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CHAPTER ONE
INTRODUCTION
1.1 BRIEF OVERVIEW OF THE STUDY
Big Brothers Big Sisters of South Africa (BBBSSA) operates a programme through which individual volunteer to mentor children or protégés including those who may have been institutionalised. This research will focus on the experiences of seven such mentors, mentoring under the auspices of BBBSSA at a Children’s Home in Johannesburg. One of the focuses of these experiences will be in relation to the concept of an institutionalised mentality in and empowerment of the protégé. 
This chapter will briefly discuss the statement of the problem and rationale for the study. The research questions, purpose of the study and the research design and methodology as well as definitions of the study terminology will be highlighted.
1.2 STATEMENT OF THE PROBLEM AND  RATIONALE OF THE STUDY
The rationale for this study originates from personal experience of the researcher and a discussion with a senior social worker regarding institutionalised children. Instructed by the Courts, children become wards of the state for a variety of reasons. One of the state’s avenues of care is to place the children in a Children’s Home to be cared for until the age of eighteen. At this age these children are no longer supported by the state unless they prove to be furthering their studies, contributing to the high likelihood that in adulthood they may become dependent on the state all over again. 
While the South African government in its White Paper (Department of Welfare, 1997) states that it wishes to enhance support to those who have reached this age, the practicality is that nothing has been forthcoming as of yet. These children leave state care and advance into a world where they have no support system or resources to rely on. Having had their life totally regulated and supported by the state these children may develop an institutionalised mentality whereby, together with a lack of resources and support system, they do not possess the skills for self-reliance. 
The literature review will show that mentoring has long been touted as a means to improve the outcomes of disadvantaged youth although at times it may include a romantisation as to what the reality of the experience is like, often leading to high volunteer turnover. There are those who do stay involved in programmes for longer and it is the experiences of these mentors that this research seeks to qualify. 
1.3 RESEARCH QUESTIONS

The questions that this research subsequently seeks to address the experiences of these mentors mentoring children in a children’s home under the auspices of BBBSSA. It also looks to understand whether an institutionalised mentality is recognised and if so the strategies that mentors might employ to counter this, their successes and challenges and subsequent suggestions in light of their experience. 
1.4 PURPOSE OF THE STUDY
The effects of challenges in childhood and institutionalisation through state care may have long reaching effects. It is hoped that this research will add to the body of knowledge with regards to mentoring institutionalised children, produce suggestions for the BBBSSA programme interventions for existing and future mentors as for  well as the Children’s Home itself. A particular emphasis is placed on mentor attempts to cognitively empower their protégés in preparation for their emancipation thereby reducing the effects of institutionalisation, a contribution particularly relevant in the context of social development. 

1.5 RESEARCH DESIGN AND METHODOLOGY
“A research design is the arrangement of conditions for collection and analysis of data in a manner that aims to combine relevance to the research purpose with economy in procedure” (Jahoda et al. cited in Kumar, 1996, p. 74). The research was exploratory and therefore a qualitative approach was used which allowed an understanding from the participant’s own frame of reference or social reality without actually quantifying it (Blaxter, Hughes & Tight, 2006; Sarantakos, 1993; Kumar, 1996). The study was situated at a Children’s Home in Johannesburg that participates in the BBBSSA Programme. BBBSSA contacted all mentors who had volunteered at the Home for longer than a year and requested their consent for participation. Seven mentors agreed to participate and they were then contacted by the researcher to proceed. Information was gathered via semi-structured interviews after which the data gathered was thematically analysed and is presented in the discussion. 
1.6 DEFINITIONS OF TERMINOLOGY
1.6.1 MENTORING
This research aligns itself with the classical definition of a mentor that generally describes an elder, or more experienced individual, imparting wisdom, knowledge and guidance, nurturing an often unrelated younger protégé in general or specific domains sometimes but not always institutionally facilitated (Rhodes, 2002; Hamilton & Hamilton, 1992; Evans & Ave, 2000; Freedman, 1993). 

1.6.2 INSTITUTIONALISED MENTALITY AND EMPOWERMENT
An institutionalised mentality may be considered as thinking within the confines of boundaries that are either predetermined or created through practice. Those who work within highly regulated institutions come to perceive and accept certain systems and standards as the norm without challenging their existence in the first place (Yip, 2000).

Institutional management theory delineates this thinking as it emerges in organisations as defined by “homogeneity of form and practice” and even “patterns of domination and oppression” which then sustains its application and practice (Cooper, Ezzamel & Willmot, 2008, p. 674). Empowerment occurs when these ways of acting and thinking are challenged and opened up allowing a new quality of learning, perceptions and actions or “unlearning” whereby “learners discard knowledge” and open themselves to “new responses and mental maps” (Hedberg cited in Messner, Clegg and Kornberger, 2008, p. 72). 
1.6.3 BIG BROTHERS BIG SISTERS OF SOUTH AFRICA
The Big Brothers was established in the United States in 1904 and Big Sisters the following year in 1905 in order to provide effective role models to youth challenged by social, economic and political challenges. The two foundations merged in 1977 creating Big Brothers Big Sisters of America. South Africa became an affiliate in 2000, the 31st out of 40 countries world wide to become a member (“About us”, n.d). 
The role of the organisation will be further discussed in Chapter Two, section 2.7.
1.6.4 CHILDREN’S HOME
The research was conducted with mentors who mentor at Firlands Children’s Home in Linden, Johannesburg. This home is run by the Salvation Army and provides residential care to children in need on behalf of the State. Referenced as the “Home” or “Children’s Home” in text, it represents one of the child and youth care centres that the Children’s Court may designate as appropriate for children removed from their primary care environment.
1.7 ORGANISATION OF THE REPORT
This report is organised into five chapters. Chapter One introduces the context of the research. Chapter Two will present the literature review by situating mentoring in the field of social development and discuss its relevance for children who have been institutionalised. Chapter Three discusses the research design and methodology incorporating the ethical considerations and limitations of the study. Chapter Four will present the discussion and findings. Finally, Chapter Five will outline the main findings, conclusions and recommendations. 
CHAPTER 2 
LITERATURE REVIEW AND THEORETICAL FRAMEWORK
2.1 INTRODUCTION
This chapter begins by discussing social development and the role of the individual within that. One of the hallmarks of social development is that it is incumbent on the state to create conditions in which individuals and communities are able to empower themselves. An area relevant to this research and requiring particular attention is when children become wards of the state. The discussion will go on to explore why the state is often an ineffective parent, ultimately leaving its wards unprepared and unsupported at emancipation with negative repercussions. The needs of children and attachment theory will be discussed as areas of particular relevance affecting outcomes. This leads to consideration of how the gap between state and child might be narrowed so as to ameliorate the situation. A significant discussion will then take place with regards to mentoring and its role within this ambit. Finally the Big Brothers Big Sisters of South Africa programme design will be described so as to situate the research discussion and findings within the context of the literature review. 

2.2 SOCIAL DEVELOPMENT AND THE INDIVIDUAL
Social development may be defined as a “process of planned social change designed to promote the well being of the population as a whole in conjunction with a dynamic process of economic development” (Midgley, 1995, p. 25). By marrying both the social and the economic, one of the aims of social development is to reduce if not eradicate reliance on the state. This can only take place if conditions are such that citizens are empowered to embrace self-reliance while both they and the state endeavour to meet their needs. 
This approach has been dismissed as unachievable by De Beer & Swanepoel (2000, p. xvi), as long as “human beings are in service of institutions’ development efforts, and not the other way around!” What is incumbent on people is that they “take empowerment”. To achieve this, participation becomes crucial as it builds capacity for empowerment. Once this has taken place it allows for individuals “to take full responsibility for their own development”. This is considered from a different but equally relevant angle in the current YouthBuild USA policy document. YouthBuild is an organisation for children and youth who are socially and economically challenged, and their policy document states that “community development and social change begins with personal development.” (National Alumni Council & the Young Leaders Council of the YouthBuild USA Affiliated Network, 2008, p.14).
Personal development is not however limited to ameliorating one’s socioeconomic circumstances and increasing participation. Mahatma Ghandi quoted in Todaro (1997, p.11) refers to the “realization of the human potential”. If one considers Maslow’s Hierarchy of Needs (Barlow & Durand, 2005), when a person’s survival needs such as food, shelter and clothing are met, the needs of self-actualisation, love and self-esteem may then be considered. Further to this, Frankl’s theories of self-actualisation conceptualise spiritual dimensions of a person’s existence (Meyer, Moore & Viljoen, 2003, pp. 433-435):
· “As human beings, we are primarily motivated by a will to meaning.

· The human person is primarily a spiritual being – a being that has freedom and responsibility.

· True fulfilment is hardly possible without a sense of purpose (spiritual direction) in life.

· Every situation in life contains a unique challenge to live our lives purposely with meaning.

· Unlike the animal, we have the freedom to rise above conditions in being able to think and also do something about them”.

These concepts may be interpreted as naive idealism and out of place when contextualised against all the problems faced in the field of Social Development in South Africa and the world. Poverty, poor or substandard sanitation, unemployment, lack of food, HIV and AIDS and crime are but part of the problem (Patel, 2005). It begs the question as to where there might be space or place for finding a will to meaning or purpose to life, let alone self-actualisation when there is a plethora of socio-economic factors that so many continue to face at an individual and community level. To take a step back here one needs to reconsider social development.

Todaro (1997, p.18), discusses that there are three objectives to Social Development:

1. “To increase the availability and widen the distribution of basic life sustaining goods such as food, shelter, health and protection.

2. To raise levels of living including, in addition to higher incomes, the provision of more jobs, better education, and greater attention to cultural and humanistic values, all of which serve not only to enhance material well-being but also to generate greater individual and national self-esteem.

3. To expand the range of economic and social choices available to individuals and nations by freeing them from servitude and dependence not only in relation to other people and nation-states but also to the forces of ignorance and human misery”.
This reiterates the large responsibility on the state in that it needs to create a conducive, enabling environment facilitated by policy and service delivery to meet these objectives. Of interest to the discussion at hand, one of these areas of delivery is to children in state care who, according to the United Nations Convention on the Rights of the Child, are owed a special duty of care (Connolly & Cashmore, 2009).
 If one examines the responsibility of the state with regards to the rights of children as underwritten by the South African Constitution (Republic of South Africa, 1996, p.13), every child has the right among others to “family care or parental care or to appropriate alternative care when removed from the family environment” (section 28.1.b), “to basic nutrition, shelter, basic health care services and social services” (section 28.1.c) as well as “to be protected from maltreatment, neglect, abuse or degradation” (section 28.1.d). It follows then, that when a child becomes a ward of the state, the state is obligated to serve these rights.
This is delineated in the White Paper for Social Development (Department of Welfare, 1997) in that the rights of children include “opportunities to reach their full educational and human potential” – it follows then that if the opportunities are lost while children are in the state’s care, this indicates a failure on the part of the state. Research concurs that it is not a parent’s socio-economic status that affects a child’s outcomes but rather what the parent actually does with the child (Luthar & Zigler, 1991). Constant with this, Youniss (cited in von Salisch, 2001, p. 311), states in the context of a child’s emotional development that “for many years the parent has more power to determine the course of interaction than the child”.  If the state is the parent, at best providing physical resources essential to survival and not providing and guiding their wards’ long term emotional development, this leaves a significant gap in children’s’ development and expectations as they enter the world. 

The social and developmental needs of children may have been directed to the educational system as part of the curriculum however at this point in time the South African education system has so many challenges beginning at the level of resources it would be unrealistic to allocate full responsibility or expect immediate results from teachers and principals operating in overburdened classrooms. Donald, Lazarus & Lolwana (1997, p. 24), discuss that health promotion in the school environment encompasses far more than just physical health. “It means promoting all those dimensions of development which together contribute to positive, competent, persons. It therefore includes all of the physical, cognitive, emotional, social, moral and spiritual aspects of development”. While the education system moves to integrate these ideals into the curriculum, Brian O'Connell,  Rector of the University of the Western Cape has warned that South African schools face a crisis with no culture of learning, leadership or social control (Ferreira, 2008), so practically it remains the home and community environment where ultimate responsibility for a child’s emotional development falls. This becomes even more complex when the home environment is provided by the state.

2.3 THE STATE AS PARENT
In terms of the Children’s Act (Republic of South Africa, 2005. p. 96), children are classified as in “need of care and protection” for reasons that include being abandoned; orphaned; exploited; exposure or neglectful circumstances that may harm the child emotionally, physically or mentally; or “being maltreated, abused, deliberately neglected or degraded by a parent” or care giver; and this “may continue if the child re-enters the environment”. When it has been deemed by the courts through investigation by case workers that the child’s parents, family or care giver is unable or unsuitable to take care of the child for any of these reasons the state will consider foster care in its various forms, temporary or shared care and lastly if no other options are available, the child will be sent to a child and youth centre that will provide a residential care programme best suited to his or her needs. This situation is reviewed by the courts every two years and lapses when the child turns eighteen.

As with any care situation, when placed in a youth centre or Home, children become reliant on the Home and by extension the state for the provision of all aspects of their well-being. However, as Strega et al. (cited in Dominelli, 2002, p. 119) discuss, in most contexts “the state seems particularly inept at successful parenting”. Often for children in care, there is no rigorous accountable meeting of their needs and having often been given pejorative or stigmatising labels, they are further exposed to risk and trauma which will add to any perception that somehow they are responsible for the position in which they find themselves. “Rather than being emotionally fed, seen, heard and experienced as an individual, the child is branded with the belief that they are defective to such an extent that all future attachments will be tainted as a result of their own personal failure and is rooted in the very language that is used to describe them” (Whitehead, Keshet, Lombrowski, Domenico & Green, 2007, p. 348).
However, in state residential environments, there is often little one on one attention, nurturing or encouragement (Maclean, 2003). It has been shown that children who have been removed from their families develop more severe educational difficulties (especially related to the age at which they were removed) and that “prolonged institutional life in a Children’s Home can have very damaging effects on a child’s all-round development” (Pringle, 1980, p.130). Attachment disorders, limited cognitive or intellectual functioning, social impairment, attention disorders and poor physical health are among the negative consequences of institutional care which is of course influenced by the institution itself, the presence of any stable primary caregiver, staff child ratios as well as any post institutional environment (Perry, Sigal, Boucher, Pare & Ouimet, 2005; Tarullo, Bruce & Gunnar, 2007; Cermak & Groza, 1998).
This may represent a huge challenge at the age of majority when after 18 years of regulated life during which all resources such as food, shelter, clothing, education and transport have been provided, all adult, services and socioeconomic supports fall away thereby inhibiting most chances of becoming a self sustaining adult (Avery & Freundlich, 2009). The effects of this have been extensively documented in the international environment and there has been much advocacy to extend the period of support well beyond this age, especially considering the changing and increasing demands on young adults (Collins, Paris & Ward, 2008). The call to arms is summed up by Dominelli (2002, p.119):

 “Unlike birth parents who relate to their offspring throughout their lives, the state tends to cut off assistance and fails to demonstrate further interest in the lives of the former wards once they attain the arbitrary age of 18. In an ironical twist, state incompetence replaces parental incompetence. State parenting fails through a short-termism that excludes long-term planning. Yet, in unproblematic families, relationships between children and parents last throughout their life as their roles evolve into grandparents and beyond. Moreover, at the point of finally discharging its duties, the state expects the resources that the young person has not had until then to magically appear without effort on its part”.

It is no wonder then that children that have been raised by the state are more likely to become burdens of the state and raises the immediate concern of attenuation. Studies of teenagers leaving foster care have illustrated their extreme vulnerability in that they will have challenges in social integration, limited or no family support and mental health problems (Drapeau, Saint-Jaques, Lepine, Begin & Bernard, 2007).  They are more likely to become homeless, unemployed, criminal offenders, burdens on the legal system or victims of limited education, illiteracy, unplanned pregnancy and inadequate healthcare (Dominelli, 2002; Collins et al., 2008; Avery & Freundlich, 2009). This is echoed and reinforced in YouthBuild USA’s 2004 Policy Statement, “But we have no cushion of security – no savings and no college degrees, almost no financial support from our families. We face peer pressure and temptations to turn to ways of making fast money and ways of escaping from our feelings of fear and depression” (National Alumni Council & the Young Leaders Council of the YouthBuild USA Affiliated Network, 2004, p. 8).
The concept of an ‘institutionalised mentality’ might be used in consideration of those living in psychiatric institutions or incarcerated in prisons where they “are not challenged to use the social skills that they have upon placement and inevitably lose those skills” (Rosenthal & Sundram, 2003, p. 21). All aspects of life are regulated and imposed extending from the structure of each day from ablutions and meals to freedom of movement. This abdicates the need to help or look after oneself at the same time creating an expectation of entitlement or learned helplessness, an institutionalised mentality. More often than not, this will negatively impact upon release when it becomes necessary for these individuals to negotiate their lives on their own. In the treatment of drug abuse, an institutionalised mentality is described as an impediment to active citizenship and necessitating empowerment to change this discourse (Pedersen & Tigerstedt, 2003).
When discussing management and organisational strategy, Cook (2004) exemplifies this by stating that it becomes hard to think outside of the box when one is within the confines of the box with no locus of control; the highest aspiration one can then entertain is adaptation for survival. By extension, an institutionalised mentality may be born in children who have in one way or another become wards of the state and been placed in a Children’s Home which means that even with the best of intentions, they may not have the cognitive ability to counter their situation without help. 

2.4 ATTACHMENT THEORY AND THE NEEDS OF CHILDREN
The field of child psychology began gaining ground early in the twentieth century when Freud, Adler and many other theorists began to explore the notion that if early childhood family or emotional problems were identified and treated, it may thwart later psychopathology (Goldenburg & Goldenburg, 2004). This laid the foundation for a plethora of research, study and theories regarding childhood development and psychosocial stages and how they affect coping, trauma and resilience (Harms, 2005).  
Attachment theory is particularly relevant in the context of institutionalised children as it has become prominent in giving depth of understanding to the developmental perspective through which individuals form and maintain relationships (Clark & Pataki, 1995). The theory originates with Bowlby and is based on the premise that the primary attachments formed in childhood act as a precursor for the nature of relationships across the life span (Clark & Pataki, 1995; Rhodes, 2002; Gregory, 1987). Principally centred on the relationship shaped by one’s primary care givers, it suggests a causal relationship between the growing up experience and the ability to later form affectional bonds. Through the relational process, certain expectancies are created that become formalised in cognitive patterns or mental models. The assumption is that sensitive, nurturing, supportive relationships in childhood instil a sense of self-worth, trustworthiness and esteem, and effectively model future such relationships. Inconsistency, absence or unreliability fosters insecurity, anger and mistrust engendering low or no expectations on self or others and even the avoidance of close relationships altogether. These are often difficult to change however they may change over time with each new relationship either confirming or disconfirming the cognition. Maltreated or neglected children consistently show problematic attachment relationships with their biological family as well as other extended adult relationships however it has been consistently shown that nonparent adults may challenge these cognitions, forming an ameliorative function that assists in the mapping of new perceptions and positive developmental trajectories (Rhodes, Haight & Briggs, 1999; Zand, Thompson, Cervantes, Espiritu, Klagholz, LaBlanc & Taylor, 2009; Groza, Ryan & Thomas, 2008).

Children who have become wards of the state by virtue of their circumstances have encountered many adverse experiences in their lives. Indeed it is a paradox, removing children from their home environment is meant to be a protective function however it does not circumvent the fact that it may affect ties with attachment figures, a traumatic experience in itself, and that the circumstances surrounding their life thus far may have left “numerous physical, cognitive, emotional, behavioural and social difficulties” (Drapeau et al., 2007, p. 978).

In another approach, adding depth and contextualising the present research, Pringle (1980) discusses that there are four basic categories of developmental needs that children need met. These needs are timeless and deserve brief discussion here.

1. The need for love and security
Children need a “stable, continuous dependable and loving relationship” (Pringle, 1980, p. 34) with his or her parent/s or parental substitutes. The benefits of such a relationship are the development of self worth, personal identity, self-approval, self-acceptance and the understanding of the nature of unconditional relationships. This also grounds a child with the confidence to venture forth into the world knowing there is a predictable continuous space of acceptance to which they may retreat if need be; alternatively any continued measure of rejection contribute to feelings of unworthiness and inadequacy.

2. The need for new experiences 

Exposure to new experiences, concepts, ways of thinking and alternatives continually challenges a child’s constructs and encourages learning and lateral thinking. This contributes to the idea that a child’s educability is not just genetic but also reliant on environment, encouragement and motivation. “The emotional and cultural climate of the home, as well as parental involvement and aspirations, can foster, limit or even impair intellectual growth” (Pringle, 1980, p. 43). 

3. The need for praise and recognition 

This need is closely intertwined with the first. Praise and recognition contribute to a child’s self-concept which “is developed through the views that others hold of him” (Pringle, 1980, p. 53). It is continued validation of the child’s existence and the importance placed on their achievements and successes. 

4. The need for responsibility 

While children may resist the need for responsibility when younger, this is an integral part of their maturing process. Again it contributes to their self-worth and self-concept as it portrays that others believe in their capability thus validating them. At the same time it allows them insight into their own “feelings and motives” and encourages a learning process relating to their own “values, standards, concerns and ambitions in a subtle yet pervasively influential way” (Pringle, 1980, p.55).
 Considering children in state care, one might argue that perhaps meeting these needs is simply beyond the State’s capability – it would represent an inordinate task for which it is simply not capacitated. However “children’s physical, emotional, social and intellectual needs must all be met if they are to enjoy life, develop their full potential and grow into participating, contributing adults” (Pringle, 1980, p. 15). It is not adequate that only the physical needs for those who will be future participants of society are met as children before they are catapulted into a world for which they are developmentally unprepared (Avery & Freundlich, 2009).
2.5 ADDRESSING THE GAP BETWEEN THE STATE AND CHILD
In his strength-based perspective Saleeby (2006, p. 17) states that one should not ignore the resilience and resourcefulness of people who have faced adversity in their lives. This is adequately summarised when he states, “children are seen as active and developing individuals who, through these trials, learn skills and develop personal attributes that stand them in good stead in adulthood”. By definition, resilience, a multidimensional concept dependent on one’s socio-cultural context, may be defined as “the presence or maintenance of competencies in spite of a high risk context” (Drapeau et al., 2007, p. 978).
Garmezy (Rhodes 2002; Luthar & Zigler, 1991; Drapeau et al., 2007) discusses that there are three groups of protective factors that have been consistently identified to enhance resilience in children:
1) Individual characteristics and disposition 
2) Family characteristics such as cohesion and warmth
3) Community characteristics and external support
With regard to this third factor, theoretical work has focussed on the protective and thereby preventative factors arising from effects of nonparent adults playing a supportive role with vulnerable youth thereby enhancing their resilience to developmental and life stressors as well as increased psychological, social, academic and career function (Rhodes et al., 1999). It is through this consideration that studies have shown that “relationship-based prevention interventions hold great potential for fostering competency in the context of significant threats to development” (Zand et al., p. 2).
In their study of resilient adolescents Hauser and Allen (Southwick, Morgan, Vythilingam & Charney, 2006, p. 578) discuss that they, “tended to reflect on the motives, feelings, and thoughts of others, attribute great importance to close relationships, thirst for and recruit new supportive friendships and recognize intersections between themselves, their relationships, and their actions”. Ahrens, Dubois, Richardson, Fan and Lozano (2008, p. 251), found that those youth in foster care with mentors had overall improved late adolescent and adult outcomes compared to those that did not. This has also been explored in Romanian orphanages among children classified as resilient in that, in the absence of adult attention, they often turn to other children around them in order to facilitate their own development (Groza et al., 2008).
“Resilience is not considered to be a fixed attribute, but rather a characteristic that can develop over time; it can therefore be affected by intervention practices” (Drapeau et al., 2007, p. 995). For those youth with ineffectual or non existent natural role models, social support outside of the family environment occurring in the guise of a mentor may ameliorate their position (Southwick et al., 2006). Social development places emphasis on collective interdisciplinary responsibility and partnerships between government, business, civil society, community and ultimately the individual building on strengths and opportunity. “These include the formal and informal welfare sectors, religious organisations, the business sector, informal support systems and community networks” (Lombard, 1996, p.170). It is in one or a combination of these partnerships that one may find a potential solution through the concept of mentoring and in this case, the mentoring of children who have been institutionalised. 
2.6. MENTORING
Typically when the mentoring is of youth or adolescents, they are from a disadvantaged social, economic or political background (Zand et al., 2009) and the role that mentors are seen to fill provides a level of support that offers non punitive and non judgemental adult qualities while still relating at the level of a peer (Beam, Chen & Greenberger, 2002). They offer “reliable support, communicate moral values, teach knowledge and skills, inspire and motivate, and foster self-esteem” (Southwick et al., 2006, p. 579). 

Nonparental role models or mentors may be classified along several axes: natural mentors who occur in a child’s day-to-day interactions; volunteers who may occur within or external to the child’s natural environment, and peer mentors (Southwick et al., 2006). Naturally occurring mentors are often seen to offer better outcomes because by their very nature they tend to offer greater emotional involvement however this is debateable and should not preclude the contributions of volunteer mentors who may occupy a niche and are present of their own accord (Rhodes, Bogat, Roffman, Edelman & Galasso, 2002; Rhodes, 2002). This debate presents what Hamilton & Hamilton (1992) refer to as the paradox of mentoring, since such relationships are often unlikely to occur naturally, unnatural pairings are made in the hope that they may produce the powerful results that such a relationship is thought to be capable of.  

 In the human services field mentoring is often seen to “develop a special bond of mutual commitment, respect, identification, and loyalty which facilitates the youth’s transition into adulthood” (Rhodes, 2002, p. 4). It is important however to keep the definition delineated from a professional role which limits the therapeutic offerings but leaves the scope of contribution unbounded (Hamilton & Hamilton, 1992). There are a number of attractions that hold mentoring as an effective means of bridging the gap in that it is simple, direct, sympathetic, legitimate, bounded in terms of commitment and malleable in terms of its interpretation and application (Freedman, 1993). 

2.6.1 RESILIENCE AND MENTORING
The development of resilience through the mentoring process might be understood from the psychological, social and biological perspectives. 
Psychologically a mentor may fill the role of an “external regulator” modelling relationship mediation between oneself and the environment and “whose ego capacities and strengths may be ‘borrowed’ until the mentee can gradually internalise them” (Southwick et al., 2006, p. 581).  In this process, the protégé might identify with the mentor through the formation of an emotional attachment and adapt behaviour in what social learning theorists call imitational learning (Evens & Ave, 2000). Alternatively they might empower their thinking by challenging preconceived ideas, promoting emotional regulation as well as validating and labelling feelings (Spencer, 2007b). 
Socially the mentor might expose the protégé to new environments, activities and interests that they might never have conceived of; this may continue to enhance both an extended social network and provide increased buffering against earlier trauma. 
Biologically, mentor-enhanced resilience may be seen to “involve activation of complex neurobiological circuitry that is associated with reward, attachment, learning, and memory” involving “multiple brain regions and numerous biological pathways, neurotransmitter systems, and neuropeptides” especially with regard to the inhibitory effects on stress systems and promotion on prosocial behaviour (Southwick et al., 2006, p 582). Similarly, resilience is enhanced by learning and repetitive imitation whereby the protégé may learn new habits, cognitive strategies or behaviours. Beyond the concept of resilience then, the mentor-protégé relationship may consequently be seen as a ‘corrective experience’ that challenges early attachment outcomes (Rhodes et al., 1999).  

2.6.2 THE BENEFITS AND COMPLEXITIES OF MENTORING
Mentors can however influence their protégés in a number of ways and there is much anecdotal and data driven research to substantiate this (Southwick et al., 2006). Several studies have shown the importance and often protective function unrelated supportive adults may fulfil (Southwick et al., 2006; Rhodes et al., 1999; Evans & Ave, 2000). Rhodes (2002, p. 35) discusses that mentors may conceptually influence their protégé’s development “by enhancing social skills and emotional well being; by improving cognitive skills through dialogue and listening; and by serving as a role model and advocate”. This could also be attributed to positive appraisal and focussed attention provided by the mentor which affirms and empowers the self worth of the protégé (Rhodes, 2002). 
This aligns with the results of Ungar’s (cited in Drapeau et al., 2007, p. 981) study of young adolescents on placement in that “behavioural problems are part of their identity construction and empowerment over their own lives” and that they need to be able to see themselves as “having the capacity to overcome diversity”. As their perceived self-efficacy increases, so it will empower them and contribute to their resilience. Another perspective (Evans & Ave, 2000), considers that further to social, coping and problem solving skills, other competencies and new skills develop encompassing domestic, social, leisure or sporting activities. 

The essential factor in each of these instances is the establishment of an emotional bond with the effects of the mentoring process growing with the maturation of the relationship. Furthermore, the benefits are not necessarily limited to the protégés themselves, the benefits are often seen to filter into proximal relationships in the protégé’s life (Grossman & Rhodes, 2002). Even when in state care, many children will still have contact with their family, the flawed nature of which may remain static (Whitehead et al., 2007; Collins et al., 2008). This offers its own complexity, ‘fixing’ the child while the child’s loyalty is divided between two worlds and can add frustration to the process and any measures that are put in place.

Another less researched role of mentors is as the change agent of negative behaviour (Evans & Ave, 2000) especially when it is exhibited in their company. This may require a level of role duplicity in that disciplinary issues might require a more authoritarian approach while still maintaining a trust relationship in which behaviour management strategies are discussed or modelled. Having a mentoring relationship with a child does not necessarily eliminate behavioural or developmental issues however they have been shown to at least attenuate their trajectory through the promotion of better social, academic and behavioural outcomes (Rhodes, 2002; Rhodes, 2008). 
As such, mentoring programmes should not be thought of as “standard systems, with universal problems and universal solutions” (Gibb, 1994, p. 32). There have been many unsubstantiated claims about the efficacy of mentoring and oftentimes the sugar coating of the tasks and effects lends the field an air of superficiality (Rhodes, 2002). The establishment of a mentoring relationship is one of negotiation that is underwritten by the exploration of the role that each party will occupy. However at the end of the day one cannot ignore the fact that “mentoring is hard work” (Freedman, 1993, p. 76), a reality sadly often only appreciated once on the frontline of a relationship.  

2.6.3 REASONS FOR MENTORING AND THE ASSOCIATED CHALLENGES 
Practically becoming a mentor has common sense appeal (Hamilton & Hamilton, 1992), it offers a tangible path of meaningful contribution in the face of societal social and economic inequity and may echo contributions made in one’s own life by significant others.  The mentor might derive reward from genuinely helping others for reasons such as “improved health, self-esteem, insight into one’s own childhood or children, and public recognition” (Rhodes, 2002, p. 52). However, a lack of realism often means that mentors enter programmes without realistic expectations, romanticised characterisation and under the banner of heroism (Rhodes, 2002; Freedman, 1993; Spencer, 2007a). It is within this context that Freedman (1993, p. 92) talks of a “fervor without infrastructure” which necessitates the shedding of the heroic skin and a re-examination of the reality of mentoring as one in which subtle changes occur within the context of profound commitment. This is relevant considering that “conflict, disappointment, and regret, are a fundamental component of all interpersonal relationships” (Spencer, 2007b, p. 332), no less a mentoring one. 

This explains in part why the recruitment of volunteers who will stay with the programme can often be difficult. Potential mentors might be “daunted by the ‘myth’ that mentors “need to be all-wise and wonderfully patient individuals” (Gibb, 1994, p. 39) and often the process is represented as one in which the mentor selflessly gives to the protégé in what amounts a one-sided relationship (Rhodes, 2002). Once a relationship has been established, sustainability is often challenged by schedule conflicts, time constraints, transportation, communication issues, financial problems as well as unclear expectations, and more than half of youth mentoring relationships do not survive more than a few months (Hamilton & Hamilton, 1992; Freedman, 1993; Rhodes, 2002). Some relationships may lack a basic chemistry (Rhodes, 2002) or mentors may come from a completely unassociated background and despite attempts at engagement through activities there is no meeting of minds (Evans & Aves, 2000). This represents a risk for both parties; the mentor may withdraw from mentoring or volunteerism altogether and will reinforce perceptions for the protégé who will in all likelihood have had a negative history of attachment experiences (Ahrens et al., 2008; Zand et al., 2009). 

In summary: 
“...volunteers quit because of fear of failure or because of a perceived lack of effort or appreciation on the part of their protégés. Indeed, many adolescents enter mentoring programmes with histories of inconsistent and difficult relationships, and their initial suspicions come across as indifference, defiance, and resistance. Faced with competing rewards for their time, many mentors are hard pressed to persevere when the initial rewards are so low. Or they may find that the personal investment required to work with troubled adolescents exceeds their expectations, particularly if involvement is drawing them away from work and family obligations” (Rhodes, 2002, p. 57).
2.6.4 THE ESTABLISHMENT AND MAINTENANCE OF A MENTORING RELATIONSHIP
Given the realism outlined above, one if the most pressing challenges in mentoring is how to produce and sustain successful relationships (Rhodes, 2002). In a start up mentoring programme, Hamilton & Hamilton (1992) categorised volunteer mentors into several levels differentiated by their performance and understanding of role. Those in Level One saw their role as relationship building and were less likely to meet their protégé regularly. Level Two saw their contribution as introducing options to the protégé thereby seeing them more often. Level Three saw their focus on developing character and provided appropriate challenges in accordance with this. Finally Level Four focussed on developing competence in that “they stressed specific areas of knowledge and skill and did things that made sense to the youngsters” (Hamilton & Hamilton, 1992, p. 547). Those in Level Four were seen to produce the most functional pairings although those who concurrently combined the aims of developing competence and developing character were seen to be most successful because they created identity and built self confidence.

There is debate however as to what constitutes the best approach to establishing a good connection with a child or adolescent. Studies in measuring relationship quality have found that the strongest contributors are engagement in socially enjoyable activities, academic activities, meeting for several hours a month and joint decision making (Rhodes, 2002). This lends support to relationship formation by product of social activities rather than trying to get to know the child, others support an emotionally based approach depending on interpersonal styles and interests of the child. Beam, Chen and Greenberger (2002) identified one of the key considerations in forming a successful relationship is that the mentor takes an active interest in the child as an individual. Considering that children in an institutionalised environment will often have to vie for individual attention no doubt it is a transferable factor. 
Rhodes (2002) discusses that from the protégé’s point of view, successful relationships are better marked by the lack of disappointing characteristics rather than positive virtues and activities however Zand et al. (2009, p. 4) argue against this in that growth and “secure attachments cannot develop solely in the absence of negative feelings”. Nonetheless, it is essential that the mentor understand that the protégé may have issues in trusting and disclosing information, often the result of a social skills deficit, and will need to consistently provide the milieu in which this might build (Rhodes et al, 2002). Other factors include consistency, non judgement and respect for individual opinion (Rhodes, 2002); respect that the protégés will work and change at their own pace (Drapeau et al., 2007); being youth driven, sensitive to differences, acknowledging reciprocity and realistic expectations (Freedman, 1993).
Frequent contact, closeness and consistency over longer periods of time are often indicative of greater relationship efficacy rather than the length of actual time spent together (Southwick et al., 2006; Evans & Ave, 2000; Grossman & Rhodes, 2002). Murphy and Ensher (Rhodes, 2002) discuss five general phases delineating the mentoring relationship process:

1. Introductions characterised by identification and differences

2. Relationship building in which activities create commonality

3. Growth through which the mentor provides emotional and instrumental support

4. Maturation whereby the goals become mutually rewarding

5. Transition in which the nature of relationship changes either through termination or redefinition

The way in which each stage is handled may reflect progression to the next or not, where it is handled badly. For instance, in the initial phases of the relationship the mentor may be inclined to indulge behaviourally or monetarily and this may be affected later when a firmer line is drawn.

In the mentor-protégée relationship one cannot forget that both parties bring the sum of their life experiences to the table (Rhodes, 2002). While the mentor might be in a better, more mature emotional position to present theirs, it cannot preclude his or her past. Similarly, the protégée will present with their history, much of which will be raw and unprocessed with the protégé unskilled in many of the abilities necessary to handle it. Consequently this may lead to relationship difficulties or early termination brought about by either of the parties, repercussions existing for both. 

2.6.5 FACTORS AFFECTING THE MENTORING RELATIONSHIP
There are characteristics of mentors that have been found to be predictive of the length of relationship. Partnerships and children are a risk factor because of time demands and result in limited involvement and early termination. Mentors with higher incomes tend to be indicative of a longer relationship because of the various practical and extraneous costs involved, those with similar interests and backgrounds to their protégés tend to cultivate longer matches around their commonality, and older adults including those who have retired appear to have longer sustained involvement perhaps due to time and resource availability (Rhodes, 2002). Age of mentor versus the child has been found to have no bearing. Another influence is what Keller (2007, p. 28) calls mentor “human capital” especially indicated by higher levels of education as this may lend itself to “greater awareness of social issues, more skills to offer, and more resources to support their involvement”. 
One cannot lose sight of the fact that the ecological reasons for the child existing in the Home and challenges within the home still exist, and therefore an approach with the intention of ‘fixing’ the child becomes redundant (Rhodes, 2002). If however, the approach centres on better equipping the child to function within their environment and mastering the tasks that it might present there is increased likelihood of realistic contribution and relationship sustainability as dramatic change is limited and even rare (Freedman, 1993).
Often young people will frustrate the process, sometimes representing their mistrust of past relationships or the inability to understand the concepts of a reciprocation, the mentor may feel taken for granted, disrespected or that their commitment is being abused (Freedman, 1993). This may result in juxtaposed feelings of both sympathy and antipathy and represent the gap between rhetoric and reality. It also calls into question the concept of proactivity, “a tendency to shape one’s environment” a high level of which would have the protégé taking an active innovative part in the relationship, an idea unrealistic in dealing with children however for mentors used to dealing with assertive adults, dealing with children could be a frustrating process and be interpreted as a lack of commitment (Bateman & Crant cited in Wanberg, Kammeyer-Mueller & Marchese, 2006, p. 412). This does suggest caution in mentoring relationships, a reminder for a level of consciousness of the original goals and a move away from mentoring for the sake of it or as a tool to circumvent engaging specialists (Gibb, 1994).  

This is also a reminder that the mentor’s emotional process should be considered as the journey progresses. As Rhodes (2002, p. 98) states, “even the most dedicated mentors are likely to feel exasperation, ambivalence, anger, and regret at various points”. It is consequently extremely important that such emotions be validated as the relationship progresses to ensure relationship longevity and authenticity and supports the assertion that mentors need support beyond orientation and training (Hamilton & Hamilton, 1992).

2.6.6 MENTORING WITHIN A PROGRAMME 

Structured programmes that have clear expectations, goals and ongoing support have proven to be the most successful in facilitating sustained mentoring relationships (Rhodes, 2008). Programmes that facilitate mentoring relationships mostly occupy the non governmental sector which places them in the position of limited resources especially in terms of staff and funding. This may place limitations on the amount of post match support that might be provided, the focus being on the benefits of creating new matches as opposed to sustaining and enhancing those matches that might already exist (Rhodes, 2002). 
Internationally Big Brothers Big Sisters has played a pioneering role in the area of mentoring (Hamilton & Hamilton, 1992) and numerous studies have been conducted that measure the impacts of its successes (Rhodes et al., 1999; Southwick et al., 2006; Rhodes, 2008; Walker & Freedman, 1996; Grossman & Tierney, 1998; Grossman & Rhodes, 2002). As previously mentioned, Big Brothers Big Sisters of South Africa, a non governmental organisation (NGO), is an affiliate of the United States umbrella organisation. Since this research examines the experiences of mentors mentoring under the auspices of the programme, the programme is outlined below.
2.7 BIG BROTHERS BIG SISTERS OF SOUTH AFRICA (BBBSSA)
“The Big Brothers Big Sisters of South Africa (BBBSSA) programme provides children at risk between the ages of 6 and 18 years (“Littles”) with the support and guidance of a trained adult volunteer (a “Big”) who acts as a role model, mentor and friend; as a Big Brother or Big Sister”. All children involved in the programme have been identified through various governmental or NGO’s as “children at risk” or “children in need” who may be able to benefit from a positive role model (Big Brothers Big Sisters of South Africa Programme, p. 3. Nuno Santos, Personal Communication, March 09, 2009). 

Bigs (mentors) are volunteers from the community who are approved after an application and interview evaluation process. Their commitment to the programme is to spend at least one hour a week for the period of a year with their Little (protégé) in order to provide a consistent, caring and hopefully change-provoking relationship. Training takes place over approximately 18 hours and consists of modules incorporating values clarification, self-esteem development, defining sexuality, communicating effectively, child development and relationship building. Bigs are required to submit activity log sheets to BBBSSA to give feedback on the nature and content of interaction which is built into the Little’s case history (“FAQs”, n.d). 
At the end of the one year commitment, the relationship may be continued, terminated, reassigned or resigned from altogether. 

2.8 CONCLUSION
The literature review has sought to position the role and need for mentors and mentoring in the realm of social development. It has particularly attempted to outline the challenges and impacts when children become wards of the state and the necessity for intervention in order that they are better equipped to become active citizens upon their emancipation. It has discussed that while mentoring has much to offer in terms of ameliorating outcomes; it is by no means a simple process and intersects with a number of factors that are in turn influenced by the mentor and protégé. 
This research will examine the experiences of volunteer mentors at a Children’s Home in Johannesburg with the research design and methodology next discussed in Chapter 3.
CHAPTER THREE
RESEARCH DESIGN AND METHODOLOGY

3.1 INTRODUCTION
This chapter will outline the research design and methodology. It will consider the primary aim and secondary objectives, research questions and subsequent research design. The sampling, research instrumentation, piloting of the research tool, method of data collection and data analysis will then be outlined. Finally the limitations and delimitations of the study will be discussed followed by the ethical considerations.
3.2 PRIMARY AIM AND SECONDARY OBJECTIVES
The primary aim of this research was to explore the experiences of mentors mentoring, through the auspices of Big Brothers Big Sisters of South Africa, wards of the state placed in institutions in the facilitation of their future participation as self sufficient fully functional members of society.
The secondary objectives were to:
· explore the methods and activities used by mentors of children placed in a Children’s Home to empower their thinking and attitudes.

· understand both the successes and challenges of dealing with children who may have acquired an institutionalised mentality.

· identify ideas and methods that may be used by BBBSSA and the Children’s Home in their strategies of emotionally empowering children who are institutionalised.
3.3 RESEARCH QUESTIONS

1. What are the experiences of mentors mentoring children in a children’s home under the auspices of Big Brothers Big Sisters of South Africa?

2. Is the concept of an institutionalised mentality recognised and if so what strategies are employed to counter it?

3. What successes have been achieved?

4. What are the challenges that have been encountered?
5. What suggestions might be offered in light of the experience?
3.4 RESEARCH  DESIGN

The research design may be considered “as a plan or protocol for a particular piece of research” (Tredoux, 1999, p. 311). In terms of its purpose the research was exploratory “looking into new insights into phenomena” (Durrheim, 1999, p. 39) and consequently qualitative which allowed “the capacity for depth, openness and detail” (Durrheim, 1999, p. 42). Because there was no certainty as to the depth of experience that would be provided by the mentors in the research, the consequent means of ascertaining mentor experiences could not have been limited to quantitative statistical phenomena. 
The strength in gathering data on such a level meant that the level on which it was provided was rich in its contribution and entirely unlimited in its application. On the other hand it meant that a large amount of data was gathered requiring its simplification into reportable items which will always require a measure of subjective interpretation and constructed meaning (Sarantakos, 1993). 
3.5 SAMPLING PROCEDURES
The sampling method used was purposive sampling which occurs when “a researcher chooses a particular group or place to study because it is known to be the type that is wanted” (McNeill & Chapman, 2005, p. 50). This type of sampling is particularly useful when attempting to describe a phenomenon (Kumar, 1996). It will always limit the replication or generalisability of the study (Bouma, 1996), however due to its exploratory nature this was not believed to be an inherent risk on the findings. Due to the researcher’s existing relationship the study was based on the experiences of mentors that mentored children living at Firlands Children’s Home, managed by the Salvation Army in Linden, Johannesburg and a participant in the BBBSSA programme for several years. All children who resided in this Home had for one reason or another become wards of the state and they themselves were fully conversant with the parameters of the BBBSSA mentoring programme. The advantage of situating the study at Firlands was that all of the children’s physical resource requirements were provided for. This allowed the study to focus on the children’s development in terms of the mentoring process without concern that any of their other physical needs were not being met. 
The size of the population mentoring at Firlands was thirty people, a group purposefully targeted since they had been mentoring their protégés for a longer than a year. Seven mentors agreed to participate in the research, an uptake of more than twenty percent. All thirty mentors were contacted by BBBSSA via an email that explained the research and parameters of participation and when they agreed to participate, their details were passed on to the researcher. 
3.6 RESEARCH INSTRUMENTATION
As mentioned, the data was gathered via semi-structured interviews. See Appendix D for a copy of the schedule. A semi-structured interview lies between a structured interview which maintains strict adherence to questions and neutrality and the unstructured interview that does not follow strict procedure and is highly flexible and unrestricted (Sarantakos, 1993). Using a semi-structured interview allows “some flexibility and discretion, within a framework that is similar on every occasion (McNeill & Chapman, 2005, p.33). In the present instance, adopting this approach was considered most appropriate to allow a measure of consistency in the data to be obtained while allowing for deviation based on experience. The questions were not restricted; they were there to guide the conversation so as to inform the research since each mentor’s experience would be subjective with different items relevant to their experience. On the other hand it would limit the generalisability of the information obtained and add complexity to its interpretation but in light of the research being qualitative this was considered a necessary limitation.
Besides closed questions that were asked in order to gather background information regarding the match, the questions were open ended to encourage for unrestricted answers and depth of contribution (Kanjee, 1999). The questions that were included were influenced by the nature of the research questions, the literature review and personal experiences of the researcher. These questions were broadly categorised under the headings that delineated information to be gathered with regard to the mentors’ experiences, background of the relationship, contact with biological family, school, context of the Children’s Home, nature of the relationship and general. Having a semi-structured interview meant that the information could be linked back into the overarching aim and objectives of the research in order that the data was effectively considered and reported. 

3.7 PILOTING THE RESEARCH TOOL
Piloting the research tool allows a researcher insight into its application in practice and allows for its modification prior to formally commencing the study (Blaxter, Hughes & Tight, 2006). The semi-structured interview schedule was piloted with a mentor who had provided mentorship to various children over the last five years. She had operated independently of BBBSSA however had in-depth experience with the children and the Children’s Home so she offered an excellent opinion as to the questions, their relevance, clarifying ambiguity as well as guiding the interview structure. This also offered the opportunity for the researcher to practice the skills of active listening and interpreting within the setting of the interview (Terre Blanche & Kelly, 1999). What did become clear at this stage was the complexity and multitude of data that would be gathered hence necessitating extremely clear and focussed questioning.  The pilot study also supports dependability, credibility and trustworthiness of qualitative research tools. However using only one person in the pilot study constituted a limitation of the study. 
3.8 METHOD OF DATA COLLECTION
The researcher contacted the participants who had agreed to participate, clarified any subsequent questions and set up a meeting at a time and venue of the participants’ choice. They were given the Participant Information Sheet (Appendix A) advising the parameters of the study, and signed the Consent Form for Participation (Appendix B) and Consent to Audio Taping (Appendix C) prior to commencement. The interviews ranged from one to two hours depending on the amount of information offered and were noted as well as recorded to allow the interviews to remain interactive but allow for later reflection. These were transcribed afterwards as appropriate. The raw data will be kept for five years in a secure and safe place if it remains unpublished and two years if it is published.
Participants were advised that if they wish to withdraw from the study they were entitled to without any repercussion and any findings would be made available on request. The research reflecting the experiences of the mentors will be given to BBBSSA and Firlands once it had been assimilated and an abstract of the results will be available to the participants at their request.

3.9 DATA ANALYSIS
The data was analysed in terms of different themes and approaches, and similar and different patterns (Marlon, 1993). This is thematic content analysis which, in the context of a qualitative study, “investigates the thematic content of communication and aims to make inferences about individual or group values, sentiments, intentions or ideologies as expressed in the content of communication” (Sarantakos, 1993, p. 211). As this implies, as the data was sorted, it was necessary to always interpret it with an empathetic understanding while keeping it within the perspective of the person relating it and the study at hand. Terre Blanche & Kelly (1999, p. 139) discuss that “there is no clear point when data collection stops and analysis begins...rather, there is a gradual fading out of the one and a fading in of the other”. This held true for the interviews, as each interview took place the data and resulting insight would grow building on that found before. This necessitated a revisiting of previous interviews in order that they were reassessed in light of growing insight. 
3.10 LIMITATIONS AND DELIMITATIONS OF THE STUDY
· Qualitative data offers a great depth of information gathered and for that reason can offer difficulty in the codification and analysis of the information.
· Time taken to be interviewed for the research, may have inhibited participation, inhibiting on the transferability and strength of findings. 
· The research focus was on the experiences and perspectives of mentors and therefore the information gathered was subjective and varied. This required careful reflection in the analysis of the information so as to protect the interests of the protégés about whom they spoke as well as ensuring the information was addressed in light of the research question.
· Firlands Children’s Home is a well run and funded established home in Johannesburg’s northern suburbs. Many other children’s homes may not have the same infrastructure and community support and in turn have unrelated resource priorities.

· Most of those who mentor the resident children at Firlands reside in the surrounding areas and generally are more affluent than those one would find in other localities. Techniques that have been engaged in their mentoring process may have been costly and therefore the transferability of technique with reference to cost will be limited.

· The length of the relationship may influence quality of information.

·  Mentoring according to the BBBSSA model is individual, one on one; this limits large-scale replication of the intervention, as the extent of mentoring is limited to the number of volunteers. The findings are not necessarily transferrable however the consistency of approach and challenges encountered by the mentors were mirrored in each interview.
· The experimenter effect will need to be taken into consideration as potentially inflating the emotion in some answers, while at the same time deflating some emotionally charged answers in the interests of objective reporting.

· As the nature of the research was qualitative there was a large body of information to analyse and which needed prioritising in terms of its inclusion in the research, something which was time consuming and ran the risk of relevant information being left out.

· The research was not a critique of either BBBSSA or Firlands, in each instance where there was feedback on their operating structures, this needed to be reported in context of the research question.

3.11 ETHICAL CONSIDERATIONS
Both Firlands Children’s Home and BBBSSA gave their consent to participate in the research as outlined in the Research Proposal (Appendix E and Appendix F). Confidentiality of the children and the Home was paramount. No information pertaining to the identity of any of the children was requested in any manner and any child specific information that was obtained from the mentors has been reported anonymously. The research was not examining the childrens’ background however there were instances where information needed to be contextualised and consequently required sensitivity in reporting. Unconditional approval for the research was received from the Human Research Ethics Committee (Non-Medical), protocol number H080602 (Appendix G).
3.12 CONCLUSION
This chapter has outlined the primary aim and secondary objectives of the study and the research design and methodology employed to conduct the research. This included the description of sampling procedures, research instrumentation and the piloting of the research tool. The data collection method was explained and the analysis of data was described. Finally the limitations and delimitations of the study were highlighted and the ethical considerations discussed.
CHAPTER FOUR
PRESENTATION AND DISCUSSION OF FINDINGS
4.1 INTRODUCTION

This chapter will discuss the research findings. These will be discussed in accordance with the objectives of the study and the research questions as well as with reference to the relevant literature. The research was examining the experiences of mentors mentoring institutionalised children while asking whether an institutionalised mentality was recognised or existed and the successes and challenges in empowerment. The content analysis lead to a number of emergent themes consistent with the research aims being investigated. These will be discussed in this section under the following headings: profile of the participants; motivations for involvement; reflections on the nature of the mentoring relationship; role and impact of biological family; perceptions of an institutionalised mentality; challenging thinking and attempts at empowerment; the role of school reflected in the mentoring relationship; the challenges of relationship maintenance; perceptions of life beyond the Home; reflecting on the effects of mentoring on the protégé; mentors reflecting on mentoring; reflecting on the trials and tribulations of mentoring; the efficacy of programme mentor training and support; and experiences with the Home. By discussing the findings under these headings, the research objectives and questions will be delineated. 
4.2 PROFILE OF PARTICIPANTS
Table 1.1 Profile of Mentors (n=7)

	Gender
	Male
	Female
	Male
	Female
	Male
	Female
	Male

	Field of work
	Banking
	Teaching
	Retired
	Telecoms
	Hospitality
	Engineering
	Advertising

	Children
	None
	None
	Four
	None
	None
	None
	None

	Length of mentoring relationship
	4½  years
	2½ years
	1½ years
	1 ½ years
	1 ½ years
	3 years
	4 years


The sample that participated in the study consisted of four males and three females mentoring five male and two female protégés, who ranged in age from eleven to seventeen and had been institutionalised between four years and their entire lives. With the exception of one who was retired, all were educated, professionals and may be described as middle class to affluent. While the sample was by no means representative of the general mentoring population , it does support Freedman’s (1993) assertion that mentors will most often be from the middle classes or Keller’s (2007) discussion that human capital is a contributor to relationship longevity. The shortest length of relationship was eighteen months, the longest being in its fifth year. One match had been closed in the past three months due to the protégé having moved out of the Home to live with his mother, with another match on hold due to personal issues being experienced by the mentor.  In terms of Murphy and Ensher’s (Rhodes, 2002) phases of the relationship 
process, the relationships may be divided as either being in the maturation phase whereby the relationships were mutually rewarding, although as will be discussed not without their frustrations, and the transition phase whereby the relationship changes through termination or redefinition.

An interesting commonality was that all the mentors were single with one exception. All but one had no children and in the case of the exception his children were adults. Personal relationships and families may often be an impediment to committing time to mentoring (Rhodes, 2002) and in this instance the relational status of the mentors interviewed correlated with the longevity of the relationships lends support to the assertion. 
4.3 MOTIVATIONS FOR INVOLVEMENT
The motivations for the mentors becoming involved shared very similar themes. The unifying factor was the presence of BBBSSA in South Africa and learning of the local or international programme via email or word of mouth. In whichever case, the programme stood out reputationally and represented a structure through which they felt they would be able to contribute. Hamilton & Hamilton (1992) discuss that mentoring needs a context. A programme like BBBSSA that specifies companionship and support as well as clearly structured expectancies would therefore be appealing for those wishing to become involved.
In this instance, all joined the programme after careful contemplation. Motivations included:

· Wanting to make a difference personally rather than throwing money at a cause; similarly the sharing of financial and material blessings

· Performing a role that required giving of the self
· Proactive action and the chance to be a positive influence 
· Motivation to work with children within the parameters of social development

There were two interesting deviations on these. In one case the mentor thought that the process of mentorship could be mutually beneficial given the outdoor activities he engaged in and at the same time he would enjoy the company. In the other example, the mentor no longer had the presence of two significant children in her life and thought that becoming involved in mentoring might assist in bridging the gap in her adjustment process. Furthermore, she had also had someone who actively played the role of mentor in her own life and recognising the benefits wanted to contribute to others similarly. All these reasons align with the literature previously discussed in that it allows a tangible contribution in the face of social and economic inequality (Hamilton & Hamilton, 1992), the opportunity “to make a connection, to reach out in a personal, direct, and immediate way” (Freedman, 1993, p. 53) or the helper-therapy principle in that it allows “people help themselves through the process of being genuinely helpful to others” (Rhodes, 2002, p. 50).
Each of the mentors spent time contemplating their match prior to their initial meeting however found the reality quite different. One of the most compelling interview answers was one in which the mentor had spent time contemplating his future protégé however it was completely in line with a perceived “Disney version”. In his view, both he and those who had trained with him had a romanticised view that their protégé would be, “a little Huckleberry Finn who was going to have a very distinct set of needs and an ever-present smile”, and the reality was far from it. This is consistent with Spencer’s (2007a, p. 340) findings where she states, “this lovely, almost romanticised, characterisation of a mentoring relationship was soon met with the reality of forging such a bond with an unrelated and, in most cases, a highly vulnerable young person”. 
While in this case the mentor came to terms with the situation and “rolled with it”, there were others who were not able to reconcile their thoughts with reality and subsequently dropped out of the programme. Despite the longevity of the relationships assessed, the realities still allowed for self doubt, “I wonder whether the children are really enjoying themselves or just go along for the ride”. The BBBSSA training does emphasise the actuality of the situation however this does not seem to eliminate romanticisation. It is this lack of realism that Rhodes (2002, p. 58) refers to as a major threat to mentoring relationships and similarly describes that “mentors enter programmes with unrealistic expectations, including heroic fantasies of rescuing a child from dire straits”.
4.4 REFLECTIONS ON THE NATURE OF THE MENTORING RELATIONSHIP

A new mutually rewarding friendship or relationship takes commitment and work (Clark & Pataki, 1995). Providing initiative while attempting to build trust in the early stages of the mentoring relationship needs to come from the mentors themselves (Freedman, 1993) and then the “challenging work of relationship building becomes strikingly evident” (Spencer, 2007a, p. 341). Keller (2007, p. 34) suggests that high mentor self-efficacy is a predictor of longer successful relationships because it “promotes greater effort and perseverance, higher standards for performance, and higher expectations for positive outcomes”. In the research at hand this seems to be the case. Especially exemplified in the introduction, building and growth phases of their relationships (Rhodes, 2002), the mentors spoke of the challenges of initiating conversations, compensating for silences, and gently probing for context all at an interactional level while often struggling to come up with something to do every weekend that would facilitate interaction and not encourage a weekly expectation of a movie and lunch. “If she (protégé) had her way we would get DVDs out every weekend and sit on the couch watching them not interacting”; “It is very difficult as he does not communicate much even when I try to engage him. It is frustrating as he does not initiate conversation either”.
 Long and short term expectations also required careful, sometimes firm management but always with complete honesty. This is an important aspect of the mentoring relationship as unclear expectations can be a barrier to relationship development and necessitates clear workable limits (Hamilton & Hamilton, 1992; Spencer, 2007a). In one story, while describing himself as a “philanthropic Big Brother”, a mentor told of how he had to resist “the whole Father Christmas syndrome” as it was definitely the initial demand and expectation. When his protégé suggested that he come live with or be fostered by him, he told of how he reminded him what a Big Brother is:
 “I am here to be a Big Brother and that is we spend time together every week and I play this role in your life and that (fostering) is not a role I see myself playing in your life, and you have a whole world you will be taking on in your own way. You don’t need to come live with me to make your future happen”. 
This is another example of the benefits of mentoring in a context (Hamilton & Hamilton, 1992) especially with a successful programme like BBBSSA as one can draw on the programme outline in order to delineate relational boundaries.

Most tell of not being able to imagine walking away from the relationship after one year and handled their commitment and responsibilities week by week by finding common ground and allowing the relationship to evolve, whilst attempting at all times to be a positive role model in the protégé’s life. This pragmatic approach reflects Spencer’s (2007a, p. 352) suggestion that “the at-times unbridled enthusiasm for mentoring needs to be tempered with more sobering considerations of the challenges” and necessitates a flexible realistic approach. An example of the morphing of a mentor’s role is described where the assigned protégé had substantially increased contact with his family and the mentor had considered becoming a “rotating mentor” taking different children away for the weekend when he went camping perhaps as part of a reward system not a right, “the children need it, they crave it”.

4.5 THE ROLE AND IMPACT OF BIOLOGICAL FAMILY

Just because children are removed from their home and taken into care, it does not mean they no longer have contact with biological family and in this research it was no different (Collins et al., 2008). All but one of the protégés covered in this work had contact with one or both their parents and in the exception, his grandparents had recently begun to take an active role in his life. All mentors took their training regarding contact with parents to heart and while half had actually met one or both the parents when their protégé had introduced them on open days they had subsequently kept their distance. 
Rhodes (2002, p. 34) states that by “providing their point of view in a supportive, trusting context, mentors can help adolescents successfully balance autonomy with closeness in their interactions with their parents. And unlike parental advice, which adolescents are often quick to dismiss, guidance and encouragement from a non parent is sometimes taken more to heart”. When a child has been removed from their biological family, this can be an avenue of careful negotiation. Almost all protégés held an idealised role of their family seemingly not perceiving any dysfunction only the injustice of their situation, with only one appearing overtly content to be at the Children’s Home. In two of the cases, the protégés saw themselves as playing a remedial or reuniting role in the family in their “post Home” endeavours. While at times it could be challenging for the mentor to step back while the protégés espoused the virtues of their parents, all concurred that even when in disagreement they would never contradict anything that the parent had reportedly done or said. 

Effective modelling might be difficult in this instance as emotional support and verbal feedback must be counterbalanced against the image of an idealised parent especially if it is serving a protective function for the child (Rhodes, 2002). A profound example of this was when the parents had more children who actually lived at home with them. It was not something which the protégé would reference very often and more often than not they cared about these younger siblings, however the mentors spoke of how they saw their protégé grappling with the fact that for some reason inexplicable to them, they’re the one “incarcerated” and would return to the Children’s Home after visiting their biological family acting out behaviourally via moods, tantrums and physical fights.

A statement quoting one of the protégés reflects this, “I will make sure this never happens to my children. I don’t care if we are starving, I don’t care what’s involved, I will never send my children to a Children’s Home”. This provided a challenging position for the mentors in wanting to realistically encourage their protégé to rise above the circumstances that found him/her being sent to the Home while at the same time not disparaging the biological family. This is reminiscent of equipping the child to function within their environment as opposed to fixing the child (Rhodes, 2002) and aligned with Hamilton & Hamilton’s (1992) Level Four mentors who actively combined developing competence and character. In the present instance, the situation provides an opportunity for encouragement, mostly informal in approach, and thematically takes the form of: 
· Relating personal experiences in overcoming challenges / tragedy 

· Discussing realistic life expectations

· Encouraging responsibility and taking responsibility for him/herself

· Coaching around general knowledge 

· Exposure to different social situations

· Career development

· Engagement around school and activities

· Translating religious (spiritual) awareness into practice

· Continued, unvarying repetition

4.6 PERCEPTIONS OF AN INSTITUTIONALISED MENTALITY
In the interview, the concept of an institutionalised mentality was explained as it is outlined in the literature review by using the example of psychiatric patients or prisoners (Rosenthal & Sundram, 2003), with the key words of entitlement, learned helplessness, expectation and passivity mentioned. Despite protégé determination to overcome their circumstances, all the mentors interviewed immediately identified this with their protégé, even when they were not necessarily familiar with the phrase. In their own words descriptions included “tending to brush things off”; “lacking interest or responsibility”; “it’s broken, throw it away society” or a “hand-out ideology that breeds a mentality of expectation” and was typified in behaviour such as stealing, manipulation and lying, making use of strangers’ property without asking permission and unwillingness to assist with chores.  Juxtaposed against this was the perception that in terms of self esteem, institutionalised children emerge believing they are not worthy in comparison to children that are not institutionalised especially in terms of opportunities.  To the mentors, this represented the challenging task of having to create the circumstances as described by Hedberg (Messner et al., 2008), in which the protégé would unlearn these ways of thinking and doing and take on new cognitive models that extended their horizons or empowerment to active citizenship (Pedersen & Tigerstedt, 2003).
One described that she believed the children in the Home felt that the world owed them something because they were in the Home, believing that she should offer sympathy because of their “terrible circumstances” and make up for it by giving them items of monetary value. “They just “want, want, want’ without realising what they do have”. She described how she would try to point this out to her protégé, “...they are putting a roof over your head, they are driving you to school every day, they are feeding you and you are getting an education which is what you will need to be able to be your own person one day”.
Another discussed that since his protégé had an idealised view of his family, he felt imprisoned and had the typical view of someone who has been incarcerated in having developed both a sense of expectation and non expectation. He described of his protégé that being in a Home had created a certain level of complacency in that a level of expectation had been created that did not require the protégé to make any more effort than he had to, and at the same time fostering a sense that in some way or another life would provide a consistent level of food, clothing, shelter and support system; not realising that this was difficult to replicate. “I don’t believe that there is the realization that his current level of comfort is difficult to create for yourself, you have to get a job and you have to bear the responsibilities around that, you have to improve yourself to a point where you can earn an income to have all those things which cost a fair amount of money”. Placing an adolescent value on things, his protégé anticipated leaving the Home believing that he would create a similar lifestyle which he was not very equipped to do in terms of life skills or education. Driving this motivation to leave the system was the protégé’s feeling that he had become caught up in circumstances that he should not be part of. 
This is one of those areas that provided the opportunity to cognitively challenge and develop the protégé through methods such as “scaffolding, tutoring, questioning and dialogue” (Rogoff cited in Spencer, 2007b, p. 108), even though the mentors reported that there was often little observable change. 
Directly linked to the concept of an institutionalised mentality was the discussion about financial expectation. Despite the warnings emphasised in mentor training of carefully managing expectations, this represented one of the most challenging aspects of their role and a precarious road, especially when the protégé continued to express his wants voiced as needs and the mentor had the means to indulge. 

A mentor discussed that in his romanticised version, when purchasing anything for his protégé there would be hugs and jumping around but that it was not a realistic expectation. He described that purchasing an item was more like losing a battle to the protégé. His perception of the response was:
 “You’re the sucker, I was testing if you’d buy it and you did, I don’t need it, you bought it and lost. Why would I be grateful about that? You have just shown a sign of weakness not altruism”. 
He recalled that during training the facilitator stated that if a protégé had been well behaved one could consider buying him/her a packet of crisps. Relating this back to children in the present instance, a packet of crisps would not be appreciated as something out of the ordinary, material treats needed to be regarded as something very special to be appreciated as significant. 

Monetary issues can often lead to the termination of a relationship due to the costs involved, beside the inherent cost of time and transport, “outings often have price tags attached, ranging from the cost of a meal to parking for an event (Rhodes, 2002, p. 84). Protégé financial expectations had affected most relationships with one mentor eventually telling her protégé, “Firlands is there to give you what you need, I am here to support you emotionally and be your friend” and expressed that in her view, “all Littles equate Bigs to stuff”. A suggestion was that since this was an area where the children lack basic life skills, the Home could be “contributing to more ‘parenting’ and not just focus on disciplining and keeping order”. Research has concurred with this suggestion in that, “conditions in orphanages and conditions in adoptive homes can modify the amount of cognitive deficit” (Maclean, 2003, p. 860). Even so, recognising that the amount of money spent in their time together would not be replicated in their lifestyle of the near future, mentors attempted to instil knowledge and discipline by giving a sense of the cost involved in activities; explaining concepts such as interest, instalment credit and insurance; giving pocket money; encouraging part time jobs to gain an understanding of earning money; as well as speaking about saving and relating it back to their own financial experiences.

By virtue of the nature and the position of the home, in terms of “things” the children who live at Firlands were considered fairly spoilt. Suggesting going to animal or theme parks as a treat elicited a “been there, so boring” response; suggesting a new show elicited a “seen it already, it was good, don’t mind seeing it again” response. Consequently these children were seen to have enjoyed many experiences that are usually considered the domain of privileged suburban children. This represented a challenge in finding new activities to occupy their time and similar to the findings of Spencer (2007a), often left the mentors feeling like they could not live up to expectation and concerned about their protégé’s unrealistic expectations.  With their protégés having received such rewards in the face of little or no expectation of earning them, juxtaposed against the limited life skills of money and economics, the mentors endeavoured to impart some of their knowledge while worrying about how their protégé would cope once leaving the Home. 
4.7 CHALLENGING THINKING AND ATTEMPTS AT EMPOWERMENT
Whether consciously or unconsciously, each of the mentors engaged in ways of empowering their protégé. Spencer (2007b, p. 108), discusses that mentors may use a variety of methods in order to encourage cognitive development and a trusting relationship and “can thus provide a framework in which youth acquire and refine new thinking skills”. In the research at hand this took the form of encouraging protégés to be themselves, emphasising the need to take responsibility for their behaviour, discussing behavioural choices in various situations, exposure to successful people and environments, reality checking effort relative to reward, discussing parallel personal setbacks and how they were overcome, emphasising personal responsibility and leading by example across difficult situations. Other approaches included praise and positive affirmations, expressing affection and telling the protégé exactly which positive qualities they appreciated about them. 
One mentor discussed how she quickly realised that her protégé was underdeveloped emotionally and avoided dealing with reality. She emphasised that the protégé needed to begin dealing with reality starting with the fact that he needed to begin thinking about the career he would like to follow as this would influence the school subjects he selected and any tertiary education. She focused on linking her protégé’s stage of life with the next steps and actions he would need to take each year as well as how these decisions related back to getting a job and earning money. While trying to stimulate his artistic creativity she would try to drive the point “that you need to make decisions. Where do you want to go? What do you want to do? Think of your interests...” She perceived that working with this reality definitely seemed to have its benefits as she noted that her protégé grew tremendously especially in manifesting ideas about his career in the last two years of their relationship. 

Challenging and encouraging cognitive empowerment is not without its pitfalls however one cannot escape the role duplicity that is sometimes required especially in consideration of reaction to negative behaviour (Evans & Ave, 2000). One mentor tells of finding the BBBSSA training very enlightening in that everyone attending expected to be a Big Brother or Big Sister however the reality leaned far more to emulating the role of a parent rather than a Big Brother or Big Sister. In this case the mentor consciously tried to move away from a traditionally “preachy” parental role stating that it is “such an uncomfortable hybrid between friend and pseudo parent because I can’t be his friend and at the same time I will never be a full parent in his life so I can’t take on that role”. 
A last item that deserves mention is that of general knowledge that would be gained in the face of generic adult interaction or familial environment. Limited exposure to or explanation regarding the situational application of general knowledge was identified as a major hurdle to these children and more than likely related back to their scholastic performance. Every conversation was therefore seen as a coaching opportunity for the mentors, each week belabouring a new topic that would at least challenge their protégé’s conceptual thinking and its application to life situations emulating the development of specific competencies and problem solving skills (Evans and Ave, 2000). As previously discussed, working on exposing them to new life experiences could be a more costly strategy, sometimes asking the mentee to post a letter and showing them what a post box looks like was all it took.

4.8 THE ROLE OF SCHOOL REFLECTED IN THE MENTORING RELATIONSHIP
Studies have shown that spending time in orphanages is related to lower developmental quotients, intelligence quotas and academic performance (Maclean, 2003). Both female protégés were reported as enjoying school and did reasonably well academically. In one case, while increasingly assisting with homework the mentor found that the time spent especially when searching the internet for information was time to bond while having fun. Three of the boys attended trade schools while the other two were still in academic schools. While those at the trade schools were faring better than they had when still at academic schools, they still struggled; the performance of those at still academic schools was not very encouraging either.
One of the mentors discussed that he had worked hard in emphasising the importance of school although this had become increasingly difficult as his protégé grew older. He had taken his protégé for a full educational assessment at his own cost which determined that the protégé had extreme academic challenges with many of his abilities at the level of a young child. Lack of personal and one on one attention had allowed the protégé to fall through the cracks. Determined not to let this continue he involved the school, the Home and care givers to all focus on addressing these skills, took his protégé for weekly lessons and assisted with homework. He worked extremely hard in motivating his protégé through “talk, drill and tell”, sometimes having to play disciplinarian, trying to instil that only the protégé could help himself. 

A similar example tells of a mentor realising that his protégé was only functionally literate with no mathematical ability. With a low concentration span, easily bored and distracted, the mentor suspected that his protégé might have an attention deficit disorder but had never confirmed it. A concern he raised were the unfortunate and frequent comments by the care workers regarding the protégé’s lack of academic ability all made within earshot, which may be seen as an extension of Whitehead et al’s. (2007) defective labelling. The mentor had never probed the comments with the child as he did not want to reinforce it, but was sure it was internalised. He discussed that in his perception of mentorship assisting academically would be one of his primary roles however despite trying, his protégé had not responded well and whether it was “avoiding the parental stuff, being lazy or taking the easy route”, the mentor had backed off. 
Another mostly focused on the emotional growth and well being of her protégé and when a care worker asked her to assist with her protégé’s school work she included this in her approach. From not understanding any of his syllabus he progressed to where he had an exact understanding and recall of his work through word associations and jokes – all mechanisms never learned in the home environment in part due to lack of personal oversight. Three weeks after being asked to assist she was informed that her protégé was being moved to a special school, frustrating her in that she had been asked to work on something so shortly before it was changed and also feeling that closing the door on an academic school was premature since her protégé had responded extremely well to the work that they had done together. “I feel that they slammed the door in his face for finishing at a normal school, they gave up way too soon and I don’t feel that there were any substantial decisions around it because otherwise he (the protégé) would have come to me”. This exemplifies an opportunity lost for the protégé and also illustrates how the role and function of the mentor can be overlooked. Had the mentor been engaged by the decision-making authorities at an earlier point the need to change schools might have never arisen while still giving the protégé invaluable learning tools. 
Many other stories of thwarted attempts to assist with school work were related which may be seen as limited protégé proactivity in terms of capitalising on the opportunity to help themselves (Wanberg et al., 2006). In each case mentor enthusiasm was dampened. Despite this, they took the approach of emphasising the importance of education, relating it to the protégé’s life and dreams and reminding them of the limitations if they did not do well. This emphasises the fluidity which mentors need to maintain in their approach. Preconceived ideas of what their protégés might need may often have to be re-evaluated (Spencer, 2007a). Despite their ability to offer academic support and coaching, if it is continually rejected or frustrated they cannot continue to push against it else it might threaten their influence in the relationship. Rhodes (2002, p. 105) states that successful mentors will reflect a “spirit of self-reflection, perseverance, and openness to the particular circumstances and style of one’s protégé”. This also translates into an awareness of one’s own boundaries and capabilities, while one may offer and provide support, forcing an issue may impact negatively on both parties. 
4.9 THE CHALLENGES OF RELATIONSHIP MAINTENANCE
Assessing and responding to protégé behaviour formed a large part of each meeting, the car ride out of the Home providing the milieu. This would reflect in the protégé excitedly telling stories or jokes, quietly staring out the window or glaring forward in stormy silence. Sometimes the mentor may have been informed of the particular situation by the child care worker and may attempt to open a dialogue: 

Mentor:     “You are very quiet today?”
Protégé:     “I am thinking about life”.

Mentor:     “Do you want to share any thoughts on life?”
Protégé:    “No”.
Rhodes (2002, p. 39) states that, “when an adolescent feels safe and accepted in the presence of a mentor, a fuller range of feelings and thoughts, and different ways of relating and being related to, can grow”. The mentors appeared to show great sensitivity when their protégé shut down or withdrew. They discussed how they would work on identifying the emotion, attempting to draw the protégé out while at the same time allowing space and gently probing. 

Despite their best efforts sometimes the protégé would not open up, in this case the mentors describe that they learned to let go, realising that irrespective of the level of the trust relationship (Freedman, 1993) that had been created, certain things would just never be expressed or shared. Despite their frame of mind and reasons for its existence, an important consideration in this instance is that “when the mentor demonstrates genuine concern by being sensitive and responsive, the youth is more likely to view the self as valued and worthy of care” (Keller, 2007, p.38). This may be far more relevant than the disclosure itself.  
One of the challenges mentors described is that since they were not witness to the protégé’s behaviour in the Home environment, when they heard that they had acted badly, they had no perspective as to the reasons why. This is discussed by Trieschman, Whittaker & Brendtro (cited in Leichtman, 2006, p. 287), in that in the milieu of residential treatment, behaviour is better represented by “the other 23 hours”. The fact that protégés were better behaved when with their mentor could represent many things but the understanding that stood out was that in the Home environment the protégés felt misunderstood, angry or persecuted, and conversely respected and heard when with the mentor. This confirms Beam et al’s. (2002, p. 322) finding that one of the overriding factors in the establishment of qualitative adolescent relationships with nonparental adults was “interest in the adolescent as an individual”.
Several mentors discussed their own frustrations with regard to the Home vis à vis their own role. Child care workers would often tell them about behavioural issues with the protégé or expected the mentor to discipline the child. When this occurred, more often than not within earshot of the protégé’s or other prying ears, it placed pressure on the mentoring relationship as the protégé would assume that the mentor sided with the care worker and would alienate any later confidences, “he does feel unfairly treated and expresses that”. Morrow and Styles (cited in Miller, 2007) discuss that protégés may have numerous issues with their care givers and it therefore becomes very important that the mentors do not become over involved and thus cause the protégé to think that they are taking sides. In the present instance, the mentors described that if their protégé perceived that there was any form of conspiracy between the mentor and child care worker the child would withdraw and necessitate a fair amount of coaxing, coaching and assurances before opening up. 
Miller (2007, p. 319) discusses that mentors should seek to create equality in the mentoring relationship and in this “mentors must not act like a parent, attempt to be an authority figure, or preach values”. As such situations whereby the mentor was placed in the centre of a disciplinary situation required careful negotiation. When the protégé, usually protesting innocence, had an altercation with a childcare worker the mentor would have to walk a careful, objective line between empathising, questioning the protégé’s role in the conflict and where necessary pointing out potential alternative viewpoints and behaviour. This required a concerted effort to balance expression of understanding for the protégé’s situation with emphasising the need for personal responsibility and living within the rules of the Home. “You can’t every occasion where something has gone wrong tell me it’s because somebody else did it and you’re being blamed, you have to take responsibility for stuff, that is the way the Home works and you just have to take responsibility for that”.
While respecting the pressures and demands of working in a Children’s Home, disagreement with punishment administered by the care workers is something all the mentors had in common. “I know I need to relax on it because with limited discipline options and ten teenage boys you must end up using every resort available to you”.  One such punishment which impacted the mentor was when the protégé was grounded sometimes without notice to the mentor. In these cases the mentor would only find out when arriving to pick up the protégé which meant the cancellation of outings or formal engagements – a major inconvenience, “I don’t like that they are using me as punishment”. This would also necessitate in-house visits which were not always very fruitful because they were not activity based, did not maintain the protégé’s interest and meant that time together may be cut short or not happen at all. On one level one may then interpret the punishment as having been effective however from the perspective of the mentor it was often frustrating, especially when it represented a lost opportunity to coach the child as well as exasperating the experience of volunteerism as reflected by Rhodes (2002).
4.10 PERCEPTIONS OF LIFE BEYOND THE HOME
Like any child the protégé’s dreams for their lives ranged from the spectacular to the sadly realistic, from being a professional rugby player, working in a crèche, owning a home to bring the family together, a car and an apartment upon majority, marriage, starting a company or simply not repeating the cycle of domestic violence and abandonment. Over all, as the protégés explored different ideas, mentors would encourage whichever ambitions were being conjured trying to inject a touch of realism at the time. Some reported that they perceived their protégé to be myopic in terms of their outlook because of the limited exposure to the diversity of the real world arising from the institutionalised experience. On the other hand, some of the older children would flit between ideas without realistic knowledge of what a particular job would entail and how they would get there. In varying degrees depending on the protégé’s gender and age they would continually try relate to these ideas back to school, studying, career planning and life, “I try to prepare him that in the real world this is what it is like, don’t expect it to be a fairy tale because it’s not – it’s reality”.

Rhodes (2002) discusses that a mentor might act as an advocate on behalf of their protégé, opening doors to new opportunities and making connections in the community that might inspire or provide a path that they might otherwise not have had. While stressing the importance of achieving dreams, all mentors would try facilitating discussions of the importance of recognising the realities of the world and the importance of finding a path that is aligned with their protégé’s personality and interests, “he knows he won’t be a Ferrari-driving multi millionaire but he does have material ambitions and he does have ambitions for his family and his life and those are semi-realistic”. 

On the face of it, it does seem quite pre-emptive to place so much pressure on the protégé given that many learners still do not know what they will do by the time they complete school, and so many others even later in life. The differential in this situation is that a large part of the protégé’s support structure will fall away when they complete school and even if they have a family that they can return to, the environment is often one in which there are few material and human resources that can be used in terms of social capital (Avery & Freundlich, 2009). Encouraging and challenging their protégé to think about the future or their “possible self” (Rhodes, 2002) can be very important in developing self efficacy as well as perspectives on their developmental thinking skills. Although the mentoring relationship may have continued beyond the protégé’s emancipation, all the mentors stated that they wished to empower their protégé as much as possible while able to so that they might enable their future life decisions. 

4.11 REFLECTING ON THE EFFECTS OF MENTORING ON THE PROTĖGĖ
Reflecting and measuring whether their protégé had benefitted from the mentoring process from the mentor’s perspective was for the most part a difficult call, especially as most protégés had embarked on their teenage years and begun acting out.  Even though adolescence is often marked by cognitive dissonance, it is also a period of cognitive growth marked by increased reflective, critical thinking and evaluative skills (Rhodes, 2002). Furthermore, it has been postulated that ordinary interactions and conversations have a critical contribution as confidence in one’s own ability increases. 

One example told of a “great” relationship and then a turning point where on every level his protégé embarked on a downhill slope. Even though this was not related to the mentor at all, attempting to help and guide his protégé navigate his journey was extremely frustrating. Another concurred, stating that it often felt like a situation of “give, give, give, take, take, take”. Despite having exposed his protégé to new experiences and ways of doing things he could not actually reflect on whether there had actually been any growth per se. Rhodes (2002, p. 67) discusses that if mentors were told that “the adolescent might very well spend the first six months testing them before offering even a shred of appreciation or authentic disclosure – many people would probably examine their motivations and commitment more carefully before volunteering”. This is not to say that mentors should be scared off volunteering but rather the limited amount of reciprocity emphasised so that they under are no illusion before getting involved (Spencer, 2007a; Freeman, 1993).
In a more sombre story one of the mentors was often frustrated by limited communication and emotional sharing from her protégé who although polite and well behaved was often withdrawn and quiet possibly reflecting a social skills deficit (Rhodes, 2002). The protégé had never really shared any of her background and reasons for being in the Home and the mentor never pushed any further due to the training stressing that such explanations must come from the child. She described that her sense of frustration did not arise from any specific need to know as she knew the story was tragic, but wondered whether knowing the details might help her guide her protégé, “I am more interested in her thoughts and feelings and developing insight into how this has affected her self esteem and sense of worth”. While it is easy to understand the motives of the programme in limiting the circumstantial information given to mentors, in this case none, one cannot ignore the fact that given the maturity of a relationship such as this it would be advantageous for the mentor to have more access to some of her protégé’s background information, even if not specific but rather thematic to enhance the functionality of the mentoring relationship. In this case the mentor could have pursued the situation with BBBSSA or the Home and suggests that during the mentoring process it is possible to slip into a silo’d operation consequently not making use of the necessary resources and support that is available (Hamilton & Hamilton, 1992).
The example above illustrates that often the mentoring process might be inhibited by the great needs of youth and mentors may not know where to begin (Spencer, 2007a). All the mentors persevere often through trial and error figuring out how best to nurture and empower their protégé in the context of their relationship. One of the mentors described how at one point he told his protégé that were going to stop their current activities and try something different, and took him the library and some art galleries. He described the day as incredibly painful with his protégé not holding back in showing his displeasure and lack of interest promptly putting to bed his attempt at broadening his protégé’s horizons in terms of literary and cultural pursuits, surmising that at least for the moment this was too lofty an objective. Notwithstanding the failed cultural attempts, he could claim success in “food empowerment”. At the beginning of their relationship his protégé would only eat “Russian and chips”, several years later his protégé had a preference for fish and would often suggest that they try new restaurants. The mentor had realised success in broadening his protégé’s horizons through a different type of experience, hoping that it might make him adventurous in other ways and areas of his life beyond his immediate frame of reference, indicating that growth will often happen in small incremental ways, in unexpected places (Freedman, 1993).
The mentors interviewed stated that in spite of all their challenges they were encouraged by some of the signs of resilience emerging in their protégé. Individual confidence was seen to be exemplified by:

· Ambition to rescue their family encouraging a focus on academics and sports 
· Learned independence and self sufficiency 
· Determination not to repeat family circumstances and learning to rise above situations

· A developed pragmatism in which behavioural outcomes were anticipated
· Asserting success, responding to other children’s teasing with the response, “you will see, one day you will work for me”
· Hoping to emulate their mentor, especially when aware of the adversity their mentor had overcome 

One mentor described how he had seen his protégé grow in light of his use of the following approaches:
· “Do not rely on any one thing or person for income in the hope that it will pull you through 
· There is fulfillment in success and mastery
· There is a real world that exists beyond the Children’s Home and your place within it boils down to career, where you are going to live, how much money you have and how you will budget; and

· In handling emotional conflict, withdrawal and aggression are not the answer”.

Sometimes the effects of the relationship were reflected as a hope: potentially giving a sense of belonging and, even if indirectly, a confidence boost, the protégé realising that he/she was worthwhile reflective of modelling emotional support and verbal feedback (Rhodes, 2002).  An example of this is a mentor who watched her protégé’s attitude to other children, previously being very rebellious and rude, change dramatically reflective of the effects on proximal relationships (Grossman & Rhodes, 2002). She worked very hard to encourage him in this regard feeling that positive encouragement was missing in his life. When he tripped up and regressed she would encourage him “I know you feel bad about it but you are human and you are working on it; you know what you did wrong, let go and we’ll work through it”. As a mentor she tried to convey that everyone makes mistakes but it is equally important to recognise and ameliorate the situation where possible and more importantly, know that there was someone in a supportive role as he navigated his way. 

While embracing the objectives of the programme, in the absence of an actual measurement standard not everyone was sure if they were actually meeting the aims and ideals of BBBSSA in relation to their protégé. Making a difference, providing friendship and a sense of meaning as well as longevity and consistency were consistently described as embraced ideals. Even though there were not many apparent successes in empowering the protégés either behaviourally or psychologically, all the mentors continued to encourage diversity by exposing their protégé to new people, places and things with some small measures of success. Noting that the Home works on the premise that it’s “their way or the highway” which did not create a great appetite for diversity, all continued their attempts in creating new horizons and a desire for new things. 
Talking about the ways in which the mentors grew through the mentoring process also gives insight into them as individuals and the humility with which they often undertook their commitment.

4.12 MENTORS REFLECTING ON MENTORING
The mentors spoke of fulfilling personal goals, pleased to have found an outlet where they could do things for another and do it with a passion. This may be related to when “the sense of efficacy and pride that can come from being admired and helpful may well be a driving force in the positive changes commonly observed in mentor’s lives” (Rhodes, 2002, p. 50). Taking care of another especially with regard to emotions, wellbeing and growth is a great commitment and the mentors were able to recognise their own growth in doing so. One talks of a deep sense of pride and the realisation of just how vulnerable children really are. He recalled an evening when his protégé came to his house in the middle of winter and was amazed by the concept of under floor heating, “he literally walked around touching the floor all evening”. Watching this reminded him of just how much one can take for granted and made him respect those small things in life that one can so easily overlook. 

A mentor recalled that the BBBSSA training explained that the mentoring process had to be semi-selfish in that the mentor had to get something out because if the mentor was only giving, he/she would stop giving and withdraw from the programme after three months. He noted that the experience had been rewarding however it is such a low ebb of reward it does take time to actually see it, “you don’t get those moments of ‘thank you, thank you, thank you, you’re such a great Big!’” In his experience it was gratifying to see his protégé turn out well with the process itself being rewarding in terms of the bond that had developed. Nonetheless, there were difficult times sometime lasting months when he, as described by all the other participating mentors too, had to force himself to keep to the weekly engagement, another reminder of the need for high level mentor self-efficacy in light of limited rewards with high personal investment (Evans & Ave, 2000; Rhodes, 2002). 
In a similar vein another mentor expounds the need to keep perspective by describing how at one point she felt extremely despondent feeling that she had failed, and how she was reminded of her accomplishments when her partner responded, “if only everybody out there could have failures like that, imagine what a fantastic place the world would be”. She then relates that she realised that, “you just have to do your thing and hope it works out”. 
This also exemplifies how a mentor can lose sight of the bigger picture and impact of the work they are doing.  Due to the nature of the role, it becomes possible to get so caught up in the drama of the day to day or weekend to weekend events; it is easy to lose sight of one’s contribution. Recognising the importance of self care and the importance of continuing to benefit from the process oneself, as well as the impact of the commitment on one’s own life is also significant (Keller, 2007).
Finally, mentor growth included new perspectives on the norms of others especially when the mentor came from a sheltered or privileged environment.  By extension a mentor reflected that it had been a reality check regarding what the rest South Africa is about, “It is a rough life and it’s not about canapés and caviar, it is hectic stuff!”

4.13 REFLECTIING ON THE TRIALS AND TRIBULATIONS OF MENTORING
As per the very reason for their inclusion in the research, all the mentors were meeting their original commitment of taking their protégé out on a regular basis and forming an ostensibly close relationship in the role of benevolent older sibling. At time of sign up, the BBBSSA maxim of spending an hour a week or five hours a month with one’s protégé may sound easy however a standing weekend commitment which more often than not takes the form of a couple of hours in order to have any significance does add up. Those interviewed had gone further than the minimum one year commitment and so deserve praise for the longevity of their commitment as they all admitted that the process had not been as simple as they had perceived when they signed up (Rhodes, 2002)
All entered the process with high hopes and expectations however life brings with it its own limitations and as discussed, the world of mentoring is no different (Freedman, 1993). One of the mentors had actually broken his first match after couple of meetings during the compulsory in-house introductory stage as he found the child to be more interested in everything else going on around him and not the conversation at hand, again potentially indicative of low levels of proactivity (Wanberg et al., 2006) or unrealistic mentor expectations (Spencer 2007a). After the second or third attempt in getting to know the child he gave up stating that he could not work with a child that wanted to be elsewhere and more than likely would not be suited to his activities, perhaps a realistic stance in that the mentor needs to benefit from the relationship too (Freedman, 1993). Finally he commented that he had noticed that the children from the Home did not seem able to entertain themselves and took very little initiative. This could be reflective of the fact that the children expected to be entertained or told what to do or were lacking in the cognitive ability to think creatively and “out of the box” (Cook, 2004, p.74).
This also may be seen to link with the previously described low ebb of reward in which change is slow and not immediately recognisable (Rhodes, 2002). As one mentor stated, “I have contributed but differently. I expected this monolithic cataclysmic change in someone’s life. Time will tell if it’s been a big or little change but there has been some change and I know it won’t be the monolithic cataclysmic change”.  
As with any situation in life, in retrospect all would have loved to have achieved more but also recognised that one cannot get to know a child going through their developmental years one on one, while living in a separate world. They acknowledged that they could only work with what they knew and interpret and apply that which is tangible. “I try my best” is a phrase that was commonly used. One went further in saying that despite this she mostly felt like she was falling short because there were no actual measureables in a process such as this. For example when focusing on building confidence, one cannot tell if confidence has grown. With no actual measure for character traits or a tick list she described that she would begin to feel discouraged and question, “what am I doing here, am I wasting my time?”, not concerned about her actual time but whether she was actually making a difference.  “I just want her to follow the right way and get out of the vicious circle of being in a Home and escape the circumstances that brought her to the Home because that is all she knows”. In all, this may create an overwhelming self pressure for someone who may have only seen their protégé for a few hours a week and lends weight to the need for a support system and some level of debrief, as the mentor will not always come away with a positive feeling or any kind of payoff (Spencer, 2007a).
With reference to the monthly reports that mentors were expected to submit to BBBSSA, some submitted theirs religiously, others had lapsed. Those who had stopped had found them to be cumbersome, time consuming and offering little value. They suggested it might be advantageous if their protégé were to provide occasional feedback too, “Am I doing the right thing? Am I doing the wrong thing? I don’t know.” In the face of this self doubt, one needs to question the role of BBBSSA in the process. While most stated that they had no hesitation in contacting the organisation for whatever needs, for the most part, BBBSSA seemed to be overlooked as a resource that would provide support especially as these relationships had matured and displayed their tenacity. This suggests a gap that might be addressed with beneficial results, not to plug administrative gaps but rather to enrich the resource and knowledge bank of the mentor to enhance his/her approach through providing active “help, guidance and moral support” (Miller, 2007, p. 316).

4.14 THE EFFICACY OF PROGRAMME MENTOR TRAINING AND SUPPORT
Contrary to a therapeutic relationship, a mentoring relationship may have indefinite endpoints and goals so it does support the need for formalised training thereby enhancing longevity (Rhodes, 2002). Importantly the BBBSSA training does make it clear that there are social workers and other professionals surrounding the children in a professional capacity and consequently mentors are not there to “save” the protégé; they are there to provide a friendship. 

All mentors agreed that the training was beneficial and attempted to cover the issues that might be encountered as comprehensively as possible. The section on money and spending was highlighted as one of the most important and the observation was that some in the class had not grasped the serious implications of setting such boundaries and had consequently had short-lived matches. Given the longevity and subsequent challenges in their own matches, with retrospect they felt that this could have been even further emphasised.
One mentor discussed that despite the training, when arriving for his first protégé meeting at the children’s home the reality hit him “smack in the face”. His suggestion was that perhaps the training could include an outing to a Children’s Home for those who would be interested as he had never been to one before and had his own preconceived ideas, expecting to see children in rags.

 Another concurred in that he had no prior knowledge of children from this kind of background and would consequently suggest a level of real life exposure to these children that would dispel any myths. His thoughts included a twenty minute film clip “not the good looking ones who have been chosen just to present a positive perspective” showing “this is how Children’s Home children are, this is the stuff they say, academic level they’re at, their expectations...” which might help dispel some of the illusions. He further believed that if a couple of children were chosen to come and present in the training room themselves it would not have the same effect as out of context they would disproportionately represent the reality.

The person who trained these mentors had been a mentor with the programme so she related some of her experiences some funny, some negative, some buoyant, however in his view this was still removed from the actuality of what they were about to be exposed to.

 “...it gives you a very stilted view of the reality and we had no sense of awe at all of what institutionalised children are like, they are not like your little garden variety suburban spoilt kiddie. They’re not little huggable… Everyone in the room had this idea that they were going to get this four year old, cute little kid with a lisp who was just dying to hug them to death and then turn out to be this massive king of grade one two years later. Everyone had this sense in their mind from when they were speaking about things of mentoring, very young children that were going to be amazingly cute little things”.

One story relates that the initial training was good but nothing in terms of support happened thereafter, describing the process as “chaotic” so she ended up slacking herself. This aligns with the findings (Rhodes, 2002; Hamilton & Hamilton, 1992) in which support provided by the facilitating organisation often diminishes after initial training and orientation, with the longevity of the match sustained through the mentor’s commitment as opposed to the overarching programme. Most of the mentors had lapsed in submitting monthly reports and it does suggest the opportunity for a different approach for long term mentoring relationships such as debriefs, reflective sessions or group forums in which mentors talk of their experiences, give feedback, swap stories and are prompted to think about their match (Miller, 2007). There had been some mentor initiative for get-togethers driven by the mentors themselves which had not been sustained. Another mentor concurred, stating that he would love more interaction between the mentors and in terms of training a focus on more activities to do outdoors and perhaps refresher courses. 
While interviewing volunteer mentors to assess a programme Hamilton & Hamilton (1992, p. 50), reported that many found the questions “posed to be thought-provoking. They commented that they had never thought about these issues before and wished to pursue them further”. In the present example the research interview was the first time that this mentor had actually reflected on her relationship and her subsequent email shows her reflection:

“I also enjoyed it tremendously because the talk allowed me to get a "bird's eye view" of my situation with my Sister, and I can go so far as to say that I have looked at my future plans today to see how I will be able to help her bridge the gap between the home and the world at large”.  
4.15 EXPERIENCES WITH THE HOME 
Because the focus of this research was not on the Children’s Home itself, any reflection on it will be considered from the perspective of impeding or enhancing the protégé’s experience in light of the mentoring process. There was no doubt that all the mentors believed that the Home had a huge task on their hands in a very challenging environment.
It was perceived that the Home operated an extremely inflexible “booking” environment for the children which resulted in missed meetings if the time was not booked far enough in advance. Considering all mentors except one were working in full time positions, needing to call on particular days, at strict times and sometimes several times if the person was unavailable was considered inappropriate because of its inflexibility, “In my business I would never treat a client that way”. The implication of this was that sometimes the mentors would miss booking time with their protégé and consequently miss seeing them thereby frustrating the relationship (Freedman, 1993; Rhodes, 2002). On the other hand, while respecting that rules needed to be universal, the same inflexibility would mean not taking a protégé out as it would be impossible to return him/her in time.
All believed that the Home could work on aspects of empowerment that would instil self esteem and confidence. One suggested that the children had everything or at least most things that they wanted without having to do anything, chores or helping out were not imposed in any kind of systematic way. Children were given “stuff” which did not have to be earned by those sympathetic to them, which perhaps indicates this mentor’s recognition of Pringle’s (1980) developmental need for responsibility. While this was difficult to address especially with the number of children in the Home, he suggested some kind of a reward system be implemented. Similarly another, while recognising the pressures of having to manage so many children, suggested that the reward systems are not very elaborate nor the framework very clear. His focus would be on more creative reward structures that enforced a positive, consistent environment as opposed to more creative punishment structures. This would not necessarily be a panacea but would frame a positive structure for the children within which to work and from the mentors’ point of view, behaviour to reinforce. 

Other suggestions included developing a vegetable patch or flower garden that would instil some pride, sense of achievement or responsibility. The food produced could be used in the Home or sold as part of fund raising. Concerns were raised that the children did not seem to be encouraged to talk; with little active attention or interest being paid to them.  As a means of ameliorating this, a suggestion was quizzes, interactive or scrabble evenings between the children in a dormitory, between the dormitories themselves or even the genders be held. Another suggestion was for a book club or library membership to encourage reading or stimulate conversation. 
Another mentor believed that from high school age there should be a focus on a career path development plan coupled with counselling, believing that in order for the children in the Home to become fully functional members of society this focus needed to start early. This could involve company sponsorship so that they might attend career development expositions while utilising the mentors to assist. Her protégé had never attended one of these which she found worrying as it limited his perspective and awareness of opportunities.  An alternative would be to ask those companies that hosted Christmas parties to instead sponsor a protégé during school holidays and have the child spend a week at their offices shadowing their staff.  “If Firlands can do the educational stuff, then we as Bigs can focus on emotional stuff. You as a Big are not involved or consulted in any case on the educational stuff”.

Lastly one mentor believed that the Home could benefit from an assessment by an international child care guru. “It just feels like this old 1940’s / 1950’s Children’s Home which just needs another view on how Children’s Homes could be with exactly the same resource set”. Despite a recent change in management, which had seen changes ushered in, he believed that the Home could benefit from an expert third party perspective. He would not be so presumptuous as to say what that might involve but it was underwritten by the belief that totally different energy and focus could benefit both protégés and the wider community of the Home.

4.16 CONCLUSIONS
The results of the research were analysed, presented and discussed. The main themes highlighted were discussed under headings that reflected the relationship between the mentor and protégé in light of the mentors’ experiences. These included the motivations for involvement; the nature of and maintaining the mentoring relationship; biological family; perceptions of an institutionalised mentality and empowerment including the role of school; perceptions of life beyond the Home; reflecting on the effects of mentoring on the protégé and mentors; the trials and tribulations of mentoring; programme mentor training and support as well as experiences with the Home. The concept of an institutionalised mentality and attempts at empowering the protégé were consistent with the experiences discussed and the positive and negative aspects of these were explored. 
The main findings, conclusions and recommendations are presented in Chapter Five.

CHAPTER FIVE
MAIN FINDINGS, CONCLUSIONS AND RECOMMENDATIONS

5.1 INTRODUCTION
The main findings in terms of the study and the possible implications will be discussed. Conclusions will be drawn and recommendations for practice made for organisations and institutions involved. Suggestions and opportunities for further research will also be highlighted.

5.2 MAIN FINDINGS 
The primary aim of this research was to consider the experiences of mentors mentoring children who were wards of the state, with a particular emphasis on an institutionalised mentality and empowerment. The study was performed with mentors who volunteer under the umbrella of BBBSSA so that there was a clearly delineated programme design under which they mentored within a clearly established Children’s Home. Purposive sampling yielded a sample size of seven participants all of whom had volunteered with the programme for longer than a year. The data was gathered through semi-structured interviews at the participant’s convenience and then analysed according to general headings which were narrowed down as the themes emerged. 
While not familiar with the terminology, all the mentors recognised that an institutionalised mentality was a major factor in their protégé’s life and attempted to cognitively challenge them. The study explored the methods and activities that the mentors engaged in, in their attempt to empower their protégés on a mental, emotional and social level.  All were acutely aware of the challenges that the protégé would face upon emancipation and attempted to counter this through their approach and activities, however felt that despite their attempts the protégé’s expectations were not always realistic. Their achievement and successes were reflected on as small and their challenges large. By the nature of their commitment all had attempted to contribute as much as they could to their protégé’s life but were limited through logistics and time. This left them often carrying a huge load in terms of their own expectations and frustrated by lack of achievement.
While all respected the Home as functioning in an extremely difficult environment, they believed that there were aspects of the operating structure that could be improved to enhance their protégé’s thinking and better prepare them for when they left care. On the other hand, it became apparent that the Home could better use the mentors as a resource in terms of the protégé and the Home as a whole, as all expressed a willingness to be further involved. Occasionally the Home treated the mentors as superfluous perhaps losing sight of the fact that the mentors were taking time out of their weekends for an often unrewarding process and even though they were volunteering, the time, effort and money involved should have warranted greater consideration.
Operating under BBBSSA’s structure appeared to have enhanced the longevity of the commitment to volunteering. Having clearly delineated boundaries in terms of the outline helped the mentors manage protégé expectations. The training also better prepared them for the process while they admitted it did not necessarily remove their romanticisation or prepare them for the level of emotional manipulation that would occasionally take place. While talking of their appreciation in having the programme behind them, there appeared to be gaps between the mentors and BBBSSA. As their relationship had progressed, the mentors used the support offered less and less to the point that it became overlooked as a resource. Similarly, there had been very little individual interaction initiated from BBBSSA meaning that the mentors often felt directionless and lost sight of their role in the relationship with the organisation.
Finally, the mentors reflected that the mentoring process had presented a challenge of personal discipline, living as an example, teaching patience, age appropriate approaches to problem solving as well as generosity. This took them out of their comfort zone in facilitating reflection on their own interactions and behaviour, as well as technique in approaching life.  Indeed, they reflected that the mentoring process does confront one’s own conflict resolution and behaviour patterns especially as one’s protégé may very often deal with challenges in exactly the opposite way. The mentoring process lifted endurance and tolerance to a new level while also highlighting the difference between “normal” children and dealing with those who have circumstantial challenges. 

5.3 CONCLUSION
It has been reiterated throughout this research that mentoring is hard work, often in the face of little or no reward. Interviewing the mentors gave insight into their experiences and many frustrations. It also shed light on the tenacity and commitment with which they approached their role. The empowerment of their protégé was a priority in their considerations and while progress was not always apparent as their relationships grew in depth and maturity, they recognised that their role was integral to their protégé’s preparation for adulthood. 
The research cannot claim that having a mentor will definitely and always counter an institutionalised mentality. It can claim that the mentors all recognised that an institutionalised mentality existed in their protégé, they tried to empower them in this regard, and they reported small successes. They represented just one aspect of their protégé’s life, and by embracing the mentoring role to the best of their ability could be seen to be contributing to the development of a more realistic outlook while encouraging their protégé to overcome their circumstances. 
As long as there are children in state care, there will be a need for specialised attention to ensure that they do not return as victims of the cycle. While the state embraces foster care, considers support after the age of eighteen and attempts to integrate education, international experience shows that may still not be enough. Mentoring does not represent a panacea, and is not for everyone or without its pitfalls. It has however shown that it can ameliorate the outcomes for a protégé, providing him or her with additional social capital as well as better cognitive outcomes. The programme as represented by BBBSSA provides an invaluable tool in these outcomes and adds depth to the concept of social development in South Africa.
5.4 RECOMMENDATIONS
5.4.1 RECOMMENDATIONS FOR POLICY MAKERS
· Policy makers recognise the effects of institutionalisation and resulting institutionalised mentality. Specific policy and approaches can be implemented of which mentoring is but one part. The experiences of the mentors offer a wealth of information which can be practically applied in reducing the effects of state care.
· Practical consideration needs to be given to increasing the support given to children beyond the age of eighteen. Their social capital needs to be addressed prior to emancipation and the formalised participation of a mentor in their life could form a substantial part of this.
· Government should work closely with programmes and NGO’s such as BBBSSA in support of the work that they do and increased funding should be allocated in order to grow and enhance their operations.

· Children that are in state care should be earmarked within the education system not to single them out but rather to ensure that they do not fall through the cracks in their early years of education and later career guidance. As previously discussed, the education system might not be able to address the emotional needs of children beyond the classroom at this point however it can ensure that they receive an adequate grounding in learning.

5.4.2 RECOMMENDATIONS FOR PRACTICE

(a)  Recommendations for BBBSSA

· Firlands appears to be a better resourced Children’s Home than many others and the mentors are generally from a higher socioeconomic background; this may limit transferability however the central tenet of empowering the child for emancipation remains synonymous across settings. It would be advantageous to introduce the concept of an institutionalised mentality to the programme model and the sharing of counter strategies among mentors.
· There should be ongoing interaction with mentors in long term relationships. Recognising that resources in NGO’s are limited this could manifest as meeting once or twice a year and take the form of workshops that allow a debrief, reflect on the matches and revisit the goals of the relationship. 
· Implementation of  a support system among the mentors themselves with quarterly or biannual ‘check-ins’, with one mentor liaison reporting back to BBBSSA thereby reducing the pressure on the organisation while still maintaining contact.
· As the mentors suggested some of the harder realities of mentoring should be introduced into the training, not as a means of intimidating volunteers but to better prepare them for the realities of mentoring. It might take the form of visiting a Home, volunteering at one for a day, video clips or testimony. 

· Obtaining and filtering feedback on the mentoring relationship from the protégé’s perspective as a means of perspective and encouragement for mentors. 

(b) Recommendations for the Children’s Home

· Mentors should be viewed as an additional resource in the development of their protégés. This could include an assessment of how mentors might be used to better enhance life skills with a review of their role in terms of discipline, reward, punishment, school and career planning in the context of the relationship as underwritten by the BBBSSA model. 
· Annual meetings with the mentors so as to discuss their experiences and feedback on their interactions with the Home so as to delineate and agree best practice. 

· Recognition of the effects of an institutionalised mentality and the implementation of strategies that incorporate individual responsibility and personal achievement.
· Quarterly assessment with the mentor of the protégé’s progress, issues including the mentor’s successes and challenges to date and a review of focus for the next quarter. 

5.4.3 RECOMMENDATIONS FOR FURTHER RESEARCH
· Assessment of the experiences of mentors mentoring in less resourced Homes with regards to institutionalised mentality and empowerment.
· The effects of mentor support groups in influencing longevity in the mentoring process.
· The role of BBBSSA and other programmes in supporting long term mentoring.

· The implications and impact of establishing various responsibility and reward systems in Children’s Homes, with the objective of positive behaviour reinforcement to develop a sense of personal ability and accountability in the children.

· A comparative study assessing best practice of Children’s Homes in South Africa as well as comparison to international models in regard to preparing their charges for emancipation.  
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APPENDIX A: PARTICIPANT INFORMATION SHEET

Participant Information Sheet
Good Day,

My name is Robyn Fraser and I am a Masters Student registered for a Masters in Social Development at the University of the Witwatersrand. As part of the requirements for the degree, I am undertaking research with individuals who mentor at Firlands Children’s Home, under the auspices of Big Brother Big Sister South Africa (BBBSSA). 

My research is examining the methods and strategies of engagement used by mentors to encourage and grow the children that they mentor – challenging their thinking and facilitating their future participation as self sufficient fully functional members of society. 
Of particular interest to this study, is the concept of an “institutionalised mentality”, whereby those who are cared for by the state – and this may include those incarcerated or in various other types of homes – come to rely on the state or other caregivers without expectation or ability to contribute themselves and how this relates into their long-term attitudes.

 It is hoped that this information may enhance the BBBSSA social workers’ understanding of the methods and strategies engaged by mentors and, produce valuable guidelines and strategies that may be incorporated into the Big Brother Big Sister Programme for potential and existing mentors, as well as children’s homes at large.

I therefore wish to invite you to participate in this study. Your participation is entirely voluntary and refusal to participate will not be held against you in any way. If you agree to take part, I shall arrange to interview you at a time and place that is suitable for you. The interview will last approximately one hour. You may withdraw from the study at any time and you may also refuse to answer any questions that you feel uncomfortable answering. At the same time, it is important that I point out that if there is any indication of abuse, there is a legal duty for me to report it.

With your permission the interview will be recorded. No one other than my supervisor will have access to the tapes, and on completion of the study, the tapes will be destroyed two years after any publication arising from the study or six years after completion of the study if there are no publications. Please be assured that your name and personal details will be kept confidential and no identifying information will be included in the final research report.

Please feel free to ask any questions regarding the study. I shall answer them to the best of my ability. I may be contacted on my mobile 082 783 7404. Should you wish to receive a summary of the results of the study an abstract will be made available on request.

Thank you for taking the time to consider participating in the study.

Yours sincerely
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Robyn Fraser

APPENDIX B: CONSENT FORM FOR PARTICIPATION

Consent form for participation

I hereby consent to participate in the research project. The purpose and procedures of the study and interview structure have been explained to me. I understand that my participation is voluntary and that I may refuse to answer any particular items or withdraw from the study at any time without negative consequences.  I understand that my responses will be kept confidential.

____________________________                               __________________

Name of Participant                                                       Date 

_________________________

Signature

APPENDIX C: CONSENT FORM FOR AUDIO TAPING OF INTERVIEW
Consent form for audio taping of interview

I hereby consent to the tape-recording of my interview. I understand that my confidentiality will be maintained at all times and that the tapes will be destroyed two years after any publication arising from the study or six years after completion of the study if there are no publications.

____________________                               __________________

Name of Participant                                      Date 

____________________

Signature

APPENDIX D: SEMI-STRUCTURED INTERVIEW SCHEDULE

Semi-Structured Interview Schedule

Introduction

Ensure no further questions arising from information sheet.

Confirm that contributions are by no means meant to be limited to the interview schedule and that any further feedback is appreciated. 

Statement to interviewee:

In order to ensure your “Little’s” anonymity and privacy, please do not give me any personal information pertaining to his or her identity or background unless it relates to contextualising a specific answer. 

Background information
How long have you been involved with BBBSSA?

What were your reasons for becoming involved with BBBSSA?

Do you believe you meet the aims and ideals that BBBSSA seeks to achieve?

Did you spend time thinking about what you would like to contribute in the relationship with your “Little” when you first joined the program?

How long have you mentored your “Little”?

What is the age and gender of your “Little”?

How long has your “Little” been institutionalised?

What do you understand about the concept of an ‘institutionalised mentality’?

(explain if necessary)

Do you see characteristics of an institutionalised mentality displayed in your “Little’s” behaviour?

If yes, describe why you are of this opinion?

Do you consciously engage with your "Little" with the concept of empowerment in mind?
“Littles” contact with biological parents and extended family
What is the extent of contact of your “Little” has with his/her biological or extended family?

How do you perceive his/her identification with his/her family circumstances?

How do you engage with him/her to broaden their horizons or expectations for themselves?

· What activities/strategies of engagement do you practice/apply? 

Has your “Little” personally shared any feelings with you about being sent to a home away from the family?

How do you emotionally respond to or facilitate your “Little’s” feelings?

· What activities/strategies of engagement do you practice/apply? 

Do you experience any conflict in your mentoring approach and the parenting approach by the biological parents and/or parenting in the home?

What are the conflicts and how do you manage it with your “Little”?

“Little’s” perception and attitude about school
What grade is your “Little” currently in?

How do you perceive your Little’s general attitude toward school?

How much effort does he/she put into their schoolwork?

How does he/she view the importance of school performance?

· What activities/ strategies have you undertaken in order to assist or encourage him/her in this regard?

How has he/she reacted to your assistance and encouragement?

“Little”s behaviour and feelings within the home context
How does your “Little” express positive emotions/feelings/behaviour?

How do you respond?

Have you engaged in any activities to reinforce/ acknowledge/reward positive emotions/feelings/behaviour?

If yes, please describe these

How does your “Little” express sad emotions/ feelings/behaviour?

How do you respond?

How does your “Little” express anger?

Does your “Little” ever express feelings or emotions inappropriately?

If yes, please explain

In your opinion, what may this negative emotions/feelings/behaviour mask?

Has or does your “Little” engage in delinquent behaviour?

If so please describe.

What activities /strategies have you engaged in to address and reduce this?

Have you engaged in any activities to help your “Little” manage or redirect their negative emotions/feelings/behaviour?

If yes, please describe?

“Little’s” future dreams
What are your “Little’s” future dreams or long-term life goals?

What career or work does your “Little” have in mind what they will do after school?

Do they have any idea of how they will manage to achieve their dreams? 

· How do you facilitate, assist and encourage him/her in this regard? 

How does he/she respond to your assistance, support and encouragement? 

Mentor / “Little” Relationship
Describe the nature of the relationship between yourself and your “Little”?

What expectations do you and your “Little” have from your relationship?

What long term expectations do you have of the relationship?

How have you handled long term expectations of the relationship by your “Little”?

How do you manage / facilitate / contextualise the different expectations?

Does your “Little” understand any basic ideas of the concept of economics?

Does your “Little” have any concept of the value of money? 

What are your “Little’s” financial expectations of you?

How your does your “Little” express gratitude if at all?

· How do you react to them in this regard? 

How does he/she respond to your assistance, support and encouragement? 

Can you draw on any experiences of adversity that your “Little” has encountered that has empowered or motivated them?

How do you encourage them to build on this?

Are there other ways you have tried to empower your “Little’s” thinking?

Have you identified any other behaviour in your “Little”, not covered thus far, that you have been attempting to influence?

In which way do you think your “Little” has grown through the mentoring process?

In which ways have you grown through the mentoring process?

General
In relation to one of the earlier questions, do you feel like you are contributing or giving that which you originally set out to do?

Is there anything preventing you from further contributing?

Have you found your experience / training adequate to meeting the needs of your “Little”?

If yes, please indicate what you have found

(1) Most helpful,

(2) Least helpful, and

(3) Any suggestions you would like to make about content to be added to the training provided by BBBSSA

Through your observations, do you think there are any quick wins you could suggest Firland Children’ s Home can implement that would assist in empowering or motivating your “Little’s” thinking or approach to life?

What have you learned from your “Little” and from mentoring that you can apply in your life?

Anything else…

Thank you for your time and cooperation!
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