 
past 3 months, check if the item is true:  

  
Not At All or Rarely   Somewhat or Sometimes      Very or Often Extremely or Almost 
Always  

If you do not want to answer an item, leave it blank.  But please try to answer all items as 
best you can.  

  

  Not at  Somewhat 
all or   or  

Rarely  Sometimes  

Very or 
Often  

Extremely 
or Almost  

Always  

I …          

 Stand up for what I believe in.                

Feel in control of my life and future.          

Feel good about myself.          

Avoid things that are dangerous or unhealthy.          

Enjoy reading or being read to.          

Build friendships with other people.          

Care about school.          

 I am not at school     

Do my homework.          

I am not at school     

Stay away from tobacco, alcohol, and other drugs.          

Enjoy learning.          

Express my feelings in proper ways.          

Feel good about my future.          

Seek advice from my parent(s)/caregiver(s).          

Deal with frustration in positive ways.          
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Overcome challenges in positive ways.          

Think it is important to help other people.          

Feel safe and secure at home.          

Plan ahead and make good choices.          

Resist bad influences.          

Resolve conflicts without anyone getting hurt.          

Feel valued and appreciated by others.          

Take responsibility for what I do.          

Tell the truth even when it is not easy.          

Accept people who are different from me.          

Feel safe at school.          

 I am not at school  

  Items 1-58 - Copyright © 2004, 2015, Search Institute, Minneapolis, MN; 800-888-7828; www.search-institute.org. All rights reserved. Do not 
reproduce. 

 

 

  

 Not at  Somewhat 
all or   or  
Rarely  Sometimes  

Very or 
Often  

Extremely 
or Almost  
Always  

I AM . . .   

 

   

Actively engaged in learning new things.          

Developing a sense of purpose in my life.          

Encouraged to try things that might be good for me.          

Included in family tasks and decisions.          

Helping to make my community a better place.          

Involved in a religious group or activity.          
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Developing good health habits.          

Encouraged to help others.          

Involved in a sport, club, or other group.          

Trying to help solve social problems.          

Given useful roles and responsibilities.          

Developing respect for other people.          

Eager to do well in school and other activities.          

 I am not at school

Sensitive to the needs and feelings of others.          

Involved in creative things such as music, theater, or art.          

Serving others in my community.          

Spending quality time at home with my parent(s) 
/caregiver(s).  

        

Items 1-58 - Copyright © 2004, 2015, Search Institute, Minneapolis, MN; 800-888-7828; www.search-institute.org. All rights reserved. Do 
not reproduce. 

 

 

 

 

 Not at 
all or  

Rarely 

Somewh
at or 

Sometim
es 

Very 
or 

Often 

Extremel
y or 

Almost 
Always 

I HAVE . . .     

Friends who set good examples for me.     

A school that gives students clear rules.     

I am not at school         

Adults who are good role models for me.     
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A safe neighbourhood.     

Parent(s)/Caregiver(s) who try to help me succeed.     

Good neighbours who care about me.     

A school that cares about kids and encourages them.     

 I am not at school          

Teachers who urge me to develop and achieve.     

   I am not at school         

Support from adults other than my parent(s)/ 
caregiver(s). 

    

A family that provides me with clear rules.     

Parent(s)/Caregiver(s) who urge me to do well in 
school. 

    

   I am not at school         
 

 

A family that gives me love and support.     

Neighbours who help watch out for me. 

 

    

Parent(s)/Caregiver(s) who are good at talking with      
me about things. 

    

A school that enforces rules fairly.     

 I am not at school           

A family that knows where I am and what I am doing.     

Items 1-58 - Copyright © 2004, 2015, Search Institute, Minneapolis, MN; 800-888-7828; www.search-institute.org. All rights reserved. Do 
not reproduce. 
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Below are some things that people your age sometimes do.  Check the box to 
show how often you did these things during the past 6 months.  

 

 

  

Never  Once or 
twice  

3-4 
times  

More 
often  

Cheated on a test.          

Was sent to the principal’s office for bad behaviour.          

Copied someone else’s homework.          

Broke or damaged property.          

Been suspended at school.        

  

I am not at school     

Threatened to hurt someone.          

Smoked cigarettes.          

Shoplifted or stole something from a store.          

Hit someone at school.          

I am not at school     

Drank a beer.          

Broke into a building or vehicle          

Drank hard alcohol (like vodka or whisky).          

Wagged a class during the day at school.          

I am not at school     

Wagged an entire day of school.          

I am not at school     

Smoked marijuana.          

Wrote or painted graffiti.          

Hit someone in the streets or in a park.          
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Spread rumours about someone at school.          

I am not at school     

Source: Chen, Greenberger, Lester, Dong and Guo (1998). A cross-cultural study of family and peer correlates of 
adolescent misconduct. Developmental Psychology, 34(4), 770-781.   

  
 

How often have you felt any of these feelings over the past two weeks?  

 

  At no 
time  

Some 
of 
the 
time  

Slightly 
less  
than  

half the 
time  

Slightly 
more than  

half the 
time  

Most  

of the 
time  

All 
the 
time  

              

Have you felt low in spirits or sad?              

Have you lost interest in your daily 
activities? 

            

Have you felt lacking in energy and 
strength? 

            

Have you felt less self-confident?             

Have you had a bad conscience or 
feelings of guilt? 

            

Have you felt that life wasn’t worth 
living? 

            

Have you had difficulty in 
concentrating? 

            

Have you felt very restless?             

Have you felt subdued or slowed 
down? 

            

Have you had trouble sleeping at 
night? 
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Have you suffered from reduced 
appetite? 

            

Have you suffered from increased 
appetite? 

            

 

Source: World Health Organisation’s Collaborating Center in Mental Health. Retrieved from https://psychologytools.com/major-depression-
inventory/   

Please rate each item with reference to how YOU think and feel about your 
current mentoring relationship. When you are responding questions about 
your mentoring relationship or your mentor, please think about the person 
you nominated as your closest mentor at the beginning of the questionnaire.  

 

How satisfied/happy are you with your mentoring relationship?  

Not at all  1  2  3  4  5  6  7  Extremely  

How committed are you to your mentoring relationship?  

Not at all  1  2  3  4  5  6  7  Extremely  

How close is your mentoring relationship?  

Not at all  1  2  3  4  5  6  7  Extremely  

How much do you trust your mentor?  

Not at all  1  2  3  4  5  6  7  Extremely  

How much do you enjoy spending time with your mentor?  

Not at all  1  2  3  4  5  6  7  Extremely  

How much do you like your mentor?  

Not at all  1  2  3  4  5  6  7  Extremely  

 

 

Please rate how much you agree with each item below.  

 

  Completely 
Disagree  

Mostly 
Disagree  

Tend to 
Disagree  

Tend to 
Agree  

Mostly 
Agree  

Completely  
Agree  
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I talk with my mentor 
when I have problems 
or things that worry 
me.  
  

      

I have learned a lot 
from my mentor.  
  

      

I am doing better at 
school because of my 
mentor's help.  
  

      

   I am not at school   

I want my mentor to 
teach me how to do 
things.  

      

My mentor has 
helped me with 
problems in my life.  
  

      

My mentor helps me 
get in less trouble 
(make better decisions, 
behave better, etc.).  

      

I want my mentor to 
help me do better at 
school.  

     

  I am not at school   

Source: Harris, JT, & Nakkula, MJ. (2008). Match Characteristics Questionnaire (MCQ). Unpublished 
measure, Applied Research Consulting. Fairfax, VA. Used with Permission 

    

 
Everyone gets confronted with negative or unpleasant experiences from time to time and everyone 
responds to them in his or her own way. The following questions ask you to indicate what you 
generally think when you experience negative or unpleasant events. Please read the statements 
below and indicate how often you have the following thoughts by selecting the most suitable 
answer on the scale provided. 

 

 (Almost) 
Never 

1 

Rarely 

2 

Sometimes 

3 

Regularly 

4 

Often 

5 

(Almost) 
Always 

6 

I feel that I am the one to 
blame for it. 
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I think that I have to accept 
that this has happened. 

 

      

I often think about how I feel 
about what I have experienced. 

 

      

I think of nicer things than 
what I have experienced. 

 

      

I think of what I can do best. 

 

 

      

I think I can learn something 
from the situation. 

 

      

I think that it all could have 
been much worse. 

 

      

I often think that what I have 
experienced is much worse 
than what others have 
experienced. 

 

      

I feel that others are to blame 
for it. 

 

      

I feel that I am the one who is 
responsible for what has 
happened. 
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I think that I have to accept the 
situation. 

 

      

I am preoccupied with what I 
think and feel about what I 
have experienced. 

 

      

I think of pleasant things that 
have nothing to do with it. 

 

      

I think about how I can best 
cope with the situation. 

      

I think that I can become a 
stronger person as a result of 
what has happened. 

 

      

I think that other people go 
through much worse 
experiences. 

 

      

I keep thinking about how 
terrible it is what I have 
experienced. 

 

      

I feel that others are 
responsible for what has 
happened. 

 

      

I think about the mistakes I 
have made in this matter. 

 

      

I think that I cannot change 
anything about it. 
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I want to understand why I feel 
the way I do about what I have 
experienced. 

 

      

I think of something nice 
instead of what has happened. 

 

      

I think about how to change 
the situation. 

 

      

I think that the situation also 
has its positive sides. 

 

      

I think that it hasn’t been too 
bad compared to other things. 

 

      

I often think that what I have 
experienced is the worst that 
can happen to a person. 

 

      

I think about the mistakes 
others have made in this 
matter. 

 

      

I think that basically the cause 
must lie within myself. 

 

      

I think that I must learn to live 
with it. 
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I dwell upon the feelings the 
situation has evoked in me. 

 

      

I think about pleasant 
experiences. 

 

      

I think about a plan of what I 
can do best. 

 

      

I look for the positive sides to 
the matter. 

 

      

I tell myself that there are 
worse things in life. 

 

      

I continually think how horrible 
the situation has been. 

 

      

I feel that basically the cause 
lies with others. 

      

 Garnefski, N., Kraaij, V., & Spinhoven, P. (2002). Cognitive Emotion Regulation Questionnaire. Used with 
Permission. 

 

 

 

He mihi nui! Thank you for completing the questionnaire! 

To say thank you for your time completing this questionnaire, we would like to 
give you a chance to win a $100 the Warehouse, Countdown, or Westfield gift 
card. To ensure that your survey answers and identifying information remain 
completely separate, please email your name and email address to 
akia647@aucklanduni.ac.nz. After receiving your details, you will be entered 
into 5 draws to WIN a gift card. 
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Appendix E 

Materials of Normality distribution of variables 
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Appendix F 

Descriptions of The Level of Participants’ Mentoring Relationships, Cognitive Emotion 
Regulation Strategies, Positive and Negative Outcomes 

Next Table presents the range of mentoring qualities in which most of the participants reported 

experiencing a high quality (92%) of the relational-focused mentoring interactions and a small 

portion a moderate level (8%). Interestingly, no low quality of relational-focused mentoring 

interactions was reported. Similarly, a large proportion of the mentees designated higher levels 

(79%) of goal-directed mentoring interactions, followed by almost a fifth at the moderate level 

(2.3%), and an insignificant amount in the range of low quality (.7%). 

 

Level of Participants’ Relational-Focused and Goal-Directed Mentoring Interactions 

Variable Level n % 

Relational-focused 

mentoring interactions 

Low - - 

 Moderate 24 8 

 High 276 92 

    

Goal-directed mentoring 

interactions 

Low 2 .7 

 Moderate 61 2.3 

 High 237 79 

 

Four ranges comprised interpreting scores of participants’ Developmental Assets: 

excellent, good, fair, and low. As seen in the Table below, in regard to mentees’ internal assets, 

most of the participants reported fair levels of commitment to learning (37.3%), positive values 

(41%), and social competencies (42%), whereas just over half of the respondents reported low 

levels of positive identity (54.3%). The range of excellent is the lowest reported amount within 

all the internal assets represented for commitment to learning (11.3%), positive values (1.3%), 

social competencies (8.7%), and positive identity (4.7%). 
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Regarding participants’ level of external assets, more fair levels of empowerment 

(39.7%) and boundaries and expectations (36.7%) were reported. In comparison, the highest 

response in the low range related to the support assets (39%). Together with the internal assets, 

the minority of the participants specified the excellent range of empowerment (1.3%), 

boundaries and expectations (10%), and support (12.7%). 

Level of Participants’ Developmental Assets 

Variable Level n % 
Commitment to learning Low 87 29 

 Fair 112 37.3 
 Good 67 22.3 
 Excellent 34 11.3 
    

Positive Values Low 57 19 
 Fair 123 41 
 Good 89 29.7 
 Excellent 31 1.3 
    

Social Competences Low 75 25 
 Fair 126 42 
 Good 73 24.3 
 Excellent 26 8.7 
    

Positive Identity Low 163 54.3 
 Fair 93 31 
 Good 30 10 
 Excellent 14 4.7 
    
    

Support Low 117 39 
 Fair 82 27.3 
 Good 63 21 
 Excellent 38 12.7 
    

Empowerment Low 83 27.7 
 Fair 119 39.7 
 Good 67 22.3 
 Excellent 31 1.3 
    

Boundaries and Expectations Low 94 31.3 
 Fair 110 36.7 
 Good 66 22 
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 Excellent 30 10 
 

As shown in the next Table, tertiary students have the highest average of assets within 

the developmental assets, followed by high school students. 

 

Youth development assets based on their educational status 

Assets 
Not-At-

School 

High-School-

Students 

Tertiary-

Students 

Average of Support 16.4 16.9 18.8 

Average of Empowerment 14.6 18.3 19.9 

Average of Boundaries and Expectations 14.9 18 19.4 

Average of Commitment to Learning 16 18.3 18.9 

Average of Positive Values 17 19.1 2.9 

Average of Social Competencies 17.5 18.6 18.8 

Average of Positive Identity 1.3 13.8 15.6 

 

Regarding participants’ negative outcomes, which included depression and risk-taking, 

Table below represents the results of descriptive analysis. According to the table, around two-

fifths of the participants represent rates of major depression (4.7%). Over a third of respondents 

reported no depression (38.3%). The rest of the sample covers the mild (9.3%) and moderate 

(11.7%) ranges of depression. 
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Level of Participants’ Depression and Risk Behaviours 

Variable Level n % 
Depression No Depression 115 38.3 

 Mild 28 9.3 
 Moderate 35 11.7 
 Major 122 4.7 
    

Status Violence Low 158 52.7 
 Moderate 65 21.7 
 High 77 25.7 
    

Antisocial 
Behaviours 

Low 266 88.7 

 Moderate 26 8.7 
 High 8 2.7 

 

In the matter of status violence, just over half (52.7%) of the respondents reported low 

levels. However, slightly less than a quarter reported moderate (21.7%) and high (25.7%) levels 

of status violence. Likewise, a significant proportion of the respondents (88.7%) reported a low 

level of antisocial behaviour whereas the minority fell between the moderate (8.7%) and high 

(2.7%) ranges of this subject.  

Next Table illustrates the classifications of the participants’ rate of cognitive emotion 

regulation strategies. Different patterns of responses are seen across both adaptive and non-

adaptive strategies. Generally, moderate levels reported through the strategies, except for other 

blame, which only represents most reports on the low level. Turning to more specific aspects 

of these findings, most of the participants stated using of acceptance at a moderate (51.7%) or 

high level (45%), with an insignificant amount on the low level (2.7%). By contrast, the 

strategy of positive refocusing was mostly reported at the (33.3%), or moderate level (54.7%) 

rather than its high level (12%). The distribution of refocus on planning is slightly different, 

wherein most of the respondents stated using this strategy at moderate (55.3%) levels followed 
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by its high (28.3%) and, then, low (16.3%) levels. Not only refocus on planning, but positive 

reappraisal strategy showed similar patterns in which responses were included in the moderate 

(47%), high (33.3%) and low (19.7%) levels, respectively. Interestingly, the strategy of putting 

into perspective follows the same form of use as mostly reported at moderate (50%) levels, 

followed by high (37.7%) and low (12.3%) levels. 

Relating to using non-adaptive strategies, the results show most of the respondents 

blame themselves or consider themselves as the cause of problems at its higher (37%) or 

moderate (53.7%) levels, with a small number of respondents at the lower (9.3%) level. The 

same, rumination strategy is frequently used at moderate (49.3%) and high (46%) levels, while 

smaller proportions reported the low (4.7%) level of this strategy. Unlike previous non-

adaptive strategies, catastrophising mostly applied at the low (38.7%) and moderate (49.3%) 

levels, with less than a fifth at the high (12%) level. A comparable pattern was reported for 

rumination and included low (51.7%), moderate (45%) and less than a fifth at the high (3.3%) 

levels of this strategy. 

 

Level of Participants’ Cognitive Emotion Regulation Strategies 

Variable Level n % 

Acceptance Low 8 2.7 

 Moderate 155 51.7 

 High 137 45.7 

    

Positive refocusing Low 100 33.3 

 Moderate 164 54.7 

 High 36 12 

    

Refocus on planning Low 49 16.3 

 Moderate 166 55.3 

 High 85 28.3 
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Positive reappraisal Low 59 19.7 

 Moderate 141 47 

 High 100 33.3 

    

Putting into perspective Low 37 12.3 

 Moderate 150 50 

 High 113 37.7 

    

Self-blame Low 28 9.3 

 Moderate 161 53.7 

 High 111 37 

    

Rumination Low 14 4.7 

 Moderate 148 49.3 

 High 138 46 

    

Catastrophising Low 116 38.7 

 Moderate 148 49.3 

 High 36 12 

    

Other blame Low 155 51.7 

 Moderate 135 45 

 High 10 3.3 

 

The findings of descriptive analysis provide an overview of mentees’ well-being across 

New Zealand. Based on the results, most of the participants were experiencing a good 

relationship with their mentors in both aspects of the relational-focused (92%) and goal-

directed (79%) mentoring relationship indicating most mentees were satisfied with their 

mentors and perceived their mentoring relationships beneficial in terms of receiving support 

for better learning, improved performance, and problem-solving. On the other hand, the 
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participants’ levels of developmental assets reveal that a significant proportion of them (more 

than 85%) are in the range of low to good. Although neither groups of tertiary students and 

non-student participants responded to the school-related questions (see Table 4 in Chapter 

Five), the young people who were not in an academic setting revealed the lowest average of all 

the assets. This finding may recommend the importance of educational settings in promoting 

youths’ internal and external assets.  

Mainly, the findings relating to the asset of commitment to learning reveal that over a 

third of the youth are moderately motivated and engaged in learning in and out of school; 

however, a prominent portion of the participants reported the lowermost range of this asset 

which might put them at risk of poor academic performance, school dropout, or school 

misconduct. Furthermore, the finding of participants’ positive values, which is strongly tied 

with youth thriving, proposes that more than two-fifths are moderately respectful to moral 

behaviours such as honesty, self-control, integrity, caring for others, or responsibility taking. 

Moreover, the participants’ reports on their internal asset of social competences show a 

reasonable capability of making plans and decisions and being culturally and socially 

competent such as building friendships or avoiding harmful peer pressure. On the matter of 

young people’s positive identity, the result suggests just over half of the youth might feel 

worthless, unhopeful about their future, unable to have control over their lives or being aimless, 

which can easily direct them to psychopathology symptoms or even self-harm behaviours.  

Regarding the participants’ reports of their external assets, around two-fifths of them 

are meaningfully suffering from lack of support in the community, family, neighbourhood, and 

school which might lead them to unfavourable outcomes, especially school problems. 

Nonetheless, just over a quarter of the participants are in the moderate levels of support asset, 

which refers to a combination of receiving care from other people in their context. 

Correspondingly, empowerment as another external asset considerably involves quite a 
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considerable proportion of moderate level, referring to a reasonable feeling of being valued, 

respected, safe, and engaged in the community and contexts. However, there are still some 

youth at the lowest level who could be vulnerable to depressive symptoms, violence, or self-

injury behaviours. Finally, the findings of the external assets of boundaries and expectations 

show that most youth are slightly receiving clear rules in their contexts, including home, school, 

neighbourhood, and other people. However, the participants at the lowest range, which includes 

a substantial percentage of the participants, could be potentially vulnerable to depressive 

symptoms, school problems, and risk-taking (e.g., antisocial behaviour, substance use, or 

committing suicide). 

These results share several similarities with the most recent research in New Zealand 

(Fleming, Ball, Kang, et al., 2020; Office of the Children’s Commissioner and Oranga 

Tamariki, 2019). In particular, the low rates of positive identity (54.3%), support assets (39%), 

and empowerment (27.7%) reported by current participants match the findings of Fleming et 

al. (2020) in which youth reported a sense of alienation, lack of support, and need for being 

heard and valued through open-ended questions. Furthermore, the findings of this study 

confirm the earlier qualitative findings by the Office of the Children’s Commissioner and 

Oranga Tamariki (2019) wherein supportive relationships (20%) assets as well as feeling safe 

(6%) and valued (3%) emerged as significant themes of a good life. Nevertheless, with regard 

to the asset of boundaries and expectations, participants of the current study mostly specified 

low to fair levels (68%) of understanding contextual boundaries and expectations asset 

meaning that they do not perceive clear rules in their families, schools, neighbourhood, or 

communities. However, Fleming and colleagues (2020) have found evidence of high contextual 

expectations reported by youth in their qualitative analysis. The findings of the current research 

might complete those of Fleming et al. (2020) by considering a lack of transparent 

understanding of the contextual rules may lead to confusion about expectations and boundaries 
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Regarding the participants’ report on their unfavourable outcomes, regrettably, most of 

them reported experiencing moderate to major depression (47%). This finding could be aligned 

with both recent studies among youth in New Zealand (Fleming, Ball, Kang, et al., 2020; Office 

of the Children’s Commissioner & Oranga Tamariki, 2019) in which the youth mental health 

issue was identified as a major concern for them. The high rate of depression among the 

participants of this study could have been a predictor of increased suicide attempts during the 

past years (e.g., Fleming, Tiatia-Seath, et al., 2020). Moreover, the result of current 

participants’ risk-taking concurs with the findings of the Youth19 survey (Fleming, Tiatia-

Seath, et al., 2020) as the rate of substance use is found very low within the sample of this study 

as well. Furthermore, the current sample indicates the lowest rate of status violence (e.g., 

fighting). 

In the matter of youth’s cognitive emotion regulation strategies, the findings related to 

the adaptive strategies showed that most of young people (more than 80%) applied moderate 

to high rates of adaptive strategies that include acceptance, refocusing on planning, positive 

reappraisal, and putting into perspective. However, they reported using positive refocusing at 

the low and moderate levels (66.7%) even though this strategy has been negatively related to 

anxiety (Garnefski et al., 2007) and symptoms of depression (Garnefski & Kraaij, 2006) in past 

studies. Not only could positive refocusing be a potential factor of high depressive symptoms 

among the current sample. Besides, the non-adaptive strategies of rumination (higher than 

90%) might be the source of high depression among the sample since it has been found a 

significant predictor of psychopathology among adolescents (e.g., Garnefski, Kraaij, & 

Spinhoven, 2001; Garnefski & Kraaij, 2006). Although the rate of other non-adaptive strategies 

of catastrophising and other-blame have been described within the range of low to moderate in 

contrast with the findings of a past study conducted by Theurel and Gentaz (2018), the findings 
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suggest that adolescents may not frequently use more adaptive strategies than non-adaptive 

strategies. 
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Appendix G 

The whole measurement model including all constructs 

 

Note. GoalDirected= Goal-directed Mentoring Interactions, RelationalFocused = Relational-focused Mentoring 
Interactions,; PosRefocus = Positive refocusing; ReapReplan = Replanning and Reappraisal; PuttingIP = Putting 
into perspective; Accept = Acceptance; SelfBlame =Self-blame; OtherBlame = Other-blame; RumCatastrophe= 
Rumination and catastrophising; Depres = Depression; RiskTaking = Risk-taking; Commitmrenttolearning = 
Commitment to learning; PositiveValues = Positive values; SocialCompetences = Social competence; 
PositiveIdentity = Positive Identity; BoundariesExpectations = Boundaries and expectations 
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Appendix H 

Participant Information Sheet & Anonymous Questionnaire for Mentors 

 

Post-Session Questionnaire for Mentors 

Tēnā koe! Thank you for participating in this study. 
To ensure that your data can be used as part of this research program it is 
important that you follow the instructions outlined below: 
 
Read each item carefully to make sure you understand it before answering. If 
you do not understand a question, please ask the research assistant for help. 

You are not required to answer any questions that you are uncomfortable 
answering, but please double-check to make sure you did not miss any 
questions by mistake before returning your completed questionnaire to the 
researcher. 

Please make sure you circle only ONE number on each scale.   

If you change your mind once you have circled a number, please cross it out 
and then check your new response. 

For example,  

Strongly disagree 
1 2 3 4 5 6 7 Strongly agree  

 

There are no right or wrong answers. Some of the questions may be difficult 
but please try your best to answer as honestly and accurately as you can. 

Remember that all your answers are strictly confidential. Your data will be 
entered into a computer without your name, and your questionnaires will be 
held in a secure place with no accompanying name attached. Your mentee will 
NOT get to see your questionnaire. 
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Below are a range of questions about your mentee’s experiences of stress. Please respond to the 
items below as best you can.

Does your mentee ever talk to you about their own stressful or unpleasant experiences?

Yes      No

[If yes, questionnaire will branch and present the following questions. If no, the respondent will be 
directed to the end of the questionnaire]

When your mentee talks to you about their own stressful or unpleasant experiences… 
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He mihi nui! Thank you for completing the questionnaire!

It is important that you have not missed any 
questions by mistake.  

Do they ever blame themselves?   

If yes, how do you respond to your mentee during such conversations?

Yes      No 

Do they ever express acceptance of the situation? 

If yes, how do you respond to your mentee during such conversations?

Yes      No 

Do they ever tell you that they can’t stop thinking about or talking about 
the situation?  

If yes, how do you respond to your mentee during such conversations?

Yes      No 

Do they ever try to focus on positive things instead of what has 
happened?

If yes, how do you respond to your mentee during such conversations?

Yes      No 

Do they ever try to focus on developing another plan to help them in that 
situation?

If yes, how do you respond to your mentee during such conversations?

Yes      No 

Do they ever consider the positive learning that can come from their 
experience?

If yes, how do you respond to your mentee during such conversations?

Yes      No 

Do they ever consider that other people’s situations could be much 
worse than their own?

If yes, how do you respond to your mentee during such conversations?

Yes      No 

Do they ever react as if their experience was a catastrophe?

If yes, how do you respond to your mentee during such conversations?

Yes      No 

Do they ever blame other people for the outcome of their situation?

If yes, how do you respond to your mentee during such conversations?

Yes      No 
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Please go back and check that you haven’t 
accidentally missed any questions. 

 

This research has received funding from the University of Auckland Faculty Research Development 
Fund.  

Approved by the University of Auckland Human Participants Ethics Committee on 2 December 
2015 for three years, Reference Number 016137. 

 

 

 

 

 

 

 




