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ABSTRACT

Kenya’s youth population is fast increasing, in the case of adolescents living in informal settlements
such as Kibra, a lack of enabling social structures that positively impact their development has
become their greatest hindrance. This study examined the influence of out-of-school mentorship
programmes on positive development among secondary school students in Kibra, Nairobi County.
Specifically, the study evaluated the effect of participation in youth mentorship, mentor support,
individual characteristics, and the moderating influence of parental support on Positive Youth
Development (PYD). The study was guided by Bronfenbrenner’s Ecological Systems Theory,
Lerner’s Positive Youth Development Theory, and Rhodes’ Mentorship Medel. It adopted a
pragmatic grounded theory approach and used a mixed method design tofsupport rigorous data
analysis. The study targeted 3,560 youth in Form 1 to Form 4 drawn fromfsecondary,schools linked
to mentorship programmes run by 10 community-based organizations imyKibra,Sub-"County. From
this population, 349 students were randomly selected using the Yamane'(1968) formula, alongside 10
key informants and 21 focus group discussions. The quantitative data were processed using
descriptive statistics, chi-square tests, and linear logistic regression, while the qualitative data were
subjected to thematic analysis. Findings show strong involvementan the mentorship programme, with
88% of students attending sessions and 57% taking on leadership reles. Most of the students (about
95-97%) recorded positive development outcomes. dGuidance and counselling stood out with a
significant relationship to positive youth development(y*=23:16, p = 0.001) and a strong association
with outcomes (r = 0.50). Regression results peint toptheeekey factors that mattered most: school
connectedness (B = 0.320), guidance and counselling(f ='0.319), and parental support ( = 0.297),
with the model explaining between 19% and“56% of ‘the variation in outcomes. The qualitative
findings show uneven outcomes linked t@ mentor availability, self-control challenges, and differences
in parental involvement. The study coneludesthat mentorship supports positive youth development
in Kibra, but results vary across“students.“It' recommends structured programmes, attention to
individual needs, and strong parental“participation. This study provides evidence to inform policy,
programme design, and pragtice'on adelescent development in informal urban settlements in Kenya.
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CHAPTER ONE
INTRODUCTION TO THE STUDY

1.1 Overview of the Chapter

This chapter introduces the study and outlines its structure in the order that the sections appear. It
begins with the background of the study and the statement of the problem, followed by the objectives,
justification, significance, scope, limitations, delimitations, and assumptions. The section also
operationalizes key terms used in the study and concludes by outlining the stu@y's organization to
provide a clear roadmap of the entire research.

1.2 Background of the Study

Young people across the world continue to struggle with weak life skillsplimited competencies, and
low readiness for work and independent living. This challengeycuts aetoss both developed and
developing countries, but it is most visible in low-income utbamareas where poverty, unemployment,
and social pressure limit opportunities for healthy development. Ta'such settings, many adolescents
leave school without the practical and psychosocialskills needed for education, work, and daily life.
Positive Youth Development (PYD) respondsgo this gap by'focusing on strengths rather than deficits.
The approach was developed by Lerner (2005) and,builds on Benson et al. (1997), who emphasized
developmental assets in shaping youth'outeomes. PYD is often described through the “6Cs,” which
include competence, confidencefleonnection, character, caring, and contribution. These capture the
main areas of healthy develepment.“"RYD supports resilience, psychosocial skills, and agency that
help young people handié secial and economic pressures (Bengtsson et al., 2024). Even though global
research shows PYD improves wellbeing, school engagement, and behavior, less is known about how

these outcomes takeshape in unstable urban settings where support systems are uneven.

At the global Ievel, structured youth programs play a major role in supporting adolescent
development. In the United States, over 5,000 youth mentorship programs reach nearly three million
young people, showing how widely mentoring is used as a development approach (Andrea et al.,
2024). These programs connect young people with supportive adults who guide them, model
behavior, and offer psychosocial support. Through these relationships, adolescents build confidence,
leadership, and life skills (Tayfur et al.,2022). Longer participation is linked to better emotional

regulation and fewer behavioral challenges, especially among younger adolescents (Yang &
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McGinley, 2021). These efforts also align with Sustainable Development Goal 4, which promotes
inclusive and equitable education. SDG 4 highlights skills such as communication, problem-solving,
teamwork, resilience, and digital literacy as key for youth development in modern economies

(Burkhard et al., 2024; Byrne, 2022).

Regionally, research highlights the importance of soft skills like communication, adaptability, and
collaboration in shaping youth success in education and employment (Poldkova et al., 2023;
Holmarsdottir, 2021). In Sub-Saharan Africa, youth development is strongly,shaped by communal
values such as Ubuntu, which emphasize belonging, responsibility, and shared growth (Mondisa &
Main, 2021; Evans, D.K., and Mendez Acosta, A., 2021). Even so, many ‘yeuthiprograms still focus
more on academic performance than on broader life skills. This pattern'appears in countries such as
South Africa, where youth programs prioritize school resultsfoverliféiskills development, Nigeria,
where employment programs are not consistently implemented,4and Uganda, where structured
mentorship remains limited in many communities. As‘a,resulty, the development of practical skills
needed for work and social life remains uneven, across the segion (Ariapa et al., 2024). In Kenya,
young people continue to face high unemploymenty, skills mismatch, and limited access to
psychosocial support systems (Kiiru & Barasa, 2020).” Although youth policies exist, gaps remain in
translating them into programs thatbuild praetical skills and respond to labor market needs (Bano &
Shanmugam, 2020). The gap betweenwhat schools teach and what employers expect continues to
weaken the transition into adulthood (Stoeger et al., 2021a). These challenges are even more severe

in informal urban settléments wherepoverty and limited services deepen the problem.

Kibra Sub-Cotinity reflects these conditions clearly, with high poverty levels, overcrowding, limited
services, and exposure to risks such as crime, substance abuse, and low academic achievement
(KDHS, 2022). Young people in this area face daily challenges that limit access to stable learning
and development opportunities. At the same time, several community-based organizations run out-
of-school mentorship programs aimed at strengthening life skills, psychosocial wellbeing, and
resilience among adolescents (Arnold et al., 2020; Jankowska-Tvedten & Wiium, 2023). These
programs create structured safe spaces where young people meet mentors, build relationships, and
develop skills that support their growth. Even with these programs in place, less is known about how

they influence Positive Youth Development in this kind of environment, especially when looking at
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participation, mentor support, individual characteristics, and parental involvement together. Most
studies treat these factors separately, leaving a gap in understanding how they work together in
informal urban settings (Andrea et al., 2024). Therefore, this study examined how out-of-school
mentorship programs influence Positive Youth Development among secondary school students in

Kibra Sub-County, while also considering individual characteristics and parental support.

1.3 Statement of the Problem

Youth unemployment and skills mismatch continue to limit access to work in Kenya. Youth
unemployment remains high at about 80%, while Not in Employment, Education, or Training (NEET)
remains a major concern (ILO, 2024; KDHS, 2022). This problem is more pronounced among the
very poor populations, such as Kibra residents, who live in Nairobi County, where access to good-
quality education, training, and technology is scarce. There is a large disparity between the skills
provided by the education system to youth and what employers need. The Federation of Kenya
Employers (2023) reports that 98 percent of employers prioritize these skills. KNBS (2020) and Care
et al. (2024b) show that many young people leave school without these competencies.
If this continues, more youth will miss out on decent work, shift into low-skill informal jobs, or
remain idle after school. This reduces income levels, increases dependency, and slows economic
growth. It also widens inequality between those with access to skills development and those without
(Chowa et al.,2023). In Kibra, this deepens poverty cycles and limits social mobility. Mentorship and
youth programs are often proposed as part of the response. They focus on building life skills and work
readiness. However, evidence on community-based out-of-school youth mentorship in Kenya is
scarce. This is partly because most studies focus on school-based or internship models, with little
focus on community settings. It remains unclear how community-based mentorship affects

employability and youth outcomes. This study responds to that gap.

1.4 Objectives of the Study
The general objective of this study is to explore ‘out-of-school” mentorship on secondary school

students’ positive development in Kibra, Nairobi County, Kenya.
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1.4.1 Specific Objectives of the Study

The specific objectives were to:

1.

Evaluate the influence of participation in ‘out-of-school’ mentorship on secondary school
students’ positive development in Kibra, Nairobi County, Kenya.

Establish the effect of mentor support on secondary school students’ positive development in
Kibra, Nairobi County, Kenya.

Determine the effect of individual characteristics on secondary school students’ positive
development in Kibra, Nairobi County, Kenya.

Analyze the moderating influence of parental support on secondarygschool students’ positive

development in Kibra, Nairobi County, Kenya.

1.4.2 Research Questions

The study was guided by the following research questions:

1.

To what extent does participation in ‘out-of-sehool” “mentorship influence secondary school

students’ positive development in Kibra, Nairebin€ounty, Kenya?

What is the effect of mentor support on‘secondary school students’ positive development in

Kibra, Nairobi County, Kenya?

How do individual characteristics affeet secondary school students’ positive development in

Kibra, Nairobi County, Kenya?

To what extent does paréntal'support influence secondary school students’ positive development

in Kibra, Nairobi County, Kenya?

1.5 Justification and Significance of the Study
1.5.1 Justification of the Study

The current trend of globalization has increasingly complicated life for young people. The Sustainable

Development Goals and the Vision 2030 Youth Agenda have highlighted the critical role of youth

development in the twenty-first century. To promote life-long learning for all, youth must gain

information and skills that enable them to function as citizens of the world. Education for Sustainable

Development (ESD) programs must foster and assist students' development and utilization of their

potential, abilities, and talents. This comprehensive approach helps learners to prosper in the

community and contribute meaningfully to industrial prosperity as well as civic participation in the
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countries they come from. Mentorship can help develop skills and talents and is vital in reforming
persons by instilling ideals of respect, honesty, empathy, accountability, nationalism, and harmony.
Mentorship, as evidenced by numerous studies and practice, supports positive youth development

(Arnold & Gagnon, 2020).

Over the years, numerous researchers have embraced the Rhodes Mentoring paradigm, which serves
as the foundation for this research. This model demonstrates how out-of-school mentorship programs
can affect youth growth in a trinity of attributes: through improvement in emgtional intelligence, by
offering emotional experiences that help youth promote better relationshipgfwith parents, role models,
and peers, and through modeling by a mentor, youth obtain socio-cognitive skillsithat help them grow
their intrinsic value (Rhodes et al., 2023). This research modifiedsthe ' Rhodes'model to fit the study
context. Another justification for this study is that most studi€s*in‘theliterature are longitudinal. To
increase the validity and reliability in this cross-sectional study, s€ientific rigor and triangulation were
built into the study to enhance the outcomes of thegtudy. This, is the justification for using Mixed

Methods Research (MMR) to elucidate their replicabilitypyamoengst youths.

1.5.2 Significance of the Study

This study provides evidence on thegelationship between mentorship participation and Positive Youth
Development among out-of-sghool youthhin Kibra. The findings show how differences in social
competence, cognitive conipétencey, and peer interaction appear between program and non-program
participants. This givesta clearef picture of what structured mentorship contributes in a low-resource
urban setting. Fosfgovernment institutions such as the Ministry of Education and the Ministry of
Youth Affairg§ithe findings offer practical directions on where mentorship programs show stronger
developmental influeénce. The results highlight specific competence areas that respond more strongly
to structured support. This can guide decisions on program design, targeting, and resource allocation

for youth development initiatives.

For Community-Based Organizations, Faith-Based Organizations, and NGOs running mentorship
programs, the study provides evidence on which aspects of youth development are most responsive
to their interventions. This helps refine program focus, especially in strengthening social interaction,

goal setting, and peer engagement components. It also supports more targeted mentorship strategies
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rather than broad, unfocused programming. For communities, parents, and religious institutions, the
findings clarify the role of social environment and support systems in shaping youth development
outcomes. The results point to how household and community structures interact with mentorship
exposure to influence youth experiences. This can inform how local actors support adolescents

beyond formal programs.

For researchers and academic institutions, the study adds context-specific evidence on Positive Youth
Development in informal settlements. It offers comparative insight between \program and non-
program youth, which can support future studies on mentorship effectiveness, youth,resilience, and
developmental outcomes in similar environments. It also provides agbaseline for further empirical

work in African urban informal contexts.

Overall, the study's significance lies in the practical value ofits'findings for stakeholders involved in
youth development. It provides evidence that can suppert ptogram improvement, policy direction,
and future research, while remaining specific togthe entext studied rather than generalizing beyond
it.

1.6 Scope, Delimitations, and Limitations of the Study

1.6.1 Scope of the Study

The study was conducted in Kibra'Sub=Cotinty, Nairobi County. It focused on ten Community-Based
Organizations that run out‘ofsschool youth mentorship programs. These organizations formed the
main setting for data ‘Colleetion and represented structured mentorship environments within an
informal settlement eontext:

The study targéted adeleSeents aged 13 to 19 years drawn from these organizations. The population
included both program participants and non-program participants living within the same locality.
Programme participants were youth engaged in structured mentorship relationships for more than one
year. Non-program participants were youth from the same area with no involvement in mentorship
programs. The total population was 3,560 youths across the selected organizational sites.

The study examined Positive Youth Development and its relationship with mentorship participation
and selected background factors. Data were collected using a convergent parallel mixed-methods

design, where quantitative and qualitative data were gathered within the same period, analyzed
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separately, and then integrated during interpretation. The study captured experiences and outcomes
at a single point in time.

1.6.2 Delimitations of the Study

The study was limited to Kibra Sub-County. This was a deliberate design choice based on the presence
of active youth mentorship programs within this setting. The findings, therefore, reflect one urban

informal settlement context and do not include other geographical or socio-economic environments.

The study focused on mentorship support rather than the quality or depth of the mentor—mentee
relationship. This narrowed the analysis to perceived experiences of support and participation. A
more detailed assessment of relationship quality was excluded duggto “the level of measurement
required and the scope of the study design.

The study used a convergent parallel mixed-methods design, “in Which both quantitative and
qualitative data were collected simultaneously. This approach did net involve repeated measurement
over time. As a result, the study does not capture changesin mentorship experiences or Positive Youth

Development across time. This was a design cheice influenced by time and resource constraints.

The study also restricted its focus to selected youth within structured mentorship programs and
comparable non-participants from the same lecality. It did not include broader regional comparisons
or other forms of youth development progtams outside the selected organizations. These boundaries

were set to maintain focus andyensure consistency in data collection across both study groups.

1.6.3 Limitations©f the Study

The study usedia conwergent parallel mixed-methods design where quantitative and qualitative data
were collected separately and then combined during interpretation. A major limitation of this design
is that data were collected at one point in time. This means the study captured mentorship experiences
and Positive Youth Development as they appeared during the study period, not how they changed
over time. It limits the ability to track development or establish how outcomes unfold step by step.
The study managed this by using qualitative responses to explain statistical results, but this does not

replace the depth that comes from following participants over a longer period.
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Another limitation comes from how the two datasets were integrated. The quantitative and qualitative
findings were not always aligned, particularly regarding mentorship quality and perceived
competence. This made interpretation more demanding since the results did not always point in the
same direction. The study addressed this by carefully comparing both sets of findings and using one
to help explain the other. Even with this approach, some interpretation still depended on judgment

during the merging process.

The study also relied on self-reported data. Students provided information, based on their own
experiences and perceptions. This means the findings reflect what participants reposted rather than
independently verified behavior or outcomes. This can affect accuraey, €specially for sensitive or
subjective areas like behavior change and confidence. The studysmitigated, this challenge by using
consistent data-collection tools and comparing responses agross bothpmethods, but self-reporting

remains a key limitation.

The study was also shaped by its context and samplingyapproach. It focused on secondary school
students in Kibra Sub-County, an informal urban settingiwith unique social and economic conditions.
This limits how far the findings can be applied to other areas. There was also a possibility of selection
bias, as only students who were available and willing participated. In addition, language differences,
especially the use of Sheng’y created,some interpretation challenges. These were managed by
engaging trained research aSsistants,familiar with the local language and context, and by using a 10%

allowance to account for potential nonresponse or dropouts.

1.7 Assumptions of the,Study

The study assumed ‘that respondents classified as programme participants had taken part in the
community-based out-of-school youth mentorship programme for at least one year before data
collection. This assumption was important because it ensured that participants had enough exposure
to the program for any outcomes related to youth development and employability to be assessed

meaningfully.
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The study also assumed that respondents gave accurate, honest, and consistent information on their
participation status, mentorship experiences, and perceived outcomes. This was supported by clearly

defined inclusion criteria and standard data collection procedures, as presented in Chapter 3.

Further, the study assumed that the mentorship programme provided experiences and skills relevant
to future labour market preparedness, including transferable skills, socio-cognitive competencies, and
work-readiness attributes. This assumption guided the assessment of the relationship between

exposure to mentorship and positive youth development outcomes.

These assumptions were addressed through the study design, participant selection criteria, and data

collection procedures.

1.8 Operationalization of Terms
For this study, the succeeding descriptions of concepts qualify. The phrases are enumerated
alphabetically for the simplicity of the reader.

Term Explanation

‘At-Risk Youth’ or This is aggencral tecm used for a range of circumstances that place
‘Youth at Risk’ young peopleéyatdgreater vulnerability for problem behaviors, such as
substance,abuse, school failure, and juvenile delinquency, along with

mental health disorders, such as depression and anxiety

Caring Ability to be empathic towards others

Character Students’ ability to comply and conduct themselves with decorum and
have a sense of morality and honesty

Cognitive Cognitive competence relates to cognitive skills (for example, decision-

Competence making) (e.g., decision making). Academic skills include subjects such
as grades, participation, and test results

Community Based Refers to non-profit organizations that carry out out-of-school

Organizations mentorship programs in Kibra Sub-County

Competence An individual's cognitive skills or learning abilities to resolve specific

problems, and the associated motivational, social willingness, and
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Confidence

Connection

Contribution

External Assets

Individual
Characteristics

Internal Assets

Mentee

Mentor

Mentorship

Natural Mentors

University Repository

ability to act responsibly under different circumstances

The ability of a young person to have self-worth and a level of
consciousness

Ability of the student to build positive relationships with parents,
friends, and peers

Ability of one to be engaged and inspired to be a source of change for
their own and for their communities’ positive development

These are positive supports and opportunities young people receive
from their environment, particularly from their families, Se¢hools, and
communities. These assets are external togthe“individual but play a
crucial role in shaping their development “and “well-being. They
encompass aspects like family support, positive adult relationships,
caring neighborhood environments,  andgconstructive use of time
through opportunities for lgarning and\skill development.

This refers to the cognitive abilitiesiof learners, their self-efficacy, their
motivation, and commitmentto, their goals

Internal assets {refeér to the'personal skills, values, and self-perceptions
that enable individuals to make good choices, take responsibility for
their actions; andtthrive. These assets are developed within a person and
inclade “things like commitment to learning, positive values, social
competence, and a positive identity. They are crucial for young people
tomavigate life, make sound decisions, and build a fulfilling future

Is the person who seeks out useful advice and guidance from someone
more experienced than themselves

Is an experienced, trusted advisor, "a professional adult who offers
support, counseling, friendship, and support to a young person.

This is the pairing between experienced and learners to ease the
transferability of life learning competencies (Author's Construct, 2024).
Refers to a non-parent adult the student refers to as a person who listens
and provides advice. May include relationships between young people

and the elderly in their existing communities, such as extended family

10
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Non-Parental
Support
Non-Program

Participant

Out-of-school

Programmes

Positive Student

Development

Positive Youth

Development

Programme

Participant

Sheng’s Slang

Social Competence

University Repository
members, teachers, trainers, neighbors, friends, or other adults

This refers to a person who is not related to the youth or students in this
study

It is defined as one who does not participate in the out-of-school
programs (Non-Program Participants). They were selected within the
localities of the out-of-school programmes

Refers to activities organized after the usual regular school activity.
These programs serve to support and supplement leagning and focus on
activities that help the child develop, especiallygn areasmiet normally
covered in school. In this study, out-of-schoghmentorship programs are
carried out by community-based organizations

In this study, it refers not only toacademiciperformance but also to
holistic growth (social emotional‘learningg development of character,
emotional, positive relationships, ‘€elebrating successes, and effective
communication, among othets). The six competencies highlighted in
the Positive Youth Deéyelopment, nurturing and equipping the youth to
effectively live and contribute to society (Authors Construct, 2024).
This refegs to an approach that seeks to encourage youth to use their
internal ‘assets; t6,promote positive outcomes for themselves (Lerner,
2006)

It'|is defined as one who is actively involved in the program, has had an
active mentor relationship for over a year. Participate in an out-of-
school program (Program Participants) and have an accountability
structure whereby shared goals are determined and followed through
(Authors Construct, 2024).

Sheng is primarily a Swahili and English-based cant, perhaps a mixed
language or creole, originating among the urban youth of Nairobi,
Kenya, and influenced by many of the languages spoken there. While
primarily a language of urban youths, it has spread to rural residents.
This refers to the ability of an individual to respond to social situations

positively and to avoid negative responses and consequences

11



St. Paul’s

Student
Youth

Youth Engagement

Youth Participation

University Repository

In this study, the term refers to an individual who is in secondary school
This refers to the Secondary School Students as “youth” or “young
people” who are participating in the Community-Based out-of-school
mentorship programs, or non-participants of that age group in the
comparison group. Therefore, ‘youth’ and ‘student’ will be used
interchangeably in this study

This refers to effective youthful involvement that combines younger
individuals’ insights, knowledge, expertise, and, viewpoints into
programs, policy, and organizational decisiondgmaking ‘processes to
optimally influence impacts

This refers to youth participation, whichdmeans the ability to recognize
and appreciate their abilities and capabilifiesite address concerns that

impact them

1.9 Organization of the Study

The research is structured mainly in five chapters, Chapter One will provide the Introduction with the
background of the study. It will discuss historigal 1ssuesyrelated to mentorship, global, sub-Saharan,
and Kenya perspectives as a basis for the tesearch'to be conducted in this study, Statement of the
research problem, Research objectives, reseatch questions, and hypotheses of the study, significance,
as well as limitations envisaged in the stud$s Chapter Two will outline the literature review, including
theoretical, empirical, and‘conceptual, frameworks for the study, showing the interaction of the
independent variable (IV) and' the dependent variable (DV). Chapter Three will focus on the
methodology of thé sesearchyoutline the research philosophy, provide the study location and context,
and the type ofidata, toolSief collection and analysis that will be employed in the study. Chapter Four

will present the'dataanalysis of the data collected in the research, as well as the interpretation of the

findings based on the literature. Chapter Five presents the conclusion and recommendations.

12
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CHAPTER TWO

LITERATURE REVIEW
2.1 Introduction
This chapter contains the critique of the theoretical review of existing literature on the relationship
between out-of-school mentorship and its influence on positive youth development, in this study, on
secondary school students. Then, the empirical review of relevant literature, the conceptual
framework, a summary of the chapter, and the research gaps.
2.2 Theoretical Framework

2.2.1 Bronfenbrenner’s Ecological Systems Theory

Bronfenbrenner’s Ecological Systems Theory explains human develepment, as a process shaped
through continuous interaction between a young person andjtheir “‘surrounding environment.
Bronfenbrenner (1994) stated that “Human development hihgesén thejlasting, experiential interplay
between a flexible individual and their surrounding@soeial ‘environment.” This definition places
development in real social settings rather than inside the 1dividual alone. It shifts attention to how
family, school, peers, and community jointlyginfluence, the’ behavior, identity, and life outcomes of

young people.

The theory organizes developmeént, into five systems: microsystem, mesosystem, exosystem,
macrosystem, and chronosystém. “Each system represents a different level of influence. The
microsystem involves direet ‘interaction. The mesosystem connects direct environments. The
exosystem shapes the learher indirectly through external structures. The macrosystem reflects cultural
and economic cgnditions. The chronosystem captures change across time. Bronfenbrenner (1994)
emphasized that these systems do not operate in isolation. They interact and shape development

together. You cannet separate one system from another when explaining behavior or outcomes.

In this study, Bronfenbrenner’s framework guided the examination of positive youth development
among secondary school students in Kibra. Mentorship and parental support were positioned within
the ecological systems to explain how they influenced development. The microsystem served as the
starting point for the analysis. It included direct relationships such as parent—child interaction and
mentor—student engagement. These relationships formed the daily environment where behavior,

discipline, and identity developed. The study examined how emotional support, supervision, and

13
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guidance from parents interacted with mentorship experiences to shape youth behavior and decision-

making.

The mesosystem explained how different microsystems connected. The study focused on the
relationship between home, school, and mentorship programs. When these systems aligned, learners
received consistent expectations and guidance. When they conflicted, learners experienced mixed
messages that weakened developmental progress. The exosystem influenced development through
external conditions such as parental employment, access to mentorship programs, and availability of
youth resources. These factors shaped how often parents engaged with theiglehildren and how easily
learners accessed structured support. The macrosystem represented Wider<social ‘and economic
conditions in Kibra, including cultural expectations around paremting, “education, and youth
responsibility. These conditions shaped both access to mentorship. and the nature of parental

involvement.

The chronosystem introduced time as a critical factor:-3lhe“study considered changes in family
structure, exposure to mentorship programs, and shifts in socioeconomic conditions. These changes
influenced how students experienced support @eross, adolescence. Development was treated as a
process shaped over time, not as a single moeffient of change. Lockenhoff et al. (2021) describe human
development as multidimensional, ‘multidiréetional, and influenced by multiple contexts. Arnold et
al. (2020) explain that individaals adjustitheir behavior across life based on repeated interaction with
their environment. Benson et aly(2022) add that development reflects the combined influence from

internal and external conditions.across time.

Bronfenbrenn€?s theory‘Supports the use of structured youth interventions. Martinello (2020) shows
that out-of-school programs and school-based support improve youth outcomes when they connect
home, school, and community systems. These programs work because they strengthen interaction
across ecological levels. Malonrni et al. (2023) raise a key limitation. They argue that the theory gives
limited attention to how young people actively respond to environmental pressures. It describes the
structure well, but explains less about personal adaptation and resilience. Kierra et al. (2022) show
that protective factors across ecological systems influence resilience and later development outcomes.
These include parenting behavior, self-regulation, and supportive community environments. These

factors interact across systems and shape long-term youth outcomes. This study used this logic to
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examine how mentorship and parental support functioned as protective influences within

interconnected systems in Kibra.

Bronfenbrenner’s framework also supports the need to study development over time. Chen et al
(2020) and Lerner et al. (2020) emphasize that development reflects dynamic interaction between
individuals and their environments. They argue against static analysis of behavior without context.
This study used a mixed-methods design to capture both measurable relationships and students' lived
experiences. Quantitative data showed patterns between mentorship, parental(support, and youth
development outcomes. Qualitative data captured how students experienced(theseiinfluences in real-
life settings. This approach strengthened the interpretation of the ways ¥mwhich ecological systems

shaped positive youth development among secondary school students ingdibra.

2.2.2 Positive Youth Development (PYD) Approach

Positive Youth Development (PYD) is the approach that anchors this study. It is a multi-dimensional
construct that is grounded in Ecological Systems Theory (EST) and its roots trace back to its origins
in the field of ‘Prevention of at-risk Youth’. This term ‘At-Risk Youth’ or ‘Youth at Risk’ as noted
in the definition of terms, is a general term used for a range of circumstances that place young people
at greater vulnerability for problem behaviors, such as substance abuse, school failure, and juvenile
delinquency, along with mental health disorders, such as depression and anxiety. In the early 20th
century, the “deficit model” emerged in the field of education and psychology and began to measure
and compare intelligence and academic achievement among “at-risk youth” by looking at the
deficiencies rather than how these deficiencies could be managed or reduced so that those in minority
quarters can be successful. The focus was to optimize positive development by reducing problems
(Melton et al., 2026). According to this model, youth are viewed as lacking skills to manage their life
situations. As a result, many programs that were developed during that period sought to “solve” youth
problems (Shek et al., 2021). The Deficit model has come under heavy criticism and, since then, has
undergone transformation and been replaced by the Asset model that seeks to deconstruct it. Scholars
have also continued to provide variations of Asset PYD models. Some of these are 40 External and
Internal Developmental Assets (Benson, 2022), Youth Developmental Assets (Search Institute,
(2006) — (Refer to Appendix 4: Search Institute Developmental Assets), Lerner’s 5Cs/6Cs PYD
Model (Lerner, 2005), Bronfenbrenner Ecological Systems Theory (EST) (1994), Social-Emotional
Learning (SEL) and Catalano’s 15 PYD constructs (Catalano et al., 2021). However, there is a basic
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thread that connects them. This is noted in the spectrum or lenses through which youth are viewed,
as having potential, having internal assets (human skills, potential, capabilities), and malleable minds

which are able to learn and take on new behaviors (Shek et al., 2021).

Quite recently, in research, Lerner’s 5Cs and or 6Cs has offered an alternative voice to YD. PYD
offers a strengths-based narrative that emphasizes nurturing young people's strengths (assets) and
capacities to foster their healthy growth and well-being. This construct shifts the focus from simply
addressing risk factors to promoting positive outcomes such as resilience, social competence, and
academic success. Further, Lerner defines (the five Cs of competence, confidence, connection,
character, caring, with the last C making 6Cs, which he calls contribution) will be the focus of this
study. The first C (Competence) comprises cognitive, social, academic, and vocational competencies.
Cognitive competence represents the following aspects: cognitive capabilities, for instance, finding a
solution to a problem, critical thinking, and decision making. Social competence denotes effective
interactions with others and the ability to resolve conflict. Academic competence is indicated by
school attendance, grades, and test scores. Vocational competence is demonstrated by work patterns
and the capability to search for diverse career alternatives. The second C (Confidence) refers to a
person’s worldview of their overall positive attribute and abilities. The third C (Connection) refers
an individual’s positive relationships with other people, organizations, and society. The fourth C
(Character) represents ethical uprightness, and beliefs of the individual within the social and cultural
norms. The fifth C (Caring/Compassion) refers to the ability to sympathize with and empathize with
other people’s problematic situations. In addition, Lerner and associates stated that the five Cs
mentioned above can assist in configuration of the sixth C, (Contribution) (Lerner, 2021a). These six
(6) Cs are not isolated; they are interconnected and mutually reinforcing. For example, building
competence can enhance confidence, build strong connections and foster character

development. These will be discussed in detail later in this study Abdul et al., (2021a).

The Developmental assets encompassed in Lerner’s model have been connected with several settings
such as families, schools, out-of-school-time activities (these are contextual settings in which youth
live in). This context also includes relationships that youth develop within the context in which they
live - this includes relationships with family members and non-familial adults (mentors), Vrdoljak et

al. (2023). Lerner’s model aligns with Bronfenbrenner’s Ecological Systems Theory by connecting
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PYD to the contexts in which youth develop and suggesting that when youth are provided with
opportunities for healthy development, they are more likely to thrive. The PYD construct has been
described as taking three forms: first, from the philosophical approach; second, as a developmental
process; and third, as an approach to youth programming (Lerner et al., 2023). These three areas will
be covered as part of this study. In terms of the philosophical approach, PYD is related to the SLT,
EST, and the Rhodes Mentorship model (Lerner et al., 2012b). The interplay of these theories has to
do with the way in which mentees (protégés) learn, relate, and practice new behaviors as modeled by
their mentors. The developmental process speaks about how youth develop, the critical barriers to
growth, and factors that lead to successful transitions within the adolescenf= Youth paradigm (Lerner

etal., 2021c).

Lerner et al. (2021b) acknowledge that PYD is brought about whemythe inner capability of an
individual is congruent with developmental assets, and for thisiintrinsic capability to thrive, there is
a need for youth to co-exist in a conducive environment. These environments nurture the youth’s
capability to build individual skills through tapping ifite the'€nvironment. Lastly, while programming
has to do with mentorship programs or Youthidevelopment programs (YDP), it’s important to note
that youth develop in a context which appreciates that they can get the support needed to thrive and
the impact they have in supportingguccessful. dévelopment. The one very critical piece and an asset
that has a huge impact on adoleseent'development is parent—youth, along with youth-non-familial
(mentor) relationships, whi¢hvare'¢ere to PYD (Boakye & Ablorti, 2022). Non-familial relationships
can be accessed from‘non-paréntal adults who include, but are not limited to, extended family,

religious leaders, €achers, and community members (Bowers et al., 2022).

However, thereare methodological limitations in the PYD field. The limitations seem to be further
reinforced by Bronfenbrenner’s theory (Ecological Systems Theory (EST) (1979). PYD appears to
shed more light on the need to understand contextual realities and its influence on mentoring students.
It supposes that students who develop in an interactive environment that shapes individual
characteristics influence how youth develop a value for relationships. Further, the mentoring
relationship guides beliefs, orientations, and values to function effectively within the environment in
which a young person lives. This, in turn, if positive and adaptive, directs behavior in the form of

enhanced persistence, goal striving, and self-regulation (Longaretti, 2020). Scales et al. (2020a)

17



St. Paul’s University Repository

highlighted that using these theory factors alone cannot be properly operationalized, limiting the
efficacy of the outcomes. To address this, the research utilized Mixed Methods Research (MMR) to
synthesize data from a variety of integrative forms of interaction, including parental and mentor
support, participation and engagement in after-school mentorship programs, and community
leadership. It is imperative to note that mentorship has been shown to have good benefits for youth,
as it provides opportunities for them to learn through modeled behavior. Hence, the study seeks to
investigate whether out-of-school youth mentorship influences students' socio-cognitive abilities and
increases students' agency and efficacy to participate in community engagement,and leadership in

their sphere of influence.

Another methodological limitation is that there are scant cross-sectional survey studies available to
allow for comparative analysis to show the relationship between PYD and psychological well-being
outcomes (Shek et al., 2021). While it’s important to add that longitudinal studies bring out more
conclusive responses and can explain how predictors affect developmental outcomes across the life
of a youth most PYD studies have been done in Western contexts. In the same breath, there is still a
need for more research studies from non-Western societies to increase the knowledge on PYD, hence
the importance of the current study. Secondly, as a multi-dimensional construct (e.g., several PYD
asset-based models exist), it is necessary to use authentic PYD assessment tools to measure the PYD
domains. This study will employ both MMR and existing PYD tools and scales (Shek et al., 2020b)
to ensure that the research data follows the rigor required. The use of already authenticated tools
allowed for general comparability in the context of youth in Kenya.

This research sought to investigate how participation in out-of-school youth mentorship, as a specific
intervention, aligned with and contributed to the principles of PYD. This included examining how
participation in out-of-school mentorship fostered and provided supportive relationships that offer
guidance and support by helping mentees navigate challenges. Additionally, this study analyzed how
CBM helps to foster a sense of belonging and purpose, which are known to be vital in facilitating
overall well-being, and lastly how mentors can help mentees identify and pursue opportunities for

personal and professional growth, such as educational or vocational training.

Secondly, the study will investigate how mentor support catalyzes positive youth development among

secondary school students in Kibra. This will involve examining the different ways mentors can
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contribute to students' positive development, such as building confidence, providing guidance, and
fostering positive relationships. By examining these aspects, the research will provide valuable
insights into the role of youth mentorship in fostering PYD in the specific context of Kibra, Nairobi,
and contribute to the broader understanding of how to support young people in marginalized

communities and under-resourced settings.

Thirdly, it sought to understand how factors like students' characteristics, such as character traits,
attitudes, and skills, relate to youth overall well-being and thriving in the context of Kibra's unique
environment, but, more importantly, focused on understanding the interplay between individual
student characteristics and PYD in the specific context of Kibra. As students are mentored, they
interact with the opportunities and challenges present in Kibra that may either promote or hinder

positive youth development.

Fourth, parental support plays a crucial role in the positive development and is a fundamental aspect
of PYD. It is not merely the provision of basic needs but encompasses a range of actions that
contribute to a young person's overall well-being and development. Poverty, limited access to
resources, and exposure to violence and crime can hinder positive development. In this context,
parental support can be a critical buffer against some of these negative influences and a catalyst for
positive outcomes. Parents can provide secure and loving homes, stability, and belonging, which are
crucial for building competence and confidence. Andrea et al. (2024) suggest that parents who
actively support their children's education, through monitoring homework, attending school events,
and emphasizing the value of learning, can significantly impact academic performance and future
aspirations. Evidence affirms that parents who model healthy relationships and encourage open
communication promote positive connections with family members, peers, and the wider
community. Gabrijela et al. (2023) agree with the Hengyu et al. (2024) perspective on parents’ critical
role in shaping their children's moral compass and ethical behavior, contributing to the development
of strong character and contributing to society. Johnson et al. (2017) present a longitudinal study
among 13-16-year-olds, which found that children tended to be more conscious of the family values
inculcated at home and consistently demonstrate them in peer relationships. The study also found
that 80% of the young people followed over a 5-year period were actively able to deal with peer

and family conflict and exhibit ethical behavior. More importantly, parents who encourage their
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children to participate in community activities and contribute to their surroundings can foster a

sense of responsibility and civic engagement (Karcher, 2018).

Parental support is a critical asset for positive youth development, particularly in challenging
environments like Kibra. By providing a safe and stable home, encouraging education, fostering
positive relationships, instilling moral values, and promoting contribution, parents can significantly
influence their children's positive development and help them overcome adversity (Cantor et
al., 2021).

2.2.3 Rhodes’ Conceptual Model of Youth Mentorship

Rhodes’ Conceptual Model of Youth Mentorship explains how structured telationships between a
young person and a non-parental adult can influence developmental outédmes. The model defines
mentorship as a sustained, supportive relationship betweenfa youth and,an adult who is not a parent,
aimed at fostering positive growth and development @irsten et al.; 2023). In this study, the model
was applied to explain how out-of-school mentorship nflueénced positive youth development among
secondary school students in Kibra. The fo¢us Was‘placed on how mentor-mentee relationships
interacted with parental support and gmdividualgstudent characteristics to shape development

outcomes.

The model rests on three main‘assumptions. First, youth development improves through consistent,
trusting relationships with nonsparéntal adults. Second, development occurs through interaction
between emotional, cognitive, and identity processes. Third, mentorship outcomes depend on the
quality and stability of the relationship over time. Rhodes (2005) emphasizes that mentorship is not a
single interactiongbut‘@process built through repeated engagement, trust, and role modeling. In this
study, these assumptions guided the analysis of how mentorship programs operated in real school and

community contexts.

Rhodes’ model explains youth development through three interrelated processes: socio-emotional
development, cognitive development, and identity formation. Socio-emotional development occurs
when mentors provide emotional support, stability, and a safe space for expression. Cognitive
development develops through guidance, communication, and exposure to problem-solving

approaches. Identity formation develops through role modeling, where youth observe and internalize
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behaviors, values, and attitudes from mentors. In this study, these three processes were used to
examine how mentorship influenced student behavior, decision-making, and personal growth in

Kibra.

The model also positions mentorship within a social environment and context. Youth development
does not occur in isolation but within family, school, and community systems. Detweiler et al. (2020)
show that young people learn behavior through observation of adults in their environment, including
parents, teachers, and mentors. In this study, this principle guided the analysisfef how mentorship
interacted with parental support. Parental involvement formed part of the héme environment, while
mentorship formed part of the school and community environment®TLhe“study €xamined how
alignment or mismatch between these environments influenced youthgbehavior and development

outcomes.

A key variable in this study was mentor support. Rhode$model'€xplains mentor support as a driver
of emotional stability, cognitive growth, and identity"development. Mentors influence youth through
role modeling, guidance, and structured intcraction.“Keller et al. (2021) show that effective
mentorship depends on trust, open communication,yand emotional safety. In this study, mentor
support was examined in relation to positiVeéyyouth development outcomes, including confidence,

self-regulation, and social competénee.

Parental support formed another key,vatiable. Rhodes’ model does not isolate mentorship from family
influence. Instead, it réeognizes that youth development reflects the combined influence of multiple
relationships. In this study;parental support was examined as a reinforcing or limiting factor in
mentorship oufeomes:, When parental guidance aligned with mentorship messages, students
experienced consistency in values and expectations. When it conflicted, students experienced mixed

behavioral signals that affected decision-making and emotional stability.

The model also explains the importance of relationship quality and duration. DuBois et al. (2022a;
2022b) show that long-term mentorship relationships yield stronger emotional, social, and cognitive
outcomes than short-term engagements. In this study, duration and consistency of mentorship were

considered when assessing outcomes. Students with stable mentorship exposure showed stronger
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engagement in goal setting, self-discipline, and academic focus compared to those with inconsistent

exposure.

Rhodes (2005) identifies three core pathways through which mentorship influences development. The
first pathway focuses on emotional and social development. Mentors provide emotional security and
improve social adjustment. The second pathway focuses on cognitive development through guidance,
instruction, and communication. The third pathway focuses on identity development through role
modeling and reinforcement of positive values. This study applied these pathfsays to assess how
mentorship programs in Kibra influenced competence, confidence, and beh@wioral eutcomes among

students.

Evidence from Larose et al. (2019) shows that mentorship reddces engagement in risky behaviors
such as substance use, truancy, and delinquency. Longaretti (2020) adds”that sustained mentorship
relationships strengthen goal setting and academic plapfiing-In this study, these findings guided the
analysis of behavioral outcomes linked to mentorshipiexpesure. Students with consistent mentorship
showed clearer educational and life goals than“those without structured mentorship. Herrera et al.
(2021) emphasize that youth development outc@mes depend on the interaction between individual,
social, emotional, and environmentalgproeesses. Rhodes’ model aligns with this view by linking
mentorship outcomes to broader geological ‘conditions. In this study, mentorship was not treated as
an isolated factor. It was eXamined “alongside parental support and student characteristics to

understand how combined, influences shaped positive youth development.

The model also highlights limitations in the effectiveness of mentorship. Outcomes depend on youth
readiness, mefitor comsiStency, relationship quality, and environmental support systems. Without
stable engagement, mentorship loses influence on development outcomes. This study considered
these factors when interpreting differences in student outcomes across levels of mentorship exposure
in Kibra. Rhodes’ model provided a clear framework for understanding how mentorship operated
within the current study. It explained how emotional support, cognitive guidance, and identity
formation influenced positive youth development among secondary school students. It also clarified

how mentorship interacted with parental support and environmental conditions to shape outcomes.
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2.2.4 Complementarity of Theories

The three theories formed a single connected framework for this study. Bronfenbrenner’s Ecological
Systems Theory explained the structure within which youth development occurs. It mapped the
environments shaping students in Kibra, including home, school, community, and wider social
conditions. PYD defined what positive development looks like in measurable terms. It focused on
outcomes such as competence, confidence, connection, character, caring, and contribution. Rhodes’
Model explained the process by which these environments linked to outcomes#hrough mentorship
relationships. It showed how mentor—mentee interaction produces change thfoughemotional support,

role modeling, cognitive guidance, and identity formation.

Bronfenbrenner provided the environmental layers, PYD provided theioutcome structure, and Rhodes
provided the relational mechanism. Together, the theories,€Xplained,how mentorship and parental
support operate within ecological systems to producéiyouth ‘development outcomes. The study
applied this combined framework to examine secondary sehool students in Kibra. It treated parental
support and mentorship as interacting influenceSwithin‘layered environments, while PYD outcomes
served as a measure of development, Rhedes’| explained how relationships drive change,
Bronfenbrenner explained the contextgyinpwhieh these relationships operate, and PYD defined what
change looks like. The study adopted this combination because no single theory explained the full
process under investigation. Bronfenbreniner did not explain how mentorship relationships function
at the level of interaction., PYDydidinot explain how environmental systems connect or influence
behavior. Rhodes did notiaccount for broader structural conditions such as poverty, constraints on
schooling, or thefeommunity“€ontext in Kibra. Separately, each theory left gaps; however, together,
they formed a completéyexplanation of structure, process, and outcomes. This combined framework
guided the analysigof how out-of-school mentorship and parental support interacted within ecological

systems to influence positive youth development among secondary school students in Kibra.

2.3  Empirical Review

2.3.1 Out-of-School Mentorship Participation and Positive Youth Development

Empirical studies on out-of-school mentorship participation converge around three interlinked
dimensions of youth engagement. These dimensions are structured program involvement, community

engagement, and participation in extracurricular activities. The literature treats these dimensions as
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the main pathways through which mentorship influences positive youth development outcomes. Each
dimension operates as a distinct but connected mechanism. Program involvement provides structure
and continuity. Community engagement provides social responsibility and civic exposure.

Extracurricular participation provides skill practice and behavioral reinforcement.

Structured program involvement forms the foundation of out-of-school mentorship systems. The
literature shows that youth development outcomes depend on how consistently youth participate in
organized mentorship activities, how deeply they are engaged in decision-making, and how well
programs integrate cognitive, emotional, and behavioral learning. Engagement hése goes beyond
attendance. It includes active participation in planning, reflectionggandyskillyapplication within
programme activities (Muhamad et al., 2024). Mulyana et al. (2023)show that'sustained engagement
builds competencies over time, especially when youth are exposedto répeated cycles of participation
and feedback. Katayoun et al. (2023) further show that long=term paxtiCipation in youth programs is
linked to higher positive youth development indicaters‘and lower levels of risky behavior. Lerner et
al. (2023) reinforce this pattern by showing that €eolegical assets such as structured programs
strengthen both internal and external developmental resources. Across studies, structured
involvement functions as the entry poiat into all*ether developmental processes (Lou & Heidrun,

2023).

Community engagement fofmis,thesecond dimension. It refers to youth participation in civic activities
such as volunteering, service learning, and local problem-solving. The literature consistently shows
that this dimensiond developsiwhen youth receive meaningful roles in community systems rather than
passive participation:=Arfield et al. (2020) argue that community engagement becomes developmental
when youth participate in real decision-making and address social issues responsibly. This shifts
youth from observers to contributors in civic processes. Lerner et al. (2023) show that youth involved
in civic programs demonstrate stronger connection, caring, contribution, and character. These
outcomes reflect identity development through social responsibility. Youth build a sense of belonging
through repeated participation in collective tasks. Scales et al. (2020) show that community-based
programs strengthen critical thinking and problem-solving abilities, as youth face real-life social

challenges during participation.
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Sharma and Sharma (2022) showed that structured community participation reduces risky behavior
and increases prosocial behavior, with changes driven by stronger identity formation and purpose.
Character development forms a central outcome within this dimension. Singh et al. (2022) define
character as a set of learned traits, including perception, courage, humanity, temperance, justice, and
transcendence. These traits develop through practice, not instruction. Community engagement
provides repeated practice environments where youth learn to apply fairness, leadership, teamwork,
and self-regulation. The literature, therefore, positions community engagement as a space for moral

development through lived experience (Bjorg Gudmundsdottir et al.,2023).

The third dimension of extracurricular participation comprises youth aetiyities sueh as sports, the arts,
leadership programs, skills training, and structured youth development activities that are outside a
student's formal education. Research shows that by maintdining regular engagement with these
activities over time, youth can further develop transferable ‘skillspin teamwork, communication,
discipline, and emotion management through participation in‘structured environments where they can
repeatedly practice these skills. According to the'teseateh fsom Scales et al. (2020a), engaging in
creative activities such as music and drama helpsite 1mprove youth's ability to manage their own
behavior (self-discipline) by providing (@pportunities for regular skill practice through experience
(regular practice) and through receiving fegdback. Additionally, research shows that by regularly
participating in different typespof'Structuréd, organized group activities (ex. sports, arts, leadership
training programs, skills-based pregrams), youth will strengthen their skills to solve problems,
communicate and deveélop intetpersonal skills, and think critically (Stephen & Olusegun, 2024).
These improvements occurbecause, as youth continue through their activities, they receive multiple
opportunities fwice onmore) to achieve the same outcomes (ex. practice, receive feedback, and make
improvements) rathes than having only one opportunity to achieve those outcomes. In doing so, youth
will learn to manage tasks within groups, understand how to respond to directions, and modify their
behaviors in relation to the expectations of the performance provided by others in their group (Tam

et al., 2021).
Garcia-Alvarez et al. (2022) extend this evidence by showing that continuous participation in

structured youth programs strengthens cognitive, emotional, and social competence. These gains are

stronger in group-based environments where youth are required to coordinate actions, take
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responsibility for tasks, and respond to feedback from peers and mentors. The study highlights that
skill development depends on sustained exposure to structured interaction rather than short-term
participation. Emotional regulation improves when youth face consistent expectations and
accountability within program activities. Social competence improves when youth repeatedly engage
in teamwork and shared decision-making (Futch et al., 2019). Burner et al. (2023) add that evidence
on psychosocial outcomes shows that youth engaged in extracurricular activities report higher self-
esteem, stronger school connectedness, and better collaboration compared to non-participants. These
outcomes reflect internal development linked to external engagement. Self-gstéém increases when
youth experience competence in structured tasks. School connection strengthens when,extracurricular
participation reinforces a sense of belonging and identity within learniag,environments. Collaboration

improves through repeated exposure to group-based responsibilitiésy(Bengtsson et al., 2024).

Across studies, a consistent pattern shows that outcomes dependon continuity, structure, and program
quality. Irregular participation limits skill acquisitionjbecause youth lose repeated practice and
feedback cycles. Poorly structured programsgwedkeny developmental gains because they lack
consistent guidance, clear expectations, and stable ' mentering relationships (Durlak et al.,2022). The
literature, therefore, frames extracurricular participation as a structured learning system where life
skills develop through sustained,gorganized,/and supervised engagement rather than occasional
involvement. This pattern extends “acrdss all three dimensions of out-of-school mentorship
participation. Structured prégtam ihvolvement provides stability and sustained exposure. Community
engagement builds soéial responsibility through real-world participation and civic responsibility
(Gizem et al., 2024)» Extracusricular participation strengthens behavioral, cognitive, and social skills
through repedafeéd practiCe in guided settings. Lerner et al. (2023) show that positive youth
development inereases when ecological systems such as programs, communities, and activity
structures interact in a coordinated way rather than operating in isolation. Zhu et al. (2020) further
show that participation in out-of-school programmes predicts stronger positive youth development
outcomes when engagement is both sustained and multidimensional. The evidence, therefore,
positions youth development as an outcome of interaction between these dimensions, where strength

depends on integration rather than single exposure (Yulianto & Mahendra, 2023).
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This integrated pattern forms the basis of a strong consensus across the literature. Out-of-school
mentorship participation consistently links to positive youth development across cognitive, social,
and emotional domains. Studies converge on the findings that structured and sustained engagement
produces stronger outcomes than irregular or passive participation. Community engagement
strengthens identity formation, responsibility, and prosocial behavior through active involvement in
civic and social roles. Extracurricular participation builds transferable life skills such as teamwork,
communication, self-regulation, and problem-solving through repeated practice in organized settings
(Sheehan et al., 2022). The literature also agrees that outcomes strengthen when, youth experience
multiple engagement dimensions together rather than in isolation, as combined expesure reinforces
learning across behavioral, social, and emotional domains. This pattetn holds across different
contexts, although the strength of outcomes varies depending on pfogram quality and access (Roth et

al., 2003).

Evidence from both global and developing contexts suppottsithis consensus. Studies from North
America and Europe show consistent gains in self-esteem, €ivic responsibility, and life skills among
youth in structured mentorship and extracurrictlar§ystems. Similar patterns emerge in African and
Kenyan contexts where structured youth programs'show improvements in discipline, behavior, and
social integration (Van Dam et al 2021; Wekallo et al., 2024). Kariithi et al. (2022) report a positive
relationship between mentorship“intervefitions and student discipline in Kenyan schools, while
Onyiko et al. (2024) show® that ‘yeuth, development programs strengthen life skills, psychosocial
support, and entreprenéutship ‘ofientation when implementation is structured and accessible. Across
contexts, the dominant empigical position remains stable. Structured participation across multiple
engagement difhensions‘strengthens positive youth development outcomes, while fragmented or

weakly organized pasticipation limits developmental gains.

Despite broad agreement, the literature shows important divergences. The first contradiction relates
to outcome strength. Some studies report strong psychosocial outcomes such as confidence, self-
esteem, and prosocial behavior, while others report weak or indirect effects on academic achievement
and employability outcomes (Karanja & Nakulla, 2018). Raposa et al. (2019) show modest overall

effects of mentoring, with stronger gains in emotional and social domains than in academic
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performance. This suggests that mentorship influences internal development more than external

economic outcomes.

A second divergence relates to program structure. Well-structured programs with trained mentors,
sustained contact, and a clear curriculum produce stronger outcomes. Poorly structured or short-term
programs produce weak effects (DuBois et al., 2022b). Garcia-Alvarez et al. (2022) show that
duration and intensity significantly shape outcomes. Claro and Perelmiter (2022) show mixed effects
depending on program design and support systems. This creates inconsistencyactoss studies because
program quality varies widely. A third divergence relates to context. Thi§ iS because high-income
settings show stronger integration of youth into civic and extracurricular systemsy, while low-income
contexts show fragmented participation. This affects the consistéhcy of @utcomes. Differences in
access, institutional support, and program funding explain gfariationfin, findings more than youth
characteristics themselves. These contradictions show that partticipation alone does not determine

outcomes. Structure, intensity, and context shape resultsi(Dicksen et al.,2002b).

Methodologically, the literature relies heavily‘on cr@ss-sectional survey designs. These designs limit
causal inference and create a risk of self-report bias. Many studies measure outcomes using self-
reported questionnaires, which incteases social'desirability bias and weakens the validity of findings.
Most samples come from scheol-based, pépulations or established youth programs in high-income
settings. This creates selectional bias because youth already in structured systems are more likely to
report positive outcomes, (Kabit &Wiium, 2022). Meta-analyses and longitudinal studies provide
stronger evidencedlerner ctal. (2023) and Katayoun et al. (2023) show developmental change over
time, offering@Stronger €widence of programme effects. However, these studies remain fewer in
number than cross-sectional designs. Statistical approaches vary widely, from correlation and
regression models to meta-analytic effect sizes. This variation limits comparability across studies.
Measurement tools also differ across studies. Some focus on psychosocial outcomes, others on
behavioral or academic indicators. This fragmentation reduces consistency in findings. Most studies
also fail to isolate individual effects of program involvement, community engagement, and
extracurricular participation, making it difficult to determine which dimension drives outcomes most

strongly.
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An extensive review of studies indicates that youth who participate as out-of-school mentors have a
positive youth development outcome within an organized, well-resourced system. Studies in high-
income countries show that civic participation and extracurricular engagement are integrated into the
educational system, resulting in stable community participation patterns among youth. Research from
Kenya and other African countries has documented similar positive relationships with participation,
although there are fewer studies and less consistency in the results. While youth programs exist, they
have various designs, funding models, and lengths of operation. Onyiko et al. (2024) reported that
youth programs in Kenya address gaps in skills development, psychosocial issues, civic involvement,
and have limited structural capacity due to a lack of alignment with the labor market’s demand for
employees, as well as inconsistency of implementation. Kariithi et alg(2022) found that youth were
able to improve their school discipline through participation in thegrogram,butthe body of evidence
supporting this outcome has been largely limited to individu@l’counti€s,and school-based samples.
For youth programs in informal urban settings such as Kibray Nairobi, ‘very little empirical evidence
exists. Most of the documents reviewed and referenged are those related to structured programs that
are provided exclusively through schools or by non=gevernment agencies (NGOs); therefore, there is
a lack of contextual representation for the informal eommunity-based youth mentorship programs that
are prevalent in low-income urban areas. Urban youth from low-income communities face multiple
barriers related to poverty, job transition at the.completion of school responsibilities to the workplace,
and lack of access to community-basedystfactured youth programmes. Existing global research does

not adequately capture the Gnigue eharacteristics and challenges of low-income urban areas.

In general, the litefature cleasly demonstrates the effectiveness of structured participation in out-of-
school mentofship for positive youth development. Nevertheless, it fails to elucidate how the
interaction betweenithe three dimensions, namely structured program participation, community
participation, and extracurricular participation, can affect positive youth development outcomes.
Moreover, there is insufficient literature on how the three dimensions may operate synergistically in
informal urban settings characterized by resource limitations. For instance, it remains unclear how
structured, community-based, and extracurricular participation in out-of-school mentorship

influences positive youth development in urban slums such as Kibra in Nairobi.
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2.3.2 Mentor Support and Positive Youth Development

Research studies about mentor assistance in youth programs that operate outside school hours
organize their findings into four related areas of study. These areas include the quality of mentor
relationships, the duration of mentoring relationships, positive feedback, and the process of providing
guidance and counseling. The literature treats these dimensions as social capital structures embedded
in developmental relationships. Social capital refers to resources for youth access through trusted
adult networks, including emotional support, guidance, feedback, and access to opportunities. Raposa
etal. 2019) and Lindsay 2021) position these relationships as external developmental assets that shape
internal outcomes such as confidence, identity formation, and self-regulation. The'eore assumption
across the literature is simple. Youth development strengthens as acgess t0,consistent, trusted adult
support systems increases and weakens as these relational systemi§ybecome, unstable or fragmented

(Gurayan et al., 2021).

Effective mentorship starts with the quality of the anentor-telationship. The literature defines this
dimension in terms of trust, emotional safety, gommunication, shared expectations, and perceived
care. The elements determine whether youth will actively participate in mentoring or remain inactive
during their mentoring sessions. The research condueted by Rhodes et al. (2020, 2023) demonstrates
that adolescents who develop strong, relationships with their mentors achieve greater competence and
exhibit less involvement in riskyhactivities. The mechanism is consistent across studies. Trust
increases disclosure. Disclosuie ‘€nables researchers to identify youth requirements. This enables
targeted guidance and‘emotional ‘Support. Mentorship requires relational trust because it allows
mentors to develdp their “skills beyond ordinary functions. The literature, therefore, positions

relationship q@ality asith€condition that activates all other mentorship processes.

Mentor longevity, the second dimension, serves as the structural mechanism that supports the
maintenance of mentorship quality between the mentor and mentee over an extended period of time.
The literature demonstrates that contact between a mentor and mentee over time affects whether a
mentee trusts or distrusts their mentor. Research demonstrates that by extending mentorship
relationships for a period of greater than one year, along with maintaining ongoing regular contact
between the mentor and mentee, a mentee will experience more benefits such as improved self-

esteem, greater social competence, and lower rates of risky behaviors (Fernandes et al., 2021). Short-
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term mentorship relationships will produce less consistent benefits for a mentee because their trust in
their mentor is not fully developed, and if they are disengaged from their mentor, their developmental
continuum is negatively impacted. Rhodes and Roffman (2003) provide additional evidence of this
by demonstrating that youth who have been served by mentors for a longer period of time report
having more confidence in their academic abilities, greater social acceptance, and lower rates of
substance use than youth who have been involved in shorter-term mentorship relationships. Across
multiple studies conducted, longevity has been shown to be the stabilizing mechanism by which other

components of mentorship can function optimally (Dimitrova et al., 2021).

The third dimension uses positive affirmation to help youth develop their strengths through
recognition and encouragement. The literature links affirmation to_identity, foxmation, self-efficacy,
and motivation. White et al. (2021) show that consistent affitmation léads to higher competence,
confidence, connection, and character among youth participants.”Theymechanism operates through
internalization. Youth adjust their self-perception byhabserbing feedback that they receive from
trusted adults. Wawersik et al. (2023) extend thigpfindingiby showing that affirmation strengthens
self-efficacy, which in turn supports persistence i, learning and adaptive behavior. Across studies,
affirmation acts as a psychological remforcement method that enhances internal development

resources, particularly when it is given'through'dependable and secure mentoring relationships.

The fourth dimension of mentorship mcludes guidance and counseling, which provides students with
both cognitive and behavieral support. The literature defines it as structured advice, problem-solving
support, and decision guidance. The findings of Stelter et al. (2023) show that guided mentorship
leads to reduced substance use and behavioral problems while improving self-esteem among
vulnerable youth“populations. The mechanism involves structured reflection and exposure to
alternative choices. The youth base their decision-making process on the mentor's feedback, which
helps them understand the potential results of their choices. The research conducted by Carla et al.
(2023) demonstrates that structured guidance improves emotional regulation abilities while
decreasing the likelihood of risk behavior. Guidance, therefore, functions as cognitive scaffolding
that improves decision-making capacity through repeated interactions with mentors. Across these

four dimensions, the literature shows a consistent interaction structure (Zava et al., 2022). Strong
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relationships enable trust. Longevity sustains that trust. Affirmation strengthens identity formation.
Guidance shapes behavioral decisions. Weakness in any one dimension reduces the effectiveness of
the others, which limits overall developmental outcomes. The evidence, therefore, positions mentor
support as an integrated relational system rather than a set of independent program components (Boat

et al.,2024).

There is a strong consensus in the literature on the impact of mentorship on positive youth
development in the areas of emotion, socialization, and behavior. First, strong mentor relationships
are associated with enhanced levels of competence, confidence, and socialfintegration. For example,
Rhodes et al. (2020) and Raposa et al. (2019) conducted studies that demonstrated improvements in
emotional well-being and decreases in risk-taking behaviors mfyouth*whorreceived mentoring.
Second, mentor research consistently suggests that long-terin’ relationships with mentors lead to
greater improvements in self-esteem, behavioral regulation, and engagement than shorter
relationships (Catalano et al., 2021; DuBois et al., 2022b). Third, mentors generally produce reduced
levels of problem behaviors. For example, Steltex et aln(2023) and DuBois et al. (2022b) found lower
rates of substance use and delinquent behavioriamong yeuth with stable mentors when compared to
youth without stable mentors. Fourth, mentors provided both affirmation and guidance to the youth
they mentored; and, as demonstrated by White et al. (2021) and Wawersik et al. (2023), this
affirmation and guidance wege positivelghassociated with the youth’s level of self-efficacy and
decision-making. Therefore, aidominant empirical perspective continues to exist; that mentored youth
show more favorable dévelopmeéntalresults when they have a long-term, emotionally supportive, and

structured relationship with'their mentors.

The literaturcishows major contradictions that continue to exist despite this convergence. The
magnitude of effeet sizes demonstrates differences across outcomes and contexts. The research
conducted by Raposa et al. (2019) demonstrates that mentorship programmes produce stronger effects
on social-emotional development than on academic results because they help students develop their
internal capacities. Research on how long relationships last yields mixed results. The research shows
that strong effects continue throughout the first year, but earlier work such as DuBois et al. (2002a)
shows weaker or inconsistent duration effects. Researchers observe this shift because study design,

measurement, and sample composition change with time. Different types of mentors show different
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results. The research shows that trained program mentors achieve better results, while non-parental
adults, such as teachers or community leaders, achieve similar results by building trust. The
relationship between structured training and relational proximity needs further exploration. Academic
outcomes remain the most inconsistent domain (Chi et al.,2019). The research shows stable
behavioral and emotional progress, but academic results show weak or inconsistent development
across different studies (Chan & Luo, 2022). The program intensity, participant selection,
measurement methods, and follow-up period length all create different results between programs

(Tiffany & Eckenrode, 2012).

Researchers base their studies on methodological patterns that explain‘the observed discrepancies.
The literature examines multiple longitudinal and quasi-experimental,designs; but the studies show
varying quality in both their execution and their results (Brumowskaectal.,2020). A substantial portion
of research studies employs self-report assessments to evaluate”psyehological and social results.
People tend to assess their behavior according to socialstandatds, which create expectations for how
they should conduct themselves. The studies dnclude“different types of participants because
researchers select some participants from extehsiveuneta-analyses, while other studies focus on small
groups of at-risk youth, which creates challengesifer cross-study comparison (Damm et al., 2022).
The studies track participants for different follow-up periods, ranging from several months to multiple
years; this diverse tracking schedtile makes it impossible to determine long-term results. The research
synthesis becomes difficult because regression modeling is used in individual studies, whereas meta-
analyses rely on pooledéeffectisize,calculations. The measurement of mentor support across studies
also lacks standardizationj this 18’a result of multiple constructs being included with mentor support
(e.g., affirmation, ghidance, and the quality of the relationship), which complicates comparisons
between studiesi(De,Camara et al., 2021). The findings of the study emerge from the methodological
flaws, which cause'different effect sizes for mentor programs because weak designs create artificially

high short-term results.

The research shows that high-income areas, especially North America and Europe, serve as the
primary locations for mentoring research studies. Environments with greater resources develop
structured mentoring systems that include trained mentors who operate under institutional backing
and formal mentor-matching processes. In these contexts, researchers found that mentor support leads

to better emotional stability outcomes while decreasing risky behavior patterns and enhancing
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psychosocial development (Shek, 2020a). The number of studies available in lower-resource contexts
remains very small. The studies conducted in lower-resource settings show similar directional effects
to high-resourced settings, but their ability to demonstrate effects depends on three factors, which
include trained mentor availability, mentoring program history, and resource access for program
implementation. African communities have established informal mentoring systems that develop
through teacher interactions, religious leader contact, and community elder meetings. The systems
show potential for developmental use, but existing research lacks comprehensive information due to
the absence of substantial longitudinal or experimental evidence. Western mentoting models create
structured systems that differ from informal mentorship methods and hybrid mentoring practices that

resource-constrained environments use (Sethi, 2020).

The literature indicates an unresolved problem in the field. Thereis'no éomicrete evidence regarding
the impact of mentoring support in less resourced environfaents, Suchhas informal and unstructured
mentoring programs outside schools. The current rese@schion mentoring support is largely based on
structured mentoring programs with abundant resguices;, but very little attention has been paid to the

impact of less resourced mentoring structures

2.3.3 Individual Characteristics and¢Positive Youth Development

The third independent variable inthis,study isiindividual characteristics, conceptualized through nine
interrelated dimensions: godlseriented’ behavior, motivation, self-esteem, collaboration, self-
regulation, school connectedness, faith, confidence, and academic performance. The literature does
not treat these as isolated tsaits. It increasingly groups them into clusters of internal assets that shape
how youth interpret experience, regulate behavior, and attain Positive Youth Development (PYD)
outcomes. However, this clustering creates an ongoing problem in the field. Constructs overlap
heavily, definitions shift across studies, and measurement tools differ. As a result, the field risks
conceptual inflation, where similar psychological constructs are renamed and tested repeatedly
without clear separation. This study adopts the definition of Wawersik et al. (2023), which positions
individual characteristics as partly intrinsic and shaped through interactions with family, school,

mentorship, and peer systems.

A first dominant theme is personal agency and self-regulation. Goal orientation, motivation, and self-

regulation consistently appear as core drivers of PYD outcomes. Evidence from Linver et al. (2022)
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in Scotland links intentional self-regulation and purpose to higher confidence and connection among
adolescents. Mertens et al. (2022), in the Netherlands, using a randomized controlled trial, show that
increases in emotion regulation correspond to improvements in resilience and psychological well-
being. On the surface, this supports a strong consensus: youth who regulate behavior and sustain
purpose perform better developmentally. However, this conclusion is overstated in parts of the
literature. The evidence base is narrow in outcome range, heavily focused on short-term psychological
measures, and often ignores structural constraints such as poverty, school quality, or household
instability. A key contradiction appears in research on self-awareness. Selfsregulation shows
consistent effects, while self-reflection fails to predict outcomes in the Duteh trialyThis exposes a
weak theoretical assumption in PYD literature: that all internal awareness processes produce positive

developmental effects. The evidence does not support this assumpftien:

A second theme is self-concept, particularly self-esteem andiconfidence. Across studies, self-esteem
appears as a strong predictor and mediator of PYD outcomesisuch as life satisfaction, resilience, and
academic engagement. Asgeirsdottir and Sigfusdottar (2021) in Iceland show that self-esteem
mediates the link between social support andlife satisfaction, with stronger effects among youth
exposed to violence or abuse. Muchemi (2023) in‘Kenya reports differences in self-esteem across
school types, suggesting institutional influenee on internal psychological development. Despite this
convergence, the literature is methedologically weak in several areas. Most studies rely on cross-
sectional designs, which préyent any claim about the direction of causality. It remains unclear whether
self-esteem drives PYD outcomes” or whether successful youth report higher self-esteem after
achieving positive@utcomes.ln addition, inconsistent measurement tools reduce comparability across
studies. Someflise validated scales; others rely on researcher-developed instruments, which weakens
construct reliabtlity and creates fragmented findings that are difficult to synthesize (Rickets et al.,

2024).

A third theme is interpersonal competence, particularly collaboration, teamwork, and school
connectedness. The literature strongly associates these constructs with improved social functioning,
belonging, and behavioral regulation. Jones (2024) shows that team sports develop cooperation,
communication, and shared responsibility. Studies on school connectedness, including Page et al.

(2021) in Australia and McCabe et al. (2022), link belonging and engagement to better mental health
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and reduced behavioral risk. Despite this apparent consensus, the field has a conceptual problem.
School connectedness is inconsistently defined. Some studies treat it as an internal psychological
perception, while others treat it as an environmental condition produced by schools. This
inconsistency weakens theoretical precision and makes comparisons across studies unreliable (Mulla
etal., 2020; Page et al., 2012; Bradley et al., 2021). A further limitation is methodological imbalance.
Qualitative case studies and conceptual reviews dominate parts of this literature, while fewer studies
use longitudinal or experimental designs. This reduces confidence in claims about the direction and

stability of effects.

A fourth theme is moral and value-based development, particularlygfaithyand spirituality. Studies
generally report positive associations between religious involvemient:andyPYD outcomes such as
prosocial behavior, emotional well-being, and reduced risk béhavior. Vaingankar et al. (2021) show
associations between religious affiliation and higher PYD mdicatorsyacross multiple faith traditions.
Hay et al. (2024) link religiousness to lower substance use andstronger prosocial behavior. However,
these findings are not theoretically stable. The Jiterature,often treats religion as a single protective
construct, without distinguishing among institutionaliparticipation, personal belief, and cultural
context. This produces conceptual blut and weak explanatory power. The mechanisms are also
underdeveloped. Most studies stopat association and do not explain how or why faith translates into
developmental outcomes. In addition;telidnce on self-report measures introduces bias, particularly

for socially sensitive constructs sueh as religion and morality.

Across all themes§ the stromgest apparent consensus is that individual characteristics function as
internal mechafiismslinking environmental inputs to PYD outcomes (Zareei et al., 2023). However,
this consensus 18 partly superficial. The literature does not consistently test this mechanism. Many
studies measure correlations without modeling interaction effects between individual traits and
environmental conditions. As a result, claims about “internal assets driving development” remain
largely descriptive rather than explanatory. A key contradiction also persists as to whether individual
characteristics operate independently or only when activated by context. Evidence increasingly

supports the second position, but this is rarely tested directly (Wawersik et al., 2023).
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Several methodological weaknesses cut across the entire field. Cross-sectional designs dominate,
limiting causal inference and masking developmental change. Self-report instruments dominate data
collection, increasing the risk of social desirability bias and common method variance. Measurement
inconsistency across studies weakens construct validity, especially where similar constructs are
labeled differently or assessed using non-standard tools. Desk-based and conceptual studies further
dilute empirical strength by repeating established associations without new data. Experimental and
longitudinal designs remain rare outside a small number of studies, such as Mertens et al. (2022),

leaving major gaps in developmental evidence.

Contextual bias is another major limitation. Most evidence comes, ftom “high-income, stable
educational systems. These contexts provide structured schoolifig, ‘consistent adult support, and
predictable developmental environments. Evidence from lowsfesoutce,uastable, or high-risk settings
remains limited. This creates a distorted evidence base where PYD processes are inferred from
relatively stable environments and then assumed go“applys universally. This assumption is not
supported by sufficient comparative evidenge.“ Ityrisks yovergeneralization and weakens the

applicability of dominant PYD models across diverse contexts.

Overall, the literature does not proyide a coherent or fully tested model of individual characteristics
in PYD. It offers multiple ovetlappingicohstructs, partial evidence of association, and inconsistent
theoretical boundaries. The‘strengest defensible position is that individual characteristics function as
context-sensitive, intefdependent assets, but the field lacks strong causal evidence, consistent
measurement, andfeross-context validation. This leaves a critical gap in understanding how these
characteristics¥intera¢t Within specific environments to produce Positive Youth Development

outcomes.

2.3.4 Parental Support as a Moderator of Positive Youth Development

Parental support in the Positive Youth Development (PYD) literature is not a single construct but a
layered system comprising five interdependent dimensions: economic support, family connectedness,
home environment stability, encouragement and affirmation, and family communication. Across
studies, these dimensions are rarely effective in isolation. They function as a combined family system

that shapes how young people respond to external developmental inputs such as schooling,
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mentorship programs, and peer environments (Belintxon et al.,2020). The literature broadly agrees
that stronger parental support improves PYD outcomes, but this relationship is neither uniform nor
linear, and it is not universally stable. Instead, effects shift depending on how these five dimensions

interact and the broader social conditions surrounding the household (Bradley et al., 2012).

The dominant theoretical position frames parental support as a moderating system that influences the
strength and direction of youth development processes. Wawersik et al. (2023) conceptualize
individual and contextual influences as interwoven, meaning that parental support does not simply
produce outcomes but reshapes how other developmental systems functiond This creates an important
analytical shift. Parental support becomes a “filter” through whichgexternaltinfluences, such as
schooling or peer networks, are either strengthened or weakened (Bengtsson etal., 2024). However,
this assumption is not consistently tested across empirical studies. Muchyof the literature still isolates
single dimensions of parental support, which creates fragmentation and weakens theoretical

integration (Boakye et al., 2022)

Economic support emerges as the structural foundationjef parental influence, but the evidence base
is less stable than often assumed. Studie§ such as Alivernini et al. (2020) and Zava et al. (2022) show
that socioeconomic status is associated gwith stronger academic self-efficacy, better school
satisfaction, and improved competence ahd connection outcomes. The underlying mechanism is
straightforward: household$ with‘more financial resources provide access to educational materials,
stable learning environfentsy and reduced exposure to stress. However, this explanation becomes less
convincing when_eXternal systems are strong. Several studies suggest that when schools, mentorship
programs, opffeommunity interventions are well developed, the direct predictive power of
socioeconomic status, weakens (Oberle et al., 2020). This introduces a key inconsistency. Economic
advantage does not always translate into better developmental outcomes unless it is activated through
supportive institutional environments. This weakens any simplistic interpretation of socioeconomic

status as a direct determinant of PYD (Orejudo et al., 2021).
Family connectedness represents the relational core of parental support and shows stronger

consistency across studies. Evidence from Zhu et al. (2020) and Mulla et al. (2020) indicates that

emotional bonding between parents and adolescents is strongly associated with improved self-esteem,
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reduced delinquency, and smoother psychosocial transition into adulthood. The mechanism is
emotional security, which increases adolescents’ willingness to seek guidance and regulate behavior
(Zhou et al., 2020). However, even within this relatively stable dimension, methodological limitations
weaken certainty. Most studies rely on self-report surveys, which capture perceived connectedness
rather than objectively measured relational quality. This introduces bias because adolescents
experiencing distress may under-report or over-interpret parental support. The literature, therefore,
risks conflating perception with actual relational functioning (Skinner et al., 2022).

Home environment stability forms the contextual and stress-regulation dimension'of parental support.
Evidence consistently shows that instability, including violence, separation, or ‘€hronic conflict,
undermines PYD outcomes. Ming et al. (2023) demonstrate streng “‘links“between household
instability and emotional distress, substance use, and poor academie,engageément. The mechanism is
cumulative stress exposure, which disrupts emotional regulation @nd teduces participation in
structured developmental systems. However, a critical gapiemergesyhere. Many studies treat home
instability as a static condition, ignoring variation in duration, severity, and timing. This weakens
explanatory precision because short-term disruption‘andichronic instability likely produce different
developmental trajectories. The literature, “thereforey, overgeneralizes a highly heterogeneous

experience (Shek et al., 2021).

Encouragement and affirmation operateasfthe psychological reinforcement layer of parental support.
Li et al. (2022) show that éonsisteént parental affirmation is associated with higher self-esteem and
reduced behavioral pfoblems.fThe mechanism is internalization of parental feedback, where
adolescents constiliet self-worth based on repeated signals of value and competence. However, this
dimension is gften treatedias universally beneficial, which oversimplifies its effects. Over-affirmation
without behavioral ‘boundaries may, in some contexts, reduce self-regulation or inflate unrealistic
self-appraisal, although this is not consistently examined in the PYD literature. This reveals a
conceptual weakness: encouragement is assumed to function linearly, but evidence on optimal levels

and cultural variation remains underdeveloped (Shek et al., 2020a).
Family communication forms the functional mechanism through which all other dimensions operate.

Mackova et al. (2019) and Novak et al. (2021) show that open communication is strongly associated

with lower anxiety, depression, and stress, as well as improved emotional regulation. The mechanism
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is disclosure access, where adolescents are more likely to share challenges early, enabling a timely
parental response. However, not all types of communication produce positive outcomes. Hierarchical
or restrictive communication structures are associated with weaker or inconsistent associations with
PYD outcomes. This introduces an important contradiction in the literature. Communication is often
treated as a single construct, yet its effects vary significantly depending on whether it is open,
controlling, or punitive. This conceptual inconsistency weakens measurement clarity and reduces

comparability across studies (Sox et al., 2023).

Across these five dimensions, the strongest pattern in the literature is ghterdependence. Parental
support functions as a system rather than a set of isolated variabless Fe¢onomic resources enable
stability. Stability supports communication. Communicationgstrengthéns>emotional bonding.
Emotional bonding reinforces encouragement. Together, these processes, shape adolescent identity,
behavior, and engagement in developmental systems (Sox ‘€t al.,.2023). However, this system-level
interpretation is not consistently tested empirically. Moststudies continue to model parental support
as isolated predictors rather than interacting mechanisms,thuslimiting theoretical advancement (Mao

et al., 2020).

A second major pattern is the consistent assoc¢iation between parental support and PYD outcomes
across emotional, behavioral, andjacademiic domains. Studies such as Zhu et al. (2020), Li et al.
(2021), and Sethi et al. (2020),converge on the finding that supportive family environments reduce
risk behaviors while stfengthening self-esteem, competence, and psychosocial adjustment. However,
this consensus isgStronger for emotional and behavioral outcomes than for academic outcomes.
Academic performance Shows weaker and more inconsistent associations, suggesting that school-
level and peer influences may play a stronger role than parental support alone (Ochola et al., 2020;
Pololi et al., 2023). These findings challenge simplified claims that parental support directly drives

academic success.

Despite this general convergence, significant contradictions appear across the literature. The most
prominent is the inconsistent role of socioeconomic status. Some studies treat it as a strong predictor
of PYD outcomes, while others show weak or indirect effects once school and community systems

are included. This suggests mediation through institutional structures rather than direct influence.
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Another contradiction lies in communication research, where outcomes vary depending on whether
communication is open or restrictive. The literature also lacks agreement on whether parental support
functions primarily as a direct influence or a buffering mechanism that moderates external stressors

(Arshad et al., 2024).

Methodological limitations significantly weaken the strength of the evidence base. Most studies rely
on cross-sectional survey designs, which limit causal inference and prevent understanding of
developmental change over time. For example, Mackova et al. (2019) and Zava et al. (2022) use
regression-based models that identify associations but cannot establishgdirectionality. Self-report
measures dominate the literature, introducing social desirability bias ‘and pesceptual distortion.
Measurement inconsistency further compounds the problem, withiparentalsupport operationalized
differently across studies, ranging from single-item emotional elosenesgyscales to multi-dimensional

composite indices. This reduces comparability and weakens synthesis (Hengyu et al., 2024).

Zhu et al. (2020) provide stronger evidence by txacking parental support effects over time, showing
sustained influence on behavioral outcomes.“Buengonsejo et al. (2024), Lerner et al. (2024), and
Lerner et al. (2021a) longitudinal study also provide similar perspectives. However, such studies
remain exceptions rather than the norm.”Structural equation modeling is also underused, despite its
suitability for testing indirect gffects ‘@andémoderation pathways. As a result, the field lacks robust
testing of parental supportt@syanintégrated moderating system. Contextual bias is another major
limitation. Most evidence comes from high-income countries where family systems operate alongside
structured educatiomsystemsyand well-resourced youth programs. In these contexts, parental support
interacts with@§ehoolsy mentorship, and extracurricular activities to produce layered developmental
effects. Rhodes et ak (2020, 2023) and Lerner et al. (2023) show that stable family environments
reinforce external developmental systems, strengthening confidence, competence, and connection.
However, this creates an over-representation problem in the literature. Findings are heavily shaped

by stable, resource-rich environments that limit transferability.
Evidence from low-resource and high-stress contexts is limited and fragmented. Where available,

studies such as Alivernini et al. (2020), Zava et al. (2022), and Ming et al. (2023) show weaker and

less predictable developmental outcomes due to poverty, household instability, and reduced access to
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structured services. These conditions disrupt the consistency of parental engagement and weaken the
protective function of family systems. However, the literature rarely models how multiple stressors
interact simultaneously. Instead, it treats poverty, conflict, or instability as separate variables,

oversimplifying lived realities in high-risk environments (Ouko et al., 2022).

Across the literature, parental support consistently emerges as a multidimensional moderator of
Positive Youth Development. However, the strength of this conclusion is constrained by conceptual
fragmentation, methodological limitations, and contextual imbalance. The field @ssumes interaction
between dimensions but rarely tests it directly. It assumes universality of effects butielies heavily on
high-income samples. It assumes stable measurement of parental suppertbut uses inconsistent tools
across studies. These gaps weaken theoretical precision and limitfpracticabapplication (Deng et al.,

2022).

A more critical reading of the evidence suggests that parental support does not uniformly shape
Positive Youth Development. Instead, its influencéndepends on the interaction among economic
stability, relational quality, communication*structurey and external institutional systems. The
literature, therefore, supports a conditional model“rather than a universal one. This creates a clear
research gap: how combinations of pasental support dimensions operate under different
socioeconomic and institutional conditions, remains insufficiently understood, particularly in low-

resource environments whetehnstability and external constraints are more pronounced.

2.4 Conceptual Framework of out-of-school Mentorship Programs on Positive Youth
Development
The conceptual™framework hypothesizes that positive youth development (PYD) is a function of
participation in out-of-school mentorship. This is because youth who are in these programs learn life
skills that set them up for success as they transition from school to work and adulthood. Evidence
suggests that, in order for a successful transition to take place, young people need to be equipped with
individual proficiencies, develop skills, and obtain the support they need to thrive as adults, enjoy
good health, succeed economically, and make meaningful contributions to their communities

(Chhetri, 2023).
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Positive Youth Development is also influenced by Mentor support. Mentors encourage the youth to
be good versions of themselves. They hold the hand of this young person, speak into their lives by
affirming them, encouraging, modeling, and providing guidance and counseling by encouraging the
youth to remain focused, inspiring them to excel in school, and providing opportunities for young
people to practice their leadership skills (Duisenbayev et al., 2024). Mentors create the right
environment that helps children and youth thrive. Additionally, students’ individual characteristics
are those sets of skills that are unique to a particular person. These include perceptive
thinking, emotional, social, and behavioral traits that shape how a student Jeatns, interacts, and
succeeds, including their learning styles, motivation, self-discipline, resilience, psior knowledge,
interests, and cultural background, all influencing their educational jousneyrand life outcomes. These
skills are inherent to an individual or may be learned through lifefexperienecs’or through modeling

by a parent, non-parent, like a mentor (Keller et al., 2023).

The period of adolescence has often been characterized as having challenges, especially in low- and
middle-income countries, where young people “arépexposed to risk factors that threaten their
development and well-being (Bhutta et al., 2023).“De“€amara, et al., (2021) posit that many of the
risk factors that young people are exposed to are‘embedded in the interaction between a young
person’s environs and its ecosystem (a) zelate to environmental surroundings such as family
circumstance-household factogs, povettyflack of parental support, (b) community factors such as
inadequate infrastructure in‘the,community-school facilities, inadequate access to basic services (like
water, sanitation, healthiand education) while individual characteristics (relate to biological, cognitive
and psychologicalfattributesyof individuals (Refer to Appendix 1: Conceptual Framework of
Positive YouthiDevelopment). These risk factors jeopardize the development of children and young
people and are prevalent in Kibra, the context of this study. Karanja and Gikungu (2018) highlight
risk factors or barriers to youth development that have long-term effects, which have been known to
have irreversible consequences in later stages of life. Evidence has shown that the four developmental
domains, namely, assets, agency, contribution, and an enabling environment (Refer to Fig 1:
Appendix 1: Conceptual Framework of Positive Youth Development), interact both in concert
and bi-directionally to enable youth to develop competencies needed to develop prosocial behaviors
like self-discipline, responsibility, and positive relationships with family, schools, peers, and

communities.
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Figure 2.1

Conceptual Framework «&
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Note. Source: Conceptualized by Author (2024)

This study developed a framework based on the Rhodes Mentorship model and tested it (Refer to Fig
1: Appendix 1: Conceptual Framework of Positive Youth Development). Rhodes (2020) posits

Repository

that mentorship influences youth across three interconnected ways; first, it strengthens youth social

interactions and mental health, second, it boosts intellectual capabilities from instruction and

discussion, and finally, it encourages healthy temperament by modeled behavior. The study will be
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limited to tangible and intangible mentorship attributes that have an effect on social and cognitive
competence. The model proposes that the mentor-mentee relationship will have a significant effect if
and only if there is genuine companionship and care to deter negative aspects that hinder a harmonious
relationship between them. Mentorship programs have activities that either directly or indirectly
contribute to mentee cognitive development, promote academic achievement, and the development

of positive values.

The study shows that mentorship programs have an influence on positive youth development
(competence, confidence, connection, character, caring, and contribution)4¥Youth mentorship will be
operationalized as youth participation in mentorship programs (developmentief life skills, goal-
oriented behaviors, program engagement and involvement in eXtsa-curricular activities), mentor
support (mentor relationship, role modeling, positive affirmation and guidance and counseling), and
individual student characteristics (motivation, self-esteem,collaboration and self-regulation).
Parental support (household factors, level of connectedness, home environment, encouragement, and

family communication) moderating effects wergyexamined.

The concept of Positive Youth Development (PYD) has gained global recognition as a framework
that emphasizes the cultivation of holistic well-being and positive personality development among
young people (Lerner et al.g 2023).3Céntral to this framework are the “6Cs”—Competence,
Confidence, Connection, Chatacter;, Caring, and Contribution—which collectively provide indicators
for measuring how yotth develop despite adverse circumstances. This study focused on assessing
these six dimensions, a taskiparticularly significant in the Kenyan context where many, eighty per
cent (80%) eofpbeneficiaries of out-of-school programmes, come from deeply disadvantaged
backgrounds (Ochola, 2020). Young people from under-privileged settings often lack stable support

systems, making the potential impact of mentorship interventions especially critical.

A notable limitation in the existing PYD literature is that much of it has emerged from highly
resourced environments, particularly the United States. As a result, its findings may not seamlessly
compare to the Kenyan context, where social and economic conditions differ significantly. While
PYD research in developed economies has provided robust theoretical foundations and

comprehensive measurement tools, these studies often assume access to stable institutions, structured
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mentorship systems, and consistent parental or community support. Such assumptions reveal a
weakness: the literature is largely shaped by contexts with stronger social safety nets, making it less
attuned to the realities of African youth who frequently navigate poverty, fragile family structures,

and underdeveloped community support mechanisms.

Three major gaps emerge in the existing body of work. First, although mentoring programs are widely
studied, their effectiveness remains insufficiently understood. Much of the available evidence focuses
on psychosocial outcomes in Western settings, with limited attention to employment, earnings, or
family well-being (Cantor et al.,2021). The strength of this literature lies ift its methedological rigor
and detailed theory-building. However, it falls short by overlookingdengstermypractical outcomes
that matter for youth in low-resource settings. Equally, in countfies ‘suchjas'Kenya, where young
people face high unemployment and socio-economic vulnerability; théplack of research connecting

mentorship to labor market outcomes represents a significant blind spot (Mondisa et al., 2021).

Second, there is a marked scarcity of empirical, PYD research conducted in Africa. While policy
frameworks in Kenya acknowledge the impegtance, of,youth empowerment, mentorship remains
poorly operationalized in both schools and*higher‘education institutions. While this policy—practice
gap 1s highlighted in the literature,ghereis little attention to why it persists. Similarly, scholars note
the absence of formal mentorship stiuctures, yet few evaluate how existing community-based or out-
of-school programs attemptito fill that void. Consequently, the understanding of mentorship’s
influence on engagemént, resilience, and skill development among African youth remains limited,
calling for more £ontext-sensitive research and measurement approaches (Musyimi et al., 2021;

Muchemi, 2023);

Third, the literature increasingly recognizes that youth development occurs within complex social
contexts. Young people are not shaped solely by programs but by the interactions across families,
communities, and neighborhoods. Strengths of recent studies—such as Colter et al. (2024) and Cavell
(2021)—include their acknowledgment of community participation as a contributor to both youth and
community development. These works emphasize participatory structures, decision-making, and
communication skills gained through community engagement. Nonetheless, they tend to romanticize

the role of community without critically examining the unevenness of community resources or the
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structural constraints that limit youth participation in many African settings. For instance, the Ubuntu
philosophy— “I am because you are”—captures the ideal of a supportive communal environment,
yet the literature often underplays how poverty, insecurity, or weak local institutions may inhibit the
very communal synergy it celebrates. Taken together, these gaps illustrate the need for a more holistic
and contextually grounded understanding of PYD in Kenya and similar settings. A more systematic
comparison of program outcomes, community dynamics, and contextual challenges would be
instrumental in shaping mentorship models that meaningfully foster the 6Cs. Presenting these gaps in
tabular form, as recommended in scholarly writing, would further clarify how existing studies cluster

around certain themes, what they contribute, and where their limitations li€ (Orejudoyet al., 2021).

This critique underscores the fact that while the PYD frameWerk offers»a strong theoretical
foundation, its application in the Kenyan context requires adaptationjidecper empirical grounding,
and more nuanced attention to the socio-economic realities of youth. The term “Positive Youth
Development” (PYD) is aimed at enhancing positivegpetsonality, development and well-being among
young people (Lerner et al., 2023). The 6Cs of P¥.D, which ate Competence, Confidence, Connection,
Character, Caring, and Contribution, work despitexfacing considerable challenges for youth. The
research focused on evaluating the indicators of the'6C’s. This is significant given that beneficiaries
who participate in out-of-school pregrams ate selected from among the poorest and neediest families
in their communities and may aot‘haveshad,the same opportunities as their peers. Surprisingly, their
value contribution has beendocumented mostly in developed economies whose socio-economic
needs may not be harmfonious With'the Kenyan case.

2.5 Summary and Gaps

Research Methodological.Research Gaps

Despite the theoretical and empirical progress made, several gaps remain evident. First, the bulk of
Family Communication Patterns Theory (FCPT) and PYD-related communication research originates
from Western countries, where family structures and communication norms are shaped by
individualistic cultural contexts. The cross-cultural applicability of these theories is insufficiently
tested in African settings, where hierarchical communication, extended family networks, and
communal child-rearing practices—reflected in concepts such as Ubuntu—often influence youth

development differently (Wekullo et al.,2024).
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Second, existing studies focus more on describing communication patterns than explaining how and
why these patterns influence specific PYD outcomes. For example, while communication is linked to
academic or emotional competence, the mechanisms linking these variables remain underexplored,
particularly in environments characterized by economic hardship, parental absence, or unstable social
support systems (Adams et al., 2022; Arindra et al., 2023). Third, methodological limitations persist.
While many studies rely on the longitudinal approach, they fail to employ mixed-method or culturally
adapted designs that could reveal nuanced developmental trajectories or explain context-specific
variations. There are also fewer cross-sectional surveys, or use of self-report questionnaires, and non-
random sampling, which collectively constrain generalizability and reducefthe ability,to draw causal

conclusions (Almeida et al.,2023; Hirose & Creswell, 2023).

Finally, little research examines communication within a broader e¢osystem of parental support. The
literature tends to isolate communication, yet in practice; it interacts with parental involvement,
mentoring, economic stability, and community supporty The limited integration of these variables
creates fragmented insights rather than a holisticuundérstanding of how communication contributes to
PYD among diverse youth populations. Including a table to summarize these gaps—categorizing
them as theoretical, contextual, and methodological==would further clarify the limitations and guide
future research directions. Overally, while the'teadings collectively underscore the importance of
communication in fostering PYDjthey 6ften emphasize findings over critique, rely heavily on
Western-derived theory, and lack'¢emprehensive contextual adaptation (Sox et al.,2023). This study,
therefore, seeks to examine comimumnication not simply as a theoretical variable but as a practical and
culturally groundéd component of parental support within the Kenyan context, where youth
developmentalfpeedshafnid family communication patterns may differ significantly from those

described in existingiliterature.

Literature Gaps

This study advances knowledge by demonstrating that effective mentorship goes beyond academic
guidance and must also include intentional support for the emotional, relational, and personal
development of young people. The findings show that when mentors are trained to address the diverse
needs of their mentees—such as emotional well-being, confidence building, and social connectedness

—students experience more holistic growth. This expands existing understanding by emphasizing
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that mentorship is most impactful when it integrates both academic support and psychosocial

development (Chi et al.,2019)

The results also strongly support the theories underpinning the study, particularly positive youth
development theory and ecological systems theory. Positive youth development theory highlights the
importance of nurturing resilience, adaptability, competence, and confidence. The study’s findings
confirm that supportive mentor—mentee relationships contribute directly to these positive attributes.
Similarly, ecological systems theory stresses the influence of close relational environments, or the
microsystem, on youth outcomes. The clear benefits of relational and emetional support—including
feeling valued, encouraged, and connected—demonstrate how meaningfuliinteragtions in mentorship
and family settings shape young people's development. In thisgWay; thestudy not only supports
existing theories but also provides evidence that enhancinggelationalyand emotional bonds within
mentorship programs is essential for fostering well-rounded'development in adolescents (Christensen

et al., 2020).

From the foregoing empirical and theoretical literature teview, we see that there are methodological,
contextual, and knowledge gaps. Contextually, " P¥YD models were developed and empirically
examined in developed economiesgthough yeuths in developing economies are exposed to different
social and cultural practices that may havefeffects on their demand for mentorship programs. Further,
the influx of technological development, social media and changes in social cultural set-ups may have
triggered changes in résponse o youths’ development needs (Ochola et al., 2020; Stephen et al.,

2024).

Austrian et al. (2021) in their meta-analysis posit that major studies that have been undertaken on
studying PYD have been quite subjective and anchored mainly on “evaluation of students’
impressions” rather than seeking to understand the in-depth analysis on outcomes of PYD.
Additionally, while past studies may have considered drawing data from heterogeneous sources rather
than limiting themselves to single research designs, their meta-analysis concluded that most studies
tended to adopt either a longitudinal or an experimental research design and sourced data over
different periods from documented data that led to inconclusive findings. Further, studies drawn in

the African context are constrained in their methodological rigor since they are limited by the timing
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of researchers’ academic programs. Methodologically, it is appropriate for studies to rely on a cross-
sectional research design and deploy MMR so as to collect qualitative and quantitative data that may
present either convergent or divergent results on the effect of mentorship on youth development
(Brumovska et al., 2020; Buenconsejo et al., 2024). This study will employ MMR and ensure that
rigor is employed to ensure that the findings provide conclusive proposals that can be employed at

the policy-making level.

Though Grossman et al. (2017) explored mentorship effects through matching of mentor to mentee,

the study failed to examine the effect of matching duration on youth outco d 2025). Studies

that relied on qualitative research designs could not be generalized t. er populations owing to

py—

the subjective selection of respondents. Further, respondent d exclusion biased

inclusion may erode the likelihood of gathering requisite stances, qualitative data

collection tool quality may not have been easily tested fo nd validity, thus minimizing

NS

urban and rural set-ups may have varying

the odds of replicating respective study findings (Dui al., 2024). Study location may have

an influence on access and reliance on ment s, an aspect that ought to have been
factored by past studies, for instance, youth

access and demand for mentorship. \

NG
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CHAPTER THREE
RESEARCH METHODOLOGY

3.1 Introduction
This section outlines the research approach, research design, research instruments, testing techniques,
and data collection methodologies employed, guided by the study's conceptualization. The study

utilized mixed methods.

3.2 Research Philosophy

There are varied schools of thought that inform the meaning or intefpretation of given research
(Kivunja & Kuyini, 2017). This research study is grounded in_the \pragmatist school of thought
attributed to the pragmatists, such as philosopher Charles Sanders,Peircéiand psychologist William
James. Their key arguments are based on the fact that knowledge is not only about theories but also
about how practical it is in solving real problems in the réal world: Thus, pragmatism orients itself
around "what works" and "what is practice" (Buyigani €t,al.32024). A central tenet of this philosophy
is that human behaviors cannot be divorced from priorencounters or the ideas that resulted from those
encounters (Buyisani et al., 2024). The pragmaticyapproach of this study is that mentorship creates
experiences for youth that help them dewvelop a positive worldview towards life and decision making,
which in turn has implications ofisthéchoices they make and consequently affects the outcomes of

their life.

Moreover, grounded theery methodology, specifically the pragmatic-leaning and Straussian
approach, has_beenintegrated in this study. The integration of the two is designed to generate a
theoretical explanation of a social process or interaction grounded in empirical field data. The core
procedures involve”simultaneous data collection and analysis, constant comparative analysis,
theoretical sampling, and memo-writing to develop conceptual categories and an overarching theory
(Corbin & Strauss, 2015). The integration of pragmatism as the philosophical foundation for
grounded theory is well supported in the current methodological literature (Onwuegbuzie & Leech,
2023). Scholars argue that the two are inherently compatible due to shared philosophical roots and
procedural alignments. This study utilizes pragmatism to provide a coherent and robust justification

for employing grounded theory methods in a way that is flexible, problem-focused, and oriented
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toward developing practical solutions. This combined approach avoids unresolvable metaphysical
debates and focuses the research squarely on generating a useful contribution to out-of-school youth

mentorship.

Equally, it highlights that there are ample ways to investigate reality, and thus there is richness in
employing different approaches to understand the phenomena one is researching. Most importantly,
it emphasizes the importance of subjective narratives and how these are linked with the subject's lived
experiences. This is key for this study also, as it will allow a deeper understanding of the subjective
narratives of the students in ‘out-of-school’ mentorship and their own ingétpretations of their lived

experiences. Equally, it highlights how these lived experiences shape and mfluence their development

(Creswell & Creswell, 2022).

To be able to critically examine youth feedback, both qualitative and quantitative questions were
asked to validate the consistency of the responses. dheyontelogical question of this research is the
influence of participation in the out-of-school gouthymentorship, parental support, and individual
characteristics on positive youth development: A conceptual framework was developed to determine
the epistemological assumptions about how indicators of participation in out-of-school mentorship
led youth to acquire the 6Cs of positive youth development. This study adopted a pragmatic
philosophy and used the Mixed Methedsd®Research (MMR) approach (Bryman, 2022). MMR refers
to a practice of study combining quantitative (positivist) and qualitative (interpretivist) data within a
single investigation (Creswell'& Creswell, 2022). The positivist approach postulates that the issue
under investigatiofiyis independent and cannot be influenced by the researcher. This data, upon
analysis, wasg@encralized,and statistical methods were employed to enable prediction (Brumovska et

al., 2020).

The study applied epistemologically pragmatic grounded theory to collect qualitative and quantitative
data. Quantitative data were sourced to respond to the causal link between participation in out-of-
school youth mentorship and its influence on positive youth development. Qualitative data was
sourced to elucidate how respondents interpreted and valued mentorship, the learning exchange,
different experiences, interactions, reflections, and capturing youth voices in relation to PYD in Kibra

Sub-County, Nairobi County, Kenya. This is because youth are key drivers of their own development
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and also contributors in the world they live in (Wachira Wamdiiyti, 2014). The key aspects of youth
mentorship align with this approach. This philosophical stance also influenced the choice of the
research methodology.

3.3 Research Context and Approach

3.3.1 Research Design

A convergent parallel mixed methods design guides this study. Quantitative and qualitative data are
collected separately but within the same period. Each dataset is analyzed on its own. The findings are
then integrated during interpretation to form a single, clear explanation of the results (Creswell &
Creswell, 2022). This design supports direct comparison between stagitical patterns and lived

experiences from the same setting.

The design fits the study because out-of-school mentorship and’PositiveéyY outh Development require
both measurement and explanation. Quantitative data captures. mentorship participation, mentor
support, parental support, individual characteristicsy, and Positive Youth Development outcomes.
Qualitative data captures how students experience mentorship in their daily lives and how these
experiences shape their development. Numbersialong,domot explain these experiences, and narratives
alone do not show the strength of relationships ‘between variables. The combination strengthens

understanding of the same phenomenon (Creswell & Creswell, 2022).

Quantitative data is collected, using’ structured questionnaires administered to secondary school
students in out-of-school mentérship programs. The instruments measure the key study variables
linked to Positived¥outh Development. Qualitative data is collected through interviews and group
discussions withystudentsiand program facilitators. Both datasets are collected within the same field
period to keep conditions consistent. Chandrakumar et al. (2023) support this approach by showing
that parallel data collection improves comparison across datasets. Quantitative data is analyzed using
statistical methods to identify patterns and relationships among variables. Qualitative data is analyzed
using thematic analysis to capture meanings and experiences. Both sets of findings are then compared
and merged during interpretation, linking statistical results with explanations from lived experiences

(Creswell & Creswell, 2022).
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The design aligns directly with the study variables. Quantitative analysis measures relationships
among mentorship participation, mentor support, parental support, individual characteristics, and
Positive Youth Development outcomes. Qualitative analysis explains how these relationships operate
in real settings. The convergent parallel design suits the non-manipulative nature of the study, as
existing mentorship systems in Kibra are observed without intervention. This approach brings
measurement and explanation together within a single framework and strengthens understanding of
how out-of-school mentorship relates to Positive Youth Development in real-world contexts

(Creswell & Creswell, 2022).

3.3.2 The Study Site

The study took place in Nairobi County, the capital city of Kenya,/and‘ene of the country’s forty-
seven counties. It borders Kiambu County to the north and,west,”Kajiado County to the south, and
Machakos County to the east. Within Nairobi, the stuly foctises ‘on Kibra Constituency, located to
the southwest of the city. Kibra covers about 12:l ‘km*jand sits at approximately -1.313543°S,
36.791688°E. It stands as one of the largest informal settlements in Sub-Saharan Africa, second only

to Soweto in South Africa (African Population andyHealth Research Center (APHRC), 2023).

Kibra has a very high population density and‘limited access to basic services. Most residents live on
less than two US dollars a day and,face high unemployment. Access to clean water, sanitation,
healthcare, and decent housingtemains limited. Water, sanitation, and hygiene services are shared,
which increases exposure te risks such as disease outbreaks, flooding, and fires. The area also reflects
deep poverty acfoss income,”health, education, and living conditions. Kibra hosts an estimated
250,000 residents.within Nairobi’s wider informal settlements, which house a large share of the city’s

low-income population (APHRC, 2023).

Kibra is selected because it aligns with the study's focus. It has a large youth population living in an
informal settlement setting where access to structured support remains limited. These conditions link
directly to challenges in youth development, such as limited life skills, unemployment, and
psychosocial stress. The area also hosts several Community-Based Organizations and Faith-Based

Organizations that run out-of-school mentorship programs. This makes Kibra a relevant setting for
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examining how mentorship relates to Positive Youth Development among adolescents in real

community conditions.

3.3.3 Target Population

The target population consists of 3,560 secondary school students in Form 1 to Form 4 as of 30th
January 2024. These students participate in out-of-school youth mentorship programs implemented
within Kibra Sub-County. The programs operate through three Faith-Based Organizations supported
by different churches, two parachurch organizations, and five Community-Based Organizations
supported by local partners and international non-governmental organizationss These programs form

the main structures delivering mentorship services to adolescents in the Study ‘atea.

The population includes both students actively involved in mentotship,activities and those registered
within the programs but not consistently exposed to all facntorshipieomponents. This distinction
reflects variation in participation levels, which directl§ Iinksto the study objectives on mentorship
participation, mentor support, individual charagteristics,yparental support, and Positive Youth

Development outcomes.

In addition to the students, 10 project managers,were included as key informants. They are selected
purposively from the respectivéymentorship programs. Their role involves overseeing program
implementation and coordinating “mentorship activities. Their inclusion supports a deeper
understanding of how dmentorship, programs operate and how they relate to youth development

outcomes in Kibra Sub-County. The list of the target population is presented in Table 3.1.

Table 3.1

Target Populatiomef Community Based on School Programs
Community-Based Organization Number of Respondents Form One-Form Percentage
Code Four
PJOOA 403 11
PJOOB 422 12
PJOOC 220 6
PJOOD 350 10
PJOOE 381 11
PJOOF 323 9
PJOOG 480 14
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PJOOH 380 11
PJOOI 372 10
PJ0OOJ 229 6
TOTAL 3560 100

Note. Source: Field Data (2024).

3.4 Sample and Sampling Technique
3.4.1 Sampling for the Quantitative Component of the Study

Sampling guides the selection of a subset of a population in a study (Saundets et al., 2016). The

quantitative component drew from a population of 3,560 youth enrolled in hool mentorship
programs in Kibra. Yamane's (1968) formula was applied to dete

respondents. This approach suited the study because the population and distributed across

several community-based programs, which made full coverage. i %ring data collection.

The sample size for the formal mentorship participant\%s

N
1+N,.

Where n = sample size, N = population size, a rror of sampling. This formula was used to

calculate the sample size. \%
Thus n=3560/1+ 3560(0,05)2: 359 \

Table 3.2

Sampling Unit of Commun t-of-School Programs
Community-Based Number of Respondents Percentage
00A 39 11
00B ‘ 43 12
00C % 22 6
00D 36 10
00E 39 11
00F 32 9
00G 50 14
00G 39 11
001 36 10
00J 22 6
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Total 359 100
Note. Source: Field Data (2024).

Stratified sampling was used to select the ten program sites. The strata were based on the different
Community-Based Organizations implementing mentorship programs. This ensured representation
of all program categories in the study. After stratification, systematic random sampling was applied
within each stratum to select respondents. This procedure ensured that every eligible participant had

a fair chance of inclusion while maintaining proportional representation across,programs.

This sampling strategy aligned with the study objectives on mentorship patticipation, mentor support,
individual characteristics, parental support, and Positive Youth Dewvelopment. It ensured that
respondents came from different program contexts, which allowedicompatison of experiences across

varied mentorship environments in Kibra.

3.4.2 Eligibility Criteria for Selection of Program Participants

Program participants included secondary school'students from Form 1 to Form 4 who were enrolled
in community-based out-of-school mentorship pregrams. Eligibility required active participation in a
mentorship program for at least one¢ean®This condition ensured that participants had sufficient
exposure to mentorship processes t0, meaningfully assess outcomes. Participants were required to
provide written and verbal consent afterteceiving a full explanation of the study. For those below the
age of majority, parental, consent“Wwas obtained alongside participant assent. These procedures
followed ethical standards and \aligned with the Children Act 2022, which supports children’s

participation in g€search that'@oncerns them.

These criteria enstired that only participants with sustained involvement in mentorship programs were
included. This strengthened the accuracy of data on mentorship participation, mentor support, and
Positive Youth Development outcomes.

3.4.3 Eligibility Criteria for Selection of Non-Program Participants

Non-program participants consisted of secondary school students in Form 1 to Form 4 who were not
enrolled in any out-of-school mentorship program. This group formed the comparison category for

assessing differences in Positive Youth Development outcomes. The group lived within Kibra and
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shared similar school environments with program participants. This allowed comparison under the

same socio-economic setting without program exposure.

A total of 102 non-program participants were selected from church-based youth groups within Kibra.
Convenience sampling was used because participants were recruited from existing youth group
gatherings during the data collection period. This approach focused on students who were present in
the same locality as program participants but had no formal mentorship engagement. This structure
supported comparison between exposed and non-exposed youth within the same, environment. All
non-program participants provided written and verbal consent after receivifig study-information. For
minors, parental consent and participant assent were obtained beforgginclusionyEthical procedures
followed the required standards for research involving childeemy, and adolescents. Participation

remained voluntary throughout the process.

The inclusion of this group supported the analysisgofidiffetences in Positive Youth Development
outcomes between youth exposed to mentorshipgprograms and those without exposure. It also helped
isolate variation linked to programme participation within a shared context, rather than differences

driven by location or school environment.

3.4.4 Sampling of Non-Program Participants in the Study
Inclusion criteria from respeetiveygroups were estimated using the following Cochran formula

(Cochran, 1977).

2
Il
BE

~ % Npp

Where:
s N, — Sample size for non-participants in stratum .
* N, — Sample size for participants in stratum <.
» N, — Total sample size for participants.

* N, — Total sample size of the non-participants, which is 30% of the total sample size

3.4.5 Sampling for the Qualitative Component of the Study

For qualitative data collection, purposive and convenience sampling were used to select the ten (10)
Project Managers who participated as key informants (KII). For the focus group discussions,
respondents were purposively selected, with six (6) sets of FGDs carried out in 5 selected sites.

Bringing the total of eleven (11) FDGs carried out. These FDGs drew respondents who had an active
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mentor relationship and had participated in the out-of-school youth mentorship program for more
than one year. These groups were broken down as follows: boy interviews, girl interviews, combined
interviews (boys & girls), plus a select number of one-on-one interviews to hear their personal
experiences with their mentors and the mentorship program. They were classified according to gender
(boys and girls). The non-program participant group was made up of participants who do not
participate in the out-of-school mentorship program. Project Managers assisted in selecting
community youth from around the locality of the program. There was a total of six (6) sets of FGDs,
which drew respondents from the locality of the programs. These groups wete broken down as
follows: boy interviews, girl interviews, combined interviews (boys & gidl§); there'was also a select
number of one-on-one interviews to hear the personal experiences of the parcticipants.

3.5 Data Collection Instruments

3.5.1 Quantitative Data Collection Instruments

The study interview schedule was used to gather informationfrom the,study respondents. It presented
information in three (3) main parts. The first part gncompassed the student and parent (guardian)
consent form. It was comprised of information en thépurpose, risks, and methods of data collection
of the study. The second part was made of thednterview schedule. The researcher employed a self-
administered questionnaire (Refer to Appendix 13:'Student Consent Form; Appendix 14: Parent
Consent Form; Appendix 15: Research Questionnaire). The survey questionnaire was tailored to
address the research objectiyes.“SeetionhA of the survey instrument consisted of respondent
demographic information, fofyexample; age, sex, and educational levels of both the respondent and
the parent (guardian). Section B consisted of question related to the first objective of the study. This
section consisted«0f Likert'scale and open-ended questions on program involvement, community
engagement, patticipationyin out-of-school youth mentorship, and extracurricular activities. Section
C consisted of questions related to the second objective of the study, which were Likert-type questions
on mentor support. Section D consisted of questions related to the third objective of the study, which
were also Likert-type questions on individual characteristics. Section E consisted of questions related

to the fourth objective, which were Likert-type questions on the moderating variable parental support.
Lastly, Section F consisted of both Likert-based and open-ended questions on the dependent variable

Positive Youth Development. It’s important to note that both closed- and open-ended questions

helped balance, validate, and triangulate quantitative data.
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Secondary data, from the respective projects which was verified by using the checklist (Refer to
Appendix 7: Project Document Checklist) to ascertain that programme participants indeed met the
eligibility criteria (Refer to Appendix 22: Units of Observation), actual number of students in
secondary school year to date (YTD), those who had an active mentor relationship for at least more
than one year, project and school progress reports as well as mentor reports.

3.5.2 Qualitative Data Collection Instruments

There were four (4) discussion guides to guide the FGD process. First, the Key Informant guide
(Refer to Appendix 16: Key Informant Guide). The key informants were Project Managers, who
worked at the respective out-of-school youth mentorship programs. Fhey had knowledge and
information on both the program and the non-participants of the pregram. Key Informants were
interviewed using open-ended questions to triangulate informatien-obtaineéd from both groups
discussed above.

Second, the FDG guide for those students in the program patticipantsqRefer to Appendix 17: Program
Participant Guide). Third, the FDG guide for non-psogram participants (Refer to Appendix 18: Non-
Program Participant Guide). Fourth, the FDG “guideforymixed group (Refer to Appendix 19:
Interview Guide for Mixed Group) and lastly,the FRGiguide for Individual Testimonials (Refer to
Appendix 20: Personal Testimonial Guide). As‘discussed in section 3.4.5 above, all youth FDGs
were matched for age, form level (glass), geegraphical location, and economic status.

3.6 Pilot Study

The Pilot study was carried ‘out for_three main reasons: (i) to test the feasibility of the Research
Design, (ii) to confirm‘the reliability and validity of the Research Instruments, and (iii) to identify
and test for potential bottlenecks, perception of respondents, and expose the Research Assistants to

the fieldworkst€rrain.

Consequently, two (2) locations were purposively selected to participate in the pilot study, whose
main purpose was to test both the questionnaire and the FDG interview guide. These locations were
both located in Kawangware constituency and were not in the sampling frame of the actual research
study, and were located outside the jurisdiction of the selected areas. Kawangware is an informal
settlement located 15 km west of Nairobi city center and is among the largest informal settlements in
Kenya, second to Kibra. The Kawangware area has a population of approximately 291,565 people

(KNBS, 2019). This is the population of the sub-county, not just the informal settlements, hence it is
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larger than the population of Kibra given above, which is the figure for the informal settlement. This
informal settlement is not unique and bears very similar characteristics to Kibra. These similarities
range from poverty levels, which are less than $2 a day, socioeconomic activity, challenges associated

with informal settlements, such as overcrowding, poor WASH access, etc.

A sample of approximately sixty (60) respondents, thirty (30) respectively from each location,
participated in the self-administered survey to collect quantitative data. Twenty respondents (20) with
ten (10) in each location participated in the FDGs. The FDGs were carried out'as follows: two (2)
student groups (youth) broken down by gender and one (1) KII. Students (gouth) whe participated in
the FDGs were selected using simple random sampling as they neededsto have fulfilled the criteria of
consenting to participate and had an active mentor relationship A£or over-ayyear. Consent was also
sought from parents for children below the age of majority. Gonscnt was,obtained after both parents
and students had been informed about the benefits of the study and, assured of confidentiality and
anonymity. The sixty (60) participants were selected Usingisystematic random sampling from the
project attendance list and ranged from Form 1 te Fotm 4.
The following formula was used to determine‘the sample size
. In(1—7)
In(1 —m)" Where n =349
10295 Confidence Interval

7= 0.05 Probability
Therefore n=1n (1-0.95)

In (=0205)

n=1x349)(1-0.95)

1x349 (1-0.05)

=58.40 ~60 Respondents

The pilot study test identified three (3) critical issues: (i) There was a need for the Research Assistants
to know and understand Kiswahili and “informal settlement sheng”, (i1) To be able to get non-program
participants, it would be more prudent to get this cohort from “Church-based projects” due to
logistical reasons. It would be easier to access these students since they are known and attend the

local church, and (iii) to access and ensure availability of students, the research needed to be
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conducted during the school holidays; therefore, good coordination with the project managers and

aligning with the project schedule was necessary.

After the pilot study process, the data was cleaned, analyzed, and a report was submitted for approval.
Changes deemed necessary were made. These included questions deemed to be repetitive or
ambiguous, which were reframed or excluded. A similar process was also applied to the FDG
interview guide. In addition, it was important to determine the reliability and validity of the study
instruments. The section below provides the process followed to assess both reliability and validity.
3.6.1 Testing Procedures of the Research Instruments

In carrying out the Pilot study, the researcher employed the Boateng etal- (20 18)yprocess in order to
make appropriate adjustments to the data collection tools. The res€ascher-adapted existing scales for
the Independent Variable (IV) and Dependent Variable (DV )by selecting items that are contextually
and culturally relevant and eliminating those that were "not. This, process was threefold; (1) a
preliminary evaluation of the scales was carried out (2)the résearcher drew out the characteristics of
the questions required for each domain in the"DV jandyIV that was required, this included
understanding and defining each domain to ensure ‘¢entent validation through an extensive literature
review. This process entailed looking at(content relevance and content representations, to ensure that
the questions captured the relevant informatign/and that it would be representative. (3) The researcher
then systematically adjusted the ‘seorihg@nd/or interpretation of the existing scale in light of the
differences. (4) Peer-review and pre-testing was then carried out. This was to examine the degree to
which the questions mirror the domain under study and to assess the extent to which they would
produce valid measurements.

3.6.2 Prelimifiary Data‘Analysis from the Pilot Study

The pilot study“was, a most organized procedure whereby quantitative data were prepared and
analyzed with due consideration before full-scale analysis was done. This was done by first organizing
screening and cleaning of the data to ensure it conformed to the accuracy and usability aims. What
followed was a review of the data to ensure there were no missing values, inconsistent entries, or
glaring errors during the coding process. The researcher also rechecked the questionnaires in order to
identify any ambiguous responses. This process was crucial in eliminating random noise, thereby

enhancing the quality of the dataset. At this point, a lot of emphasis was laid on lessons on the
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extraction of knowledge from the data as opposed to testing hypotheses or making claims about

relationships.

After data cleaning, the researcher conducted a linear regression analysis. This was based on key
principles such as residual distribution, homoscedasticity, independence of errors, and the absence of
multicollinearity among predictor variables, as standard practice in the social sciences. The scatter
plots and residual plots were also used to physically check if there was a near-linear relationship
between the independent variables and the dependent variable. Apart from this, the Durbin—Watson
statistic was employed, in line with the standard practices in quantitativegesearch,te assess for the
independence of residuals (Krdmer, 2025). The Variance Inflation Faeter (VIF)and tolerance values
were calculated to assess multicollinearity in the pilot regression odels. Thiswas done using a VIF
threshold of 5 and a tolerance threshold of 0.2, criteria commionly-applied in educational and social
research (Hahs-Vaughn, 2024). It is important to note that'all*thesesdiagnostic checks were strictly
made during the pilot study as a guide to reliability £l heéy weresnot used to make conclusions in the

main study.

Composite variables consisting of fout major demains, including participation in out-of-school
mentorship activities, mentor suppert, individual student characteristics, and parental support, were
created by the researcher with the'aim efdmproving the measurement. Each composite variable had
a single score of several related survey items. The whole process was aimed at making the analysis
rich while minimizing any etrofs i’the measurement process. The tested items from the scale were
then revised. Thisfwas aimed at making sure there was logical consistency, clarity, and cultural
relevance, esp@éially‘within the context of the study area. Additionally, the researcher considered the
process used in“preparing for the reliability tests. Any wording that seemed culturally misaligned,
confusing, or redundant was flagged and adjusted before the main research was conducted. The
revision was not all about fitting statistical criteria, but simply making sure the items were relevant

and made sense for the study respondents.
The pilot study was also characterized by the calculation of Cronbach’s alpha coefficients for each

scale. This was to check if the items inside each one were consistent with each other. The

interpretation of the findings was based on Peterson’s (1994) matrix. According to the approach,
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anything 0.90 or higher was taken as excellent reliability, from 0.80 to 0.89 was taken as strong, 0.70
to 0.79 was considered acceptable, 0.60 to 0.69 was considered questionable, and below 0.60 was
considered poor. The pilot study produced the following findings: Program involvement had 0.727,
and community engagement was 0.701. Then mentor support stood at 0.886, individual student
characteristics at 0.883, parental support at 0.918, and positive youth development at 0.905. So
overall, these findings suggested that the scales were reliable enough, from acceptable all the way to
excellent, for the different parts of out-of-school mentorship activities. However, the researcher
treated findings with really high alphas, like over 0.90, as a sign of redundant,constructs rather than

good measurement accuracy (Izah et al., 2023).

Quantitative data was coded based on standard social science reSearch ptocedures. This included
numerical ordering of Likert-scale responses, with the highest levelsyof the measured construct
corresponding to the highest numbers. The researcher kept'a codebook to document all choices and
disclose all the information. Through a consistent cediig process, the accuracy of computation for
composite scores, correlation analyses, and regression, modeling was assured. The preliminary
bivariate correlations were then computed, notlas definitive proof of the existing relationship but as
an exploratory diagnostic step prior to constructing the full regression model. These correlations were
a sign of positive associations among mentopsupport, individual student characteristics, and positive
youth development, whereasgyprogram dnvolvement and parental support revealed significant
relationships. All these trendsywere, only provisional due to the fact that pilot samples are typically

small and not aimed at‘getting a@'definitive inference (Hemming et al., 2023).

In conclusiongthe pilotafialysis served three main aims. The first is that it tested whether the question
items were easy t0 understand and workable in a real school setting. The other issue was that it was
not possible to determine the extent to which the scales demonstrated reasonable internal consistency
before the final, large-scale data collection. In addition, the entire exercise helped refine the analytic
strategy for the final study. This was possible because potential statistical and measurement issues
were identified early enough, including ambiguous items and multicollinearity risks. The pilot
findings were used only to enhance the instruments’ accuracy, coding procedures, and model
structure, but certainly not to draw final conclusions about relationships among variables. In other

words, the pilot exercise served as a learning phase aimed at strengthening the foundation for
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examining how mentorship, parental support, and individual student characteristics relate to positive

youth development in Kenya.

Table 3.3

Pilot Study Analysis
Variable # of items Cronbach Alpha Conclusion
Participation in the Out-of-school Youth Mentorship Program
Programme Involvement 7 0.727 Accepted
Community Engagement 5 0.701 Accepted
Mentor Support
Mentor Support 1 0.886 Accepted

Mentor Relationship

3

8 0.732 Accepted
Role Modelling 9 0.756 cepted
Positive Affirmation 7 0.735 Accepted
Guidance and Counseling 7 0.81 Accepted
Individual Student Characteristics

Individual Student Characteristics 57 4 Accepted
Goal-Oriented Behavior 8 Accepted
Motivation 8 . Accepted
Self Esteem 8 8 Accepted
Collaboration 0.772 Accepted
Self-regulation 0.711 Accepted

School connectedness 0.721 Accepted
Faith 8 0.8 Accepted
Parental Support \

Parental Support 7 0.918 Accepted
Economic support 5 0.829 Accepted
Family connectedness 8 0.842 Accepted
Home Environment 8 0.811 Accepted
Encouragement and affi 8 0.713 Accepted
Family communication 8 0.779 Accepted
Positive Youth opment

Positive You el l&t 42 0.905 Accepted
Competence 23 0.857 Accepted
Social Competen 7 0.793 Accepted
Cognitive competence 8 0.762 Accepted
Academic Competence 8 0.741 Accepted
Confidence 5 0.76 Accepted
Connection 8 0.734 Accepted
Character 8 0.749 Accepted
Caring 8 0.777 Accepted
Contribution 13 0.811 Accepted
Community Leadership 7 0.712 Accepted
Community Volunteerism 6 0.704 Accepted
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Note. Source: Field Data (2024).

Overall, several adjustments were possible, which included the removal of some aspects of the
questionnaires that were either unclear or repetitive. The exercise also involved editing and merging
some questions to elicit a targeted response. A high Cronbach's alpha was considered an acceptable
indication of the study’s reliability. This helped determine and compare the existing variance, or
covariance, among the items adopted in the construction of the study instrument (Hahs-Vaughn,
2024).

3.7 Validity and Reliability of Data Collection Instruments

3.7.1 Instrument Reliability

Reliability is central to any study. It guarantees that data collected accuratelyimirror the consistency
of the constructs under investigation, providing insights that asc‘walid afid‘actionable and helping a
researcher draw conclusions confidently (Izah et al., 2024){Thes&tudy-employed Cronbach’s alpha to
assess the instruments' reliability and validity. Kothariy(2044)argues that the Cronbach Coefficient
Alpha, which is also known as the reliability coeffieicnt, estimates the internal consistency of data in
measuring a given construct as well as measuging the'quality of the tools. Therefore, data collected
during the pilot were subjected to the Crombach'sy€oefficient Alpha reliability test. This has been

explained further in section 3.8.

3.7.2 Instrument Validity

Creswell & Creswell (2022) recommend that researchers should employ a criterion validity in cases
where the desired,outcome is to measure some level of comparability with other instruments,
especially to assurejsome level of predictability in the behavioral subject. Mugenda & Mugenda
(2003) observeythatcriterion validity measures behavior in a given context. Since the study desired
to measure certain‘behavioral elements, the use of the predictor or concurrent validity was crucial. In
order to ensure accuracy and meaningfulness of data, the researcher consulted experts, Faculty, and
colleagues in the Department of Development Studies at St. Paul’s University to ensure the research
tools met the criterion, were reliable, appropriate for the level of participants, and in line with the

research objectives of the study.
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3.8 Data Collection Procedures

3.8.1 Data Collection Procedures

Once the proposal was approved, permission to collect data was sought from the St Paul’s University
Ethical Review Committee (ISERC) and NACOSTI and the respective Community Based out-of-
school programmes. Phase one, which was the preparatory and pilot phase of the study, was carried
out, after which the study instruments were reviewed, and necessary modifications were made. The
preparatory phase was also an opportunity to carry out a mapping exercise to determine the location
of these community-based out-of-school youth mentorship programs. There Were questions that
guided this process (i) What sort of youth programs did they carry out? (1) Was youth mentorship
offered to participants? (iii) Did these sites have adequate numbers ofypatticipants between Form 1
and Form 4? (iv) Would the sites allow their participants to parti€ipate’inthestudy? (v) Would the
program policies accommodate the study? And lastly (vi) Would thelsites allow access to student

documentation, records, mentor notes, etc.?

Phase two included selecting the sites and submittingra formal application for acceptance to conduct
the study at each site. Upon approval and aceeptance,ithe researcher scheduled meetings with all
heads (Project Managers) of the respective sites to plan the data collection exercise. Two CBOs
requested anonymity in the final report."As allCommunity-Based out-of-school programs that were
selected dealt with children and youth'mostly below the age of majority, the researcher and research
assistants were required to $ign.a c¢ode of conduct form and child safeguarding & protection policy to
ensure that we were informed of the governing policies and code of conduct while interacting with

children and youth'in the sclected sites.

Phase three includedithe documentation assessment. Consolidation of data was accomplished using
evaluation matrix tables (Refer to Appendix 8: Project Document Checklist). The following
respective documents were evaluated: Attendance Reports, Youth Personal Folder, Program
attendance records, Mentor notes, and Goal setting documents. These documents provided insight
into mentor notes, program attendance, participation in the skills program, and involvement in

community outreach activities. Journal entries assisted in tracking goal-oriented behavior.
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The fourth phase was the actual study. A schedule was drawn up for each site, and research assistants
were assigned to the required locations. The lead researcher supervised and verified all questionnaires
to ensure completeness. The mixed methods approach was used to collect both qualitative and
quantitative data concurrently. Quantitative data were sourced to respond to the causal link between
participation in out-of-school youth mentorship programs and their influence on positive youth
development. Qualitative data were sourced to elucidate how research respondents interpreted and
valued mentorship programs in relation to positive youth development in Kibra Sub-County, Nairobi
County, Kenya.

Focus Group Discussions

Focus Group Discussions were the second data collection method used 1mordes, to obtain a mixed
group of participants (Refer to Appendix 13- Appendix 18). Eachieategory had between 7 and 8 (7-
8) participants for a 2-3 hour session. A total of fifteen (15) EDGsweréieonducted for participants in
the program. In addition, a total of six (6) FDGs were condueted formon-participants in the program.

They were divided by gender (boys and girls) and lager' ¢embined.

Due to ethical considerations, especially on ensuring,confidentiality and adhering to the tenets of the
“Principle of do no Harm” and to adhere to_child“pretection policies, FDGs were not recorded, the
lead researcher and research assistants took netes. Validation of notes after sessions was corroborated
to ensure that there was consisteney, inthe'notes and to confirm the meaning of “sheng” words used
during the conversations. Thémotes, were then coded thematically.

Key Informant Interviews

The KII was the third method,of data collection (Refer to Appendix 15: Key Informants Interview
Schedule - Project Social, Workers).

3.8.2 Selection and Training of Research Assistants

The researcher carried out interviews and selected six (6) research assistants to help in data collection.
The primary objective was to ensure that the research field assistants had the aptitude to acquire the
necessary skills in proper data collection. Once selected, research assistants were trained by the

principal investigator.

Another important criterion for the selection of research assistants was their capability to speak

fluently in English, Kiswahili, and Sheng slang. Training included focused sessions on the meaning
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and process of informed consent, the importance of protecting subjects' privacy, maintaining the
confidentiality of information obtained from respondents, and interviewing techniques. A series of
simulation exercises on how to carry out both quantitative data collection and the FDGs was also
undertaken, how to answer questions posed by respondents in the event they need clarification of a
question, how to handle a respondent who does not want to answer questions, how to replace
respondents who are either not cooperative or are a “no show” and how to create the correct climate
when questioning. In addition to the above, both the questionnaire and the interview guide were
translated into the Kiswahili language, and key critical terms were translated t0, Sheng slang and

standardized to ensure all research assistants used the same terms when inte€rviewing:

Lastly, the selected Research Assistants participated in both the pilet studyyand the actual study. At
the piloting stage, data collection instruments were reviewed, ‘and'changes were made to both the
survey questionnaire and the FDG guides in preparation forthe'dataeollection phase. Data collection
involved a self-administered survey questionnaireh, Aty the time of administration, the
researcher/research assistants were present at the,study: site %0 ensure there were no challenges. Each
survey questionnaire was coded to ensure confidentiality. The coding technique was used to match
fully completed and returned questionnaires., The researcher carried out the FDGs with students in
the program and those not in the pregram foscomparison purposes. Where the youth were involved,
the FDGs were not recorded. HoweverpFRGs with KII and key informants (the project workers who
are in collaboration with theyehuteh’and have knowledge and information on the students in the
program) were recorded.

3.9 Study Variables, Operationalization, and Measurement

The study hadWseveral independent variables being Participation in the out-of-school youth
mentorship, Mentorysupport and Individual student characteristics. Each of these will be
examined individually, as they contain a number of indicators below. In addition, the study had

a moderating variable, namely Parental support. Lastly, the dependent variable was Positive
Youth Development, and the indicators were competence, confidence, connection, character,
caring, and contribution. The variables were operationalized as follows.

Measures for Participation in Qut-of-School Mentorship

In order to measure participation of youth in out-of-school mentorship programs, the Researcher used

the Pololi et al. (2023) and Duisenbayev et al. (2024) modified scales. These scales have been tested
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and validated and determine key dimensions of the mentoring process. For this study, these key
features were namely: Program involvement in the out-of-school mentorship program, community
engagement, and participation in extracurricular activities. To explain the most representative actual
experience relevant to participation, each item on the questionnaire had a 5-point Likert-type scale (5
to 1 for Strongly Agree, Agree, Neutral, Disagree, and Strongly Disagree, where 5= Strongly Agree
and 1=Strongly Disagree).

In order to measure youth participation and engagement in out-of-school students in the program,
validated scales from the 20-item Tiffany-Eckenrode (2012) Program ParticipatiomyScale (TEPPS)
were used. The scale has four subsections (personal development, voiee/mfluenee, security/support,
and community participation) used to assess the effectivenessgof, youthyparticipation and youth
participation initiatives.

Additionally, qualitative questions about Mentorship were, included in this section and used to
triangulate FDG questions (Refer to Appendix 16-Appendix 19). These questions captured the
respondents' understanding of mentorship, gaugednthe, quality of the mentor relationship, and
perceived benefits of or lack of mentorship andirequeney of contact.

Measure for Mentor Support

In order to measure Mentor suppert, this study used part of the validated tools from the Mentor
Support Provisions Scale (MSPS)-TLhigytedl has been used in various studies to gauge the quality of
mentorship relationships, as Wwelltas to, measure the types of support that mentors provide. Not all
questions in this tool were usedy and some were recalibrated to be relevant to the study. This section
of the questionnair@soughtto,capture and measure perceived support provision, and longevity of the
relationship, afidycritical factors deemed as vital for mentor support, such as role modeling, guidance,
and counseling.“T0 explain the most representative actual experience relevant to mentor support, each
item on the questionnaire had a 5-point Likert-type scale.

Measures for Individual Student Characteristics

The number and types of self-concept and self-esteem scales are enormous in the literature. Individual
Characteristics are basically internal assets that promote successful mentorship relationships. These
assets may be inert or developed over time. As youth are exposed to the right environment, these
assets may be curated and developed. Rosenberg (1965) developed a 10-item scale that measures

global self-worth in both positive and negative feelings about oneself, which was used in this analysis.
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The Rosenberg Self-Esteem Scale is a self-report instrument for assessing individual self-esteem that
is thought to be unidimensional. This section analyzed goal-oriented behavior, motivation, self-
esteem, collaboration, self-regulation, school connectedness, and faith. To explain the most
representative actual experience relevant to individual characteristics, each item on the questionnaire
had a 5-point Likert-type scale.

Measures for Parental Support

In order to measure Parental support, family environment, family connectedness, and parent-child
(youth) connectedness, the measures by Eisenberg & Resnick (2006) were adapted and used (Waters
& Cross, 2010). The questionnaire was built up of questions that would as$ess the protective factors
in adolescents’ life. To capture the most representative actual experienees relevantito parental support,
each item on the questionnaire used a 5-point Likert-type scale.

Measures for PYD

PYD is a very broad construct and complex to measure. Mostimeasuzes used and developed by Lerner
et al. (2005), with additions from other researchers, as outlineéd below.

Measure for Competence

Competence was conceptualized as a composite variable with the dimensions, namely, social,
cognitive, and academic competence. It refers to the ability of an individual to respond to social
situations positively and to avoid negative responses and consequences. The criterion for determining
social, cognitive, and academic competence was based on the validated Social and Cognitive
Competence Scale for Adolescents (SCSA) by Shujja et al. (2015). The original scales were
developed by Peterson (1994) and later by Shujja et al. (2015), who scrutinized the constructs and
contextualized them in the Asian context. The common sub-constructions identified during this phase
include conflict management, autonomy, self-efficacy, social adaptations, overcoming identity crises,
and acceptance of social standards. These were then turned into statements and written using the
answer format to explain the most representative actual experience relevant to competence; each item
on the questionnaire had a 5-point Likert-type scale. Self-efficacy, sociability, adaptability,
leadership, self-confidence, and social initiative are the six exclusive factors assessed by this scale
and are important to this analysis. In addition to measuring academic competence, current academic

scores were captured to analyze performance cross-sectionally.
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Measure for Confidence

The concept of confidence has proved difficult to measure in a number of research studies because it
is a variable that is inherently subjective. Hence, confidence can be treated as an emotional attribute.
Confidence imbues one’s ability to have a consistent attitude towards oneself, their environment and
their future by holding onto positive beliefs and attitudes. Hope is powerful, and young people from
underprivileged communities need to stay hopeful to be able to overcome the adversity that they face.
The Myers and Diener (1995) tool was contextualized for this study. To measure confidence, the most
representative actual experience of each item on the questionnaire uses a 5-point Likert-type scale.
Measure of Connection, Character, Caring, and Contribution

In order to measure connection, character, caring, and contributionggwhieh argyattributes of PYD
measures from Applied Research in Youth Development, were cofitextualized'and used by Lerner et
al. (2022; 2021a). The scales were assessed for reliability and validity, and contextualized to the
African reality.

3.10 Data Analysis

Both qualitative and quantitative methods were used to analyze and categorize the collected data.
Based on the subject matter under investigation, the queries were classified as either closed or open-
ended. The Checklist (Refer to Appendix 15: Research Questionnaire) was used to verify the
accuracy and completeness of the notes that students submit. The use of descriptive and inferential
statistics, group comparisons, and correlations among parameters was part of the checklist's approach
to verifying and highlighting major themes. Also, students' achievements from the school report cards
and remarks from mentors formed part of the collected data. Analytical and observational units are
provided (Refer to Appendix 24: Units of Observation). These were generated from research
questions.

3.10.1 Data Analysis Plan and Presentation

Quantitative survey data were analyzed using descriptive statistics. The significance of the
relationship between IV and the DV was assessed using multiple regression analysis. Qualitative data
were transcribed verbatim, and content was analyzed for themes and sub-themes.

3.10.2 Analysis of Quantitative Data

The computer software Statistical Package for Social Scientists (SPSS) version 26 was used to

analyze quantitative data. Inferential statistics for the study will include chi-square tests, multiple
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linear regression, correlation analysis, and validation of the research instruments. Data was analyzed
per objective, and the findings were compared with the qualitative data before discussion.
Descriptive Analysis

Kaur (2018) argues that the initial step in quantitative analysis is to describe and summarize data to
understand relationships among variables in a sample or population and to inform subsequent
analysis. This would include a number of variables such as nominal, ordinal, interval, and ratio, as
well as measures of frequency, central tendency, dispersion/variation, and position. This step enables
the Researcher to assess data in a more practical form. In the context of this,study, the descriptive
statistics were used to provide an overall view of the demographic data (agé, genderjiand educational
level of both respondents and parents (guardians) so as to understand the,data. Theother step involved
further exploration using frequencies, measures of central tenden€y, and measures of dispersion to

examine the variables.

To report categorical variables such as age and gendes, ftequencies were used to establish proportions
in the categories under study. Continuous variables; sieh'as means (averages), were used as measures
of dispersion, such as the number of years in schooljandystandard deviations, for instance, were used
to describe academic performance.

Bivariate Analysis

Ben (2024) contends that the principal purpose of bivariate analysis is to appraise the relationship
between two variables. This enables one to identify whether an association exists, determine the
strength of the relationship, and assess whether the relationship is positive or negative. This helps the
researcher to predict possible outcomes of the analysis, understand how variables interact, or

understand trends, and make informed decisions.

Cross-tabulations with a chi-square test, bivariate and multivariate regression analyses, were the main
analytical methods for quantitative data, since the dependent variable was dichotomous. The degree
of interaction and relation between variables was calculated using the chi-square test of association
analysis. Prior to cross tabulation, the average score of respective items of the five-point Likert scale
were ranked into three groups, where those below an average of three were deemed to have low

ranking, with three having medium ranking, and those above three had high ranking.
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Upon completion of data collection, questionnaires were verified for completeness and consistency.
The information was then coded, allowing the responses to be categorized. The findings were
presented using tables and charts, percentages, tabulations, means, and other measures of central
tendency to summarize responses for further analysis and facilitate comparison. The numerical data

were summarized using cross-tabulations and percentages.

Multivariate Analysis

Data preparation was performed using a structured, auditable procedure. The categorization of the
survey data was based on the pre-established norm that included related numbers. Thus, the whole
variable and the respondents had consistent average handling. Likert-scale items were assigned
consecutive numeric values to ensure accurate mean, correlation, and regression coefficient
calculations. The dataset was screened systematically for missing values, extreme outliers, and
logical inconsistencies. Cases with substantial missing data were not included in regression models
since that distorts the estimates. Subsequently, composite variables were created for each main area
by averaging conceptually aligned items from the same scale. The composites represented levels of
engagement, mentor support quality, personal skills, family involvement, and overall positive youth
development. A major move was made in cutting the dimensional complexity, but at the same time

keeping the core meaning of each construct.

Regression assumption tests were done before model estimation. To assess the suitability of linear
regression, the relationship between the independent variables and the dependent variable was
examined using scatter plots. Residual plots were used to test for homoscedasticity by assessing the
uniformity of the distribution of prediction errors across levels of positive youth development. The
use of visual inspection of the distributions of the residuals helped in identifying existing normality
and deviations. The researcher employed the Durbin-Watson statistic to assess the independence of
errors since it reveals systematic patterns in the residuals. Byrne (2022) and Brown (2015) viewed
diagnostics not as procedural rituals to be followed, but as empirical verifications. Irregularities
were detected; rather than changing the model to improve statistical results, the variables were

checked again for coding errors and scaling issues.
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Multicollinearity was thoroughly checked to ensure there was no distortion of regression estimates,
which results from the overlapping of the predictors. Variance Inflation Factor (VIF) values and
tolerance statistics were calculated for all independent variables in the pilot models. Low VIF values
indicated an acceptable level of independence among the predictors, while high values indicated
redundancy. On occasions when there was conceptual overlap, the composite measures were modified
to eliminate duplication rather than retain the competing indicators. This process made the regression
coefficients more stable and provided a clearer picture of each predictor's role. Moreover, the
aggregated distributional characteristics were considered. The researcher rechecked the dataset to
ensure there were no significant multivariate normality deviations at the final modeling stage.
According to Mardia et al. (2024), non-normality influences multivariate standard errors and
hypothesis testing. The researcher opted for proper data treatment rather than using tricks to deceive

the model fit.

Hypothesis testing was carried out by employing linear multiple regression as the principal method
of analysis. The foremost aim was to examine the role of participation in out-of-school mentorship in
facilitating positive youth development even in the presence of factors such as mentor support,
individual students' characteristics, and parental support. A single regression model that included all
predictors simultaneously was used, thereby considering the effects of all variables. The design
indeed allowed for the simultaneous identification of each variable's individual contribution while the
other variables were held constant. The use of standardized coefficients provided a means to rank the
predictors, initially from strongest to weakest, even though the predictors were measured on different
scales. The model's performance was assessed using R-squared and adjusted R-squared to indicate
how much of the variance in positive youth development was explained by the predictors. The
researcher relied on statistical significance levels determined by continuous p-value thresholds for

individual coefficients and the overall model (Dugard et al., 2022).

The first objective's model treated positive youth development as the dependent variable and out-of-
school mentorship engagement as the main predictor; the control variables included mentor support,
student characteristics, and parental support. In addition to determining the regression coefficients for
all predictors, the analysis assessed their statistical significance. Variance changes were analyzed

when the predictors were together in the model. The researcher assigned participation as a continuous
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measure instead of giving it a categorical label in order to compare the correlation with the highest
engagement with those of the highest positive score for youth development. Eventually, the
assumption tests were applied only to the reliable elements, and the coefficients of those elements
formed the model. Consequently, an innovative and reproducible structure was formed that linked the
three factors of mentorship, family background, and personal characteristics to the youth outcomes in

Kenya.

For the first objective, the model was as follows:

Y=0+p:Xi+B: X+ ¢

Where Y = Positive Youth Development, X1 = Program involvement,),X2 = Community
Engagement.

The second objective of the study was to establish the effect of mentor Support on student positive
youth development. The study adopted multiple regressiomimeodel’ of the form.

Y=o+ BiXq + BoXo + BaXs + BuXu + £

Where Y = Positive Youth Development, X1= Menton,Relationship, X2= Mentor Longevity, X3=
Role Modeling, X4= Positive Affirmation, X§= Guidanceand Counseling.

The third objective of the study was to determinejthe effect of individual student characteristics on
positive youth development. The study‘adoptedia regression model of the form.

Y= 0+ BiXy + BoXo + BsXs + Xt &

Where Y = Positive youth development,’ X1 = Goal-oriented behavior, X2= Motivation, X3= Self-
esteem, X4= Collaborationy X5= Self-regulation, X6 = School Connectedness, X7 = Faith.

The fourth objective analyzed the moderating influence of parental support on students’ positive
development. The'study adopted a linear regression model of the form.

Y=0+ B:Xi FRaXot PsXs t €evvnniiniiiniiniinnnnn Model without moderation

Y=o+ B:iXi + B2 Xo ™ B3 X5 + PuZ + BsXi*Z + BeXo*¥Z + B X3%Z + &.....With moderation

Where Y = Positive youth development

X = Participation in out-of-school activities

X, = Mentor Support

X3 = Individual Characteristics

X4 = Parental Support

77



St. Paul’s University Repository

Wald tests (represented by the t-statistics in the coefficient output) indicated that all seven individual
characteristics significantly predicted Positive Youth Development (p < .05). The strongest predictor
based on the Wald statistic was School Connectedness (t = 7.152), followed by Goal-Oriented
Behaviour (t = 4.333) and Collaboration (t = 3.850). This confirms that each variable provides a
significant partial contribution to the overall model. The process of developing the final regression
model for predicting Positive Youth Development (PYD) was systematic and rigorous, ensuring both
theoretical coherence and statistical validity. The analysis began by identifying seven candidate
predictors—goal-oriented behaviour, motivation, self-esteem, collaboration, selfsregulation, school
connectedness, and faith—selected based on their theoretical relevancé and preéwvious empirical
research linking individual characteristics to youth development outcemes:

Prior to estimating the model, multicollinearity diagnostics wereonducted,using variance inflation
factors (VIFs) and tolerance values. All predictors exhibitedd@cceptableylevels, indicating that none
were excessively correlated and each could independently contributeyo explaining variance in PYD.
The initial model, which included all seven predictors, was estimated using multiple linear regression.
This allowed assessment of overall model fit using RyR2, ‘and adjusted R?, as well as evaluation of
each predictor’s contribution through t-testsh(equivalent to Wald tests). The model’s overall
significance was confirmed through thel ANOV A E=test (F = 60.742, p < .001), demonstrating that
the predictors collectively explained a substantial and statistically significant portion of the variance
in PYD. The examination of individualpredictors revealed that all seven were statistically significant,
justifying their retention inWthefinal model. Standardized beta coefficients were assessed to
understand the relativestrengthfof @ach predictor, with school connectedness emerging as the most

influential, follow€dby goalseriented behavior and collaboration.

To ensure the robustness of the model, key assumptions of multiple regression analysis were checked.
Linearity was verified using partial regression plots, normality through residual histograms and P-P
plots, homoscedasticity via scatterplots of residuals, and independence of errors using the Durbin—
Watson statistic. Influential outliers were examined through Cook’s Distance, with no values
exceeding the acceptable threshold. Given that all predictors were significant, multicollinearity was
absent, and assumptions were satisfied, the final model retained all seven individual characteristics.
This model, with an adjusted R? of 0.546, represents a comprehensive and parsimonious explanation

of the variance in Positive Youth Development among the study participants.
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3.10.3 Analysis of Qualitative Data

nn

The main objective of the focus group was to determine answers to the "why," "what," and "how" to
describe complex processes such as young people mentoring, the importance of youth relationships,
and challenges in the community. The qualitative data in this study were analyzed using a thematic
approach, guided by pragmatic grounded theory (Onwuegbuzie & Leech, 2005). This approach was
particularly appropriate because it emphasizes capturing the subjective experiences and perspectives
of the participants, which in this case were students engaged in out-of-school youth mentorship
programs. By focusing on participants’ narratives, the study ensured that the,analysis reflected the
realities of young people’s lives and their experiences of mentorship. Qualitative data were collected
through interview guides, focus group discussions (FGDs), and open-ended questions in survey

questionnaires, providing multiple sources to understand thedparticipants> perceptions, social

interactions, and development outcomes (Tiimen & Ahmed, 2021).

The analytical process began with transcription andgfamiliatization. All interviews and FGDs were
transcribed verbatim and reviewed multiple, times.) The coding process began with data
familiarization, where the researcher read andre-reéad the transcripts and survey responses to fully
immerse in the data and identify preliminary patterns. The data responses were checked line by line
and coded to identify concepts related to mentorship experiences, individual traits, and community
influence. Subsequently, axial eoding Wasfapplied to identify overarching themes that connected the
categories. For instance, thé €ategory of personal growth contributed to the theme “Effect of Mentor
Support on Positive Youth Development.” Related codes were grouped into categories reflecting
broader themes, sd€h as mentor support, family engagement, and community resources. This stage
also involvedftheoreticalysensitivity, linking the emerging themes to the broader framework of

Positive Youth Pevelopment (PYD) to ensure alignment between empirical findings and theory.

Next, open coding was conducted, breaking the data into discrete units representing specific ideas or
experiences. For example, a statement such as, “My mentor gives me opportunities to practice
leadership and make decisions,” was coded as “leadership skill development” and “decision-making
exposure”. Lastly, selective coding was carried out, where key themes were identified to explain the
relationship, for instance, program participation and PYD, and ensuring theoretical sensitivity to

participant narratives.
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Throughout coding, the researcher maintained analytical memos to document reflections, emerging
connections, and insights about the relationships between codes. These memos facilitated an iterative
and reflective process, central to grounded theory, ensuring that the researcher remained sensitive to
the participants’ perspectives. Once codes were established, similar codes were grouped into broader

29 ¢

categories, such as combining “skills acquisition,” “responsibility,” and “career exposure” under the
category “personal growth and competence development.” Overall, the coding process enabled the
study to systematically interpret participants’ experiences, revealing insights) into the role of
mentorship, youth relationships, and community influences in fostering Pogitive Y outh Development.
By combining pragmatic grounded theory with thematic analysis, thesstudy, ensured that qualitative
findings were both empirically grounded and theoretically infosmied; reflecting the complexity of
youth experiences in the mentorship programs. Another critical aspect ofithis analysis was integrating
member checking and reflexivity, where draft interpretationsiwere discussed with participants, where
feasible to confirm accuracy. This was particularlygmpertant because almost all participants used
“sheng” referred to as the “ghetto language,” to ‘communi¢ate, but it was necessary to reconfirm
participants' responses to ensure accurate representationief their experiences, positionality and proper
interpretations. To monitor bias and power dynamies, the researchers maintained a self-reflective

journal. Most importantly, power dynamicspwere monitored to minimize hierarchy effects during

FGDs, ensuring youth voices were prioritized.

The qualitative analysi$ furtherincorporated triangulation by comparing data from FGDs, interviews,
and survey respefises to ‘identify consistent patterns and account for divergent perspectives.
Validation wa§ieenduetedhby reviewing preliminary themes with colleagues and select participants to
confirm accuracy and credibility. Focus group discussions consisted of seven participants per group,
with separate sessions for boys, girls, and combined groups, as well as one-on-one interviews and key
informant interviews with Project managers or coordinators, which complemented the youth
perspectives (Hirose & Creswell, 2023). The sample included students who were both enrolled and
not enrolled in out-of-school youth mentorship programs, as well as project directors and social
workers, providing a wide range of perspectives on youth development. The data from these

discussions were consolidated into key topics and analyzed using thematic analysis, allowing the
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study to move from raw responses to meaningful, interpretable themes guided by pragmatic grounded

theory (Onwuegbuzie & Leech, 2025).

Notably, several key themes emerged. Mentor support presented as a catalyst. Youth reported that
mentors provided guidance, emotional support, and role modeling that significantly enhanced
confidence, goal-setting, and problem-solving skills. Family communication and engagement were
linked to better PYD outcomes, mirroring quantitative findings on individual characteristics such as
collaboration and goal-orientation. Most importantly, community influence showed that participants
underscored the importance of safe spaces, peer networks, and communityfresourcesyin fostering life
skills and social competence, reflecting Bronfenbrenner’s ecologicalgmodel. Imyaddition, faith and
values integration, such as spiritual guidance and moral instructiofifrom mentors and families, were
recurrently mentioned as contributing to resilience, empathy and charaeter development.

Ethical considerations were central throughout the qualitative,study . dnformed assent (for minors) and
consent for participants and guardians were received, Stating elear expectations of the study aims,
procedures, and voluntary participation rights. Cenfidentialityywas maintained by use of pseudonyms,
and sensitive information was stored securelyyToaddtess the emotional impact, participants were
debriefed after the discussion to managelany distreéss caused by sensitive topics.

3.10.4 Triangulation and Analytie Framework

The concept of triangulation has‘nowabg€ome mainstream in research. It is the process of using
different methodologies to measurethe same phenomena. The principle of triangulation is to diminish
the weaknesses of using a singlé strategy, enhance the outcome for research, ensure the credibility of
results, and mitigate any biases in the research (Usman & Ibrahim, 2024). This not only increases
internal and eXternal'walidity and reliability, but also integrates a multidimensional approach (Boyd,
2000). The thesis) of this study applied triangulation using a three-pronged approach: (i)
Methodological, (i1) Conceptual, and (iii) Theoretical. Conceptually, this study was anchored on
Lerner’s theory of Positive Youth Development, Bronfenbrenner’s Ecological Systems Theory of
Human Development, and Rhodes’ Model of Mentorship. Methodologically and conceptually, the
use of MMR to provide scientific rigor enabled exploring various theoretical explanations to enrich

interpretations.
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While thematic analysis inherently involves interpretation, triangulation with quantitative findings
increases validity and reliability. The integration of qualitative and quantitative findings highlights
the multi-dimensional nature of PYD. Quantitative results demonstrate that individual characteristics,
mentor support, and participation in programs are significant predictors of PYD, while qualitative
narratives explain why and how these factors matter in practice. For example, quantitative moderation
analysis showed that mentor support amplifies the effect of individual characteristics on PYD, a
finding substantiated by youth testimonies describing mentors as role models who facilitate skill
development, confidence, and community engagement. Similarly, cross-tabulationfindings on school
connectedness and collaboration align with qualitative reports of supportivepeer networks and family
involvement. By combining these methods, the study provides a sebust, contextually grounded
understanding of PYD in Kibra, emphasizing that effective youth.dexclopmentidepends on a synergy

of personal traits, structured mentorship, family support, and€ommunityresources.

This integrative approach ensured that the findings“arc “both statistically reliable and socially
meaningful. The final multivariate model presented’in Chapter 4 synthesizes the key predictors of
Positive Youth Development (PYD) among seeondary school students in out-of-school mentorship
programs. The model integrates individual ¢haracteristics, mentor support, parental involvement, and
community engagement, showing gheir Tespective contributions to PYD outcomes. This analytical
framework provides both a statisticalyan@, conceptual foundation for interpreting the findings in
Chapter 5, where the discussionjsituates these results within broader empirical and theoretical

literature.

The study establishesythat PYD happens in a context, in communities that offer developmental
opportunities to“youth who grow up in poverty. The opportunities provide a lifeline that changes
youths’ lives, enabling them to contribute to improving their communities. The variables under study,
program participation in community out-of-school youth mentorship, mentor support, individual
characteristics, and parental support, provide the ecosystem in which youth thrive and develop.
Theoretically, triangulation was a way to integrate multiple perspectives to explain the context of
PYD in the African setting. Theoretical underpinnings sought to explain the interplay of contextual
issues affecting young people in poverty, but more importantly, to explain that participation in out-

of-school youth mentorship programs promotes PYD. This would affirm that PYD occurs when
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young people are provided with positive thriving relationships and mentorship opportunities that
support attainment of PYD outcomes (the 6Cs) (Lerner et al., 2021b; Lateef, 2021). Lastly, the study
employed MMR to enhance its validity and reliability. The study used a “convergent design,” in
which quantitative and qualitative data were collected concurrently and then integrated to validate or
refute the findings. While statistical analysis was undertaken, thematic analysis was also done to
corroborate findings.

3.11 Ethical Considerations

Ethical considerations were central to the design and execution of the qualitative component of this
study. Prior to fieldwork, the researcher obtained a letter of introduction from the Postgraduate
Department of St. Paul’s University and sought approval from thegSt.“Paul*shUniversity Ethical
Review Committee (ISERC). These approvals, together with theg@scarch proposal, were submitted
to the National Commission for Science, Technology, and Innovation (NACOSTI) to obtain a
clearance permit to conduct the study. Once issued, copies of all dogumentation were also submitted
to the Nairobi County Commissioner for Educatign, the“€hildren’s Office, and all purposively
sampled research sites in Kibra Sub-County (see ‘Appendixyl4). This multi-level approval process

ensured that the research adhered to national and institutional ethical standards.

Prior to data collection, participants were mformed that participation was voluntary. For minors,
parents or guardians were fully brigfediabout the study’s objectives, procedures, potential risks, and
benefits, and were given thélopportunity to ask questions before providing informed consent. Students
themselves were provided withfage*appropriate explanations of the study and asked to give assent,
ensuring they undérstood their rights, including the right to withdraw at any point without prejudice.
Participants agéd 18 and @bove provided informed consent after a detailed explanation of the research,
its goals, and their expected involvement. The process emphasized clarity, comprehension, and

voluntariness, particularly given the vulnerable nature of the youth population under study.

Confidentiality was maintained rigorously throughout the study. Participants’ names were omitted
from notes, transcripts, and reports. Pseudonyms were assigned in Focus Group Discussions (FGDs)
to protect identities. The collected data were securely stored and used solely for the objectives of this
research. No financial or non-financial incentives were provided to participants, consistent with the

commitments outlined in the consent agreements. The study was attentive to power dynamics between
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the researcher, assistants, and participants. Research assistants were selected from Kibra, fluent in
English and Sheng—the local youth language—to ensure participants felt comfortable and
understood throughout the process. The study applied the “do no harm” principle, taking care to
minimize any emotional distress. Participants were encouraged to share their experiences voluntarily,
and support was provided if discussions elicited sensitive emotions or memories. The research team
engaged in self-reflectivity throughout the study to maintain awareness of their own perspectives and
potential biases in data collection and analysis. Reflection ensured that participants' voices were
authentically represented rather than filtered through the researchers’ assumptions or expectations.
To enhance credibility, the study employed member checking, sharing pteliminary, interpretations
with participants to verify accuracy and resonance with their experienees. Ehis process strengthened

the validity of findings and ensured that participants’ voices wered@ecurately, reflected.

While qualitative research inherently involves subjective, mterptetation, the study maintained
theoretical sensitivity and methodological rigour togalanceiebjectivity and subjectivity. Pragmatic
grounded theory guided coding, memoing, and“theme, identification, emphasizing participants’
perspectives while enabling systematic, transparémnt-analysis. Overall, ethical practices in the
qualitative analysis ensured that participants’ autonomy, confidentiality, and well-being were
safeguarded, while the integrity and credibulity of the research findings were maintained. Through
informed consent, attention togpower dyndmics, careful handling of sensitive data, self-reflectivity,
and member checking, the‘study upheld rigorous ethical standards, reinforcing the trustworthiness

and social responsibility of the fesearch process.

Before proceeding tothe'ficld, the researcher received a letter of introduction from the postgraduate
department at St."Paul's University. Additionally, approval from St Paul’s University Ethical Review
Committee (ISERC) was sought. These letters and the approved research proposal were submitted to
the National Commission for Science, Technology, and Innovation (NACOSTI) for approval to
obtain a clearance permit to collect data. Once the license was issued, the necessary documentation
was also passed on to the Nairobi County Commissioner for Education for further approval. Upon
approval and clearance, copies of all documentation were submitted to the Kibra Sub-County
Education Commissioner, Children’s Office, and all purposively sampled research sites in Kibra

(Refer to Appendix 14).

84



St. Paul’s University Repository

Prior to the commencement of the research, research enumerators/assistants were selected by a
thorough interview process. One criterion for selection was that the research assistants were from
Kibra and fluent not only in English but also in sheng, a language mainly used by youth in Kenya (a
mixture of English, local languages, and Kiswahili). Research assistants were trained in data
collection and in observing ethical considerations. Survey questionnaires were translated into
Kiswahili, and key terms were translated into sheng slang, as that is the main mode of communication
in Kibra among youth. Simulation exercises were conducted solely to validate,theiquestionnaire and

ensure uniformity and consistency among the research assistants.

The ‘do no harm’ principle was applied and adhered to. Respondénts received clarification on their
voluntary participation and their right to withdraw from the study at anyptime without prejudice. The
guardians/parents were informed about the study and given timeto seek any clarification they needed.
After this, they were requested to give their informed,consentyfor children under the age of majority.
The students also received a detailed explanatien ofythe, research and their expected participation
should they give assent. The language was tatlored'to their level of education. The students over 18
years of age gave their own informed consent. This'was after a detailed explanation and clarification
on the study and their expected participation andt: Individual names did not appear on notes or reports,
and participants in the Focus Group,Discu$sions were assigned pseudonyms. An effort was made to
ensure that no financial or fionsfinangcial incentives were given to the participants, as pointed out in
the informed consent dgreement. The collected information was kept strictly confidential and used
solely for the purpOses of the,research. Through the study, the researcher and the assistants ensured

that they wergffeflective Of each of the processes undertaken.

3.12 Chapter Summary

This study was conducted in Nairobi County, Kenya, with 3560 registered beneficiaries from the
Community-Based out-of-school mentorship program. A pilot study among a targeted sample of the
projects was conducted to test the research tool prior to its use. Cronbach's Alpha coefficient was

used to determine the validity of the research instrument.
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CHAPTER FOUR

RESEARCH FINDINGS AND DISCUSSIONS
4.1 Introduction
This chapter presents the study's findings and interpretations in line with the objectives. First is the
sub-section of quantitative data, which was analyzed using descriptive statistics, cross-tabulations,
and chi-squares, in order to examine the association between predictor and response variables. In the
second sub-section, binary logistic regression modeling was used to examine the relationship between
participation in out-of-school youth mentorship, mentor support, and,individual students’
characteristics on positive youth development, as well as the moderating gffect of'parental support.
Findings from the binary logistic regression are presented in figurespandytables. In the third sub-
section, qualitative data, which was thematically analyzed, was us€d,to'complement the quantitative
data. The findings from the qualitative data were integratéd” with ‘@m after the results from the
quantitative statistical analyses.
4.2 Study Response Rate
The response rate for the administered survey questionnairesywas 97% among program participants,
representing 349 duly filled questionnaires, and,85%, among non-program participants, representing
102 returns. This gave an overall valid({response rate of 94%, which was considered sufficient for
reliable analysis as presented in Table 4.1.

Table 4.1
Survey Data Response Rate

Programme Participants Non-Program Participants
Response Category Frequency % Frequency %
Issued and corxectly filled <349 97.2 102 85
questionnaires
Non-returned or spoiled 10 2.8 18 15
Total 359 100 120 100

Note. Source: Field Data (2024).

This level of response is considered sufficient for survey research. Babbie (2020) argues that response
rates above 70% are generally adequate to ensure representativeness and reliability of findings in
social science research. This response rate was achieved through a participative approach during data

collection, whereby Project Managers drew up a schedule in which the principal researcher and the
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research team followed to access the various program and non-program participants in the respective

sites to ensure availability and enable fruitful engagement.

The study also targeted 10 key informants (KII) who were the Program Managers of the various
Programs, and was able to obtain a 100% response rate from the various targeted respondents. The
study carried out a total of 12 FDGs with program participants, 5 FDGs with non-program

participants, and 10 one-on-one FDGs to obtain individual stories and testimonials.

4.3 Demographic Characteristics of Respondents

4.3.1 Demographic Profile of Program and Non-Program Participants

As noted in the definition of terms in Chapter One, in this studygia,program participant refers to a
person who participates in the out-of-school youth mentorship’program,and has both a formal and
active mentorship relationship for over a year. The out-of-sehool yeuth mentorship program has an
accountability structure whereby shared goals are detetmined and followed through. In addition, a
sub-sample of a non-program participant was identified. The non-program participant refers to a
person who was not a participant in the out-0f-schoolyyouth mentorship program. This group of
participants was selected from within the“localities of the out-of-school programs. Non-program
participants only responded to demographic’ questions and positive youth development in the

questionnaire.

The study collected demegraphic iformation for the respondents, including age, gender, schooling
level, and whetherthe respondent was living with a parent. This Information has been tabulated in
Table 4.2 whi€hyreveals that the majority of the respondents were aged between 15 to 18 in the study
population, though there were outliers who were aged above 20 years, a clear indication that there
were participants who may have extended their stay in schools which could be contingent either to
repetition of some classes, late enrolment debut or lack of required resources to facilitate schooling.
As far as gender was concerned, 60.2% were female, an attribute known to be linked to high advocacy
efforts for the “girl child” and “affirmative action” to increase opportunities for girls to go to school
in Kibra. The other reason for low “boy child” enrolment was maybe due to high dropout rates

associated with the pursuit of criminal activities or substance abuse by males in informal settlements.
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Table 4.2
Demographic Information of the Respondents
Variable Categories N=451 %
Age in complete years 13 2 0.4%
14 26 5.8%
15 104 23.1%
16 113 25.1%
17 120 26.6%
18 48 10.6%
19 5.1%
20 1.3%
21 1.3%
22 0.4%
23 0.2%
Gender Male 38.1%
Female 61.9%
Current class Form One 28.4%
Form Two 31.3%
Form Three 28.4%
Form Four 54 12.0%
Religion Protestant Q 349 77.4%
Traditional Religion 7 1.6%
Musli 3 0.7%
Ro a&a 87 19.3%
2 1.0%
Both parents are alive 347 76.9%
103 23.0%
A person living with 20 4.4%
cle 9 2.0%
Sister 10 2.2%

‘ Brother 6 1.3%
Grandparent 27 6.0%
Note. Source: Fi ata (2024).

Additionally, as shown in Table 4.2 below, those who lived with their aunts were 4.4%, with their
siblings 3.5%, and with their grandparents 6.0%. From this data, the number of youth who live with
grandparents cannot be ignored. Grandparents need to be considered integral to the out-of-school

mentorship programs.
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The concentration of respondents in the 15—18 age range indicates that the results primarily reflect
mid-adolescents who are still actively progressing through secondary school, where Positive Youth
Development is unfolding and closely tied to ongoing school experiences and exposure to mentorship.
A small number of respondents aged above 20 years introduce variation in schooling progression,
likely reflecting delayed educational pathways such as repetition or late enrolment, which means later
results capture mixed educational trajectories rather than a uniform stage of development. This
matters because differences in age and schooling progression can influence how students engage with

mentorship, respond to support systems, and report developmental outcomes.

The gender distribution, with a higher proportion of females, also influénices how the results should
be read. It suggests that the findings may lean more towards female “experiences of school
engagement, mentorship participation, and perceived supportgwhich cafilshape the overall patterns
observed in Positive Youth Development. The variation)inyivinglarrangements, especially the
presence of respondents living with grandparents ordether, relatives, is important for interpreting
findings on parental support. These differences pgint to,unequal caregiving environments, in which

levels of supervision, emotional support, anddailylguidanee vary across households.

The information especially shows that@ highipercentage living with their grandparents was consistent
with what was captured in the qualitative data;where most of the respondents shared their closeness
to their grandparents as depictedyin Table 4.3 below.

Table 4.3
Respondent Narratives‘on Demographic Data
Number Code of Individual Project Code Respondents Narratives

Respondent or Code

of Group
Respondents
1. FR-FDG 1-1 #4 POOK “Minaishi na Shosh tanguniwe moto”
(I'live with my grandmother since [ was a child)
2. MR-FDG 1-1#7 P006 “Mimi pia na ishi na Shosh, Mama yangu

alipotea home tangu niwe msmall”.
(I also live with my grandmother, my mother
got lost since I was small)

Note: FR=Female Respondent, MR=Male Respondent 1-1= One on One Focus Group Discussion,
POOK=Project Code
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4.3.2 Demographic Characteristics of Parents

Parents' demographic information was a critical aspect of the background information. This
information revealed that 70.9% of the respondents’ parents had at least secondary education, while
71.5% of their parents had post-secondary education. Lastly, 29.4% of mothers were self-employed,
and 34.6% were housewives, while 42.4% of fathers were either casual laborers or self-employed at

37.7%.

Table 4.4
Demographic Information of Respondents Parents
Variable Response %
Education level of your mother None 5.5%

Primary Education 33.3%

1
Secondary Education % 37.9%
Post Secondary Educati 22.2%
Education level of your father None 2.9%
Primary Educatio 74 16.4%

Secondary Edu 149 33.0%
Post Seconda a 178 39.5%
13 2.9%

Guardian education level None
Prim 4 0.9%
Secon n 25 5.5%
Seco ducation 22 4.9%

Relationship with guardian 20 4.4%

unti 9 2.0%
rother 10 2.2%
r 6 1.3%
randparents 21 4.7%
Other Relative 6 1.3%
Occupation of your mothe Salary Employed 100 22.2%
Casual labourer 50 11.1%
Unemployed 64 14.2%
‘ Housewife 92 20.4%
Self-employed 131 29.0%
Occupation of you er Salary Employed 13 2.9%
Casual labourer 191 42.4%
Unemployed 20 4.4%
Self-employed 170 37.7%

Note. Source: Field Data (2024).

From the parents' demographics, we see an informed household setting that can facilitate learning and
understanding of adolescent development. But the level of education does not equate to employment

stability, since many mothers are either working independently or unemployed. The case is even more
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pronounced for fathers who work casually or are self-employed. From the above analysis, the
households have people with knowledge due to their educational qualifications, but they face
economic instability, which might impact their level of support for adolescents. Variations in the
guardianship pattern indicate that caregivers' support will also vary for structural reasons. It is worth
noting that there is a considerable number of students under the care of their relatives, such as
grandparents. The households have a combination of educated, economically different, and
structurally diverse parents. Consequently, the level of parental support in the research will vary from
one individual to another and will influence the interpretation of the effectiveness, of mentoring and

Positive Youth Development.

4.4 Descriptive Statistics

4.4.1 Positive Youth Development

This section introduces the dependent variable, Positivie, ¥outh ‘Development. It presents the
descriptive statistics. The study used a 5-point Likertyscale to assess the 6 Cs of Positive Youth
Development. The six Cs were competence, ¢eenfidénee, connection, character, caring, and
contribution. It should be noted that competencejand,contribution had sub-categories as follows:
competence (social, cognitive, and academic competence) and contribution (community, leadership,
and volunteerism), respectively. The definitioniof these components has been provided in (Refer to

Appendix 4: Definitions of the Si% Csyof Positive Youth Development).

Competence was conceptualized as a composite variable with the dimensions, namely, social,
cognitive, and academic competence. It refers to the ability of an individual to respond to social
situations positively and to avoid negative responses and consequences. Thus, the first section
presents an analysis of “social competence”. Social competence, evaluated using a five-point Likert
scale, has been tabulated in Table 4.5 below. The results indicate that 41.9% agreed and 39% strongly
agreed that they work well with their peers. 37.9% strongly agreed, and 46.6% agreed that they can
make friends with their peers. 29.3% agreed, and 20% strongly disagreed that they cannot talk with
people they do not know. 39.2% agreed and 34.6% strongly agreed that they can tell peers they are
doing something they do not like. 44.8% agreed and 31.9% strongly agreed that they can tell a funny
story to a group of peers. 46.3% agreed and 35.5% strongly agreed that they can stay friends with
other peers. 44.6% agreed and 37.9% strongly agreed that they can tell other peers what they think
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even if they disagree with them. Consistent with a number of studies, social competence is important
for young people as it helps them navigate social issues of life. Lerner et al., (2023) documents social
competence as an internal asset which helps an individual to be effective in building interactions with

others and having adept skill in resolving conflict.

The Search Institute defines youth internal assets as capabilities or competencies, such as values and
strengths, that a person develops inherently. These soft skills help a young person navigate life, for
instance, by developing a high sense of self-worth, having a sense of hope, and the ability to handle
and resolve conflicts. Rhodes (2025) posits that they contribute to a person’s ability to achieve goals,
including achievement motivation, high self-esteem, a sense of purpose, and peaceful conflict-
resolution skills. These internal assets contribute to positive choices, academic success, and overall
well-being, as outlined in the Developmental Assets Framework by Search Institute. (Ref: Appendix

5: Search Institute Development Assets). This aspect will be addressed later in this thesis.

Table 4.5
Descriptive Statistics on Social Competence
N=451 St.rongly Disagree Neutral Agree Strongly
Disagree Agree
I work well with peers. 3.80% 5.30% 10.00% 41.90% 39.00%
I can make friends with other peers. 3.80% 5.10% 6.70%  46.60% 37.90%
I can talk with people I don’t know. 20.00% 19.50%  12.40% 29.30% 18.80%

I can .tell othc’ar peers that theyn, are, deing 730% 9.30% 950%  3920% 34.60%
something I don’t like.
I can tell a funny story to a group,of peers. 5.10% 8.90% 9.30%  44.80% 31.90%

I can stay friends with otherpeers: 4.40% 4.70% 9.10%  46.30% 35.50%

I.can tell qther peers what'l think; even if they 470% 6.20% 6.70%  44.60% 37.90%
disagree with met

Note. SourcegField Data{(2024).

The pattern showg,strong clustering toward agreement across most indicators of social competence,
suggesting generally high self-reported confidence in peer interaction, communication, and friendship
maintenance. This creates a skewed distribution rather than a balanced one, where positive responses
dominate the dataset. In practical terms, this kind of concentration can inflate the overall picture of
social competence, especially in contexts where responses rely on self-perception rather than
observed behavior. It also means the results are more reflective of youths who are already comfortable
within peer networks, rather than those who struggle socially or remain on the margins of group

interaction.
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A clear break in this pattern appears in situations involving unfamiliar peers, where responses are
more dispersed and less consistently positive. This shift matters because it shows that social
competence is not evenly developed across contexts. It is stronger in familiar, structured peer
environments and weaker in unstructured or unfamiliar social settings. In a setting like Kibra, where
peer networks often shape daily interactions and support systems, this suggests that competence is
likely reinforced within existing groups rather than easily transferred into new social spaces. That
distinction is important because it affects how later results on Positive Youth Development should be

read, especially where competence is treated as a broad developmental strength.

The second dimension of competence is cognitive competence. It was €kxamined using a five-point
Likert scale tabulated in Table 4.6 below. The tabulated responses showathat$4.1% strongly agreed
and 41.2% agreed that they have developed step-by-step plans, toxeach ¢heir goals. 60.8% strongly
agreed, and 36.6% agreed that they have goals in their life.§4:7% strongly agreed, and 40.1% agreed
that they set goals and take action to reach them. 56.3%,strongly agreed, and 40.1% agreed that they
have no difficulty whenever they are figuring outthowato'make their goals happen. 45.2% strongly
agreed, and 43.2% agreed that they are willihg tonrisk fatlure to reach their goals. 37.7% strongly
agreed, and 45.2% agreed that whenevemthey ategworking on something, they always care about
doing their best. 41.% agreed, and 27.5% strongly agreed that they like coming up with new ways to
solve their problems. 41.2% agréed and 38.4% strongly agreed that they are leaders, not followers.
Lerner et al. (2023) articulate the, differences between cognitive and academic competence, which
may sometimes be thought,toybessimilar but are not. Cognitive competence is also considered an
internal asset helping an“individual refine their analytical ability, decision-making, and critical

thinking.

Table 4.6
Descriptive Statistics on Cognitive Competence

N=451 Strongly Disagree Neutral Agree  Strongly
Disagree Agree

I have developed step-by-step plans to 0.9% 0.7% 3.1% 41.2%  54.1%

reach my goals.

I have goals in my life. 0.4% 0.7% 1.6% 36.6%  60.8%

If I set goals, I take action to reach them.  1.3% 0.9% 2.2% 41.7%  53.9%

I have no trouble figuring out how to 0.4% 0.7% 2.4% 40.1%  56.3%

make my goals happen.

I am willing to risk failure to reach my 2.7% 2.4% 6.4% 432%  452%
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goals.

When I work at something, I care about 5.3% 2.0% 9.8% 45.2% 37.7%
doing my best.

I like coming up with new ways to solve 10.2% 8.0% 12.6% 41.7%  27.5%
problems.

I am a leader, not a follower. 6.9% 6.2% 7.3% 41.2% 38.4%

Note. Source: Field Data (2024).

The distribution shows a strong and consistent clustering toward agreement across all indicators of
cognitive competence, creating a clearly skewed pattern that reflects a generally high level of self-
reported goal orientation, planning, and problem-solving capacity. Most zésponses fall at the upper
end of the scale, suggesting that cognitive competence in this sample is,closely tied to structured goal
setting and action-oriented thinking rather than being evenly distsibuted actoss varying levels of
ability. What stands out is that respondents consistently presedt'themseélves as deliberate in planning,
confident in setting and pursuing goals, and committed to pesforming well in tasks, which points to a
strong internalisation of goal-directed behaviour withmtheygtoup. At the same time, slightly less
uniform agreement on items linked to creativity, fisk-taking, and leadership suggests that while
structured cognitive skills are well establishedjymore open-ended or adaptive forms of thinking are
expressed with less consistency. In the context of the study, this pattern suggests that cognitive
competence is shaped more by disciplined planning and achievement orientation than by flexible
problem-solving or exploratory, thinking,sxhich is important for understanding how later outcomes
related to Positive Youth Development are likely to align with structured rather than adaptive

cognitive behaviours.

The third dimension of competence is academic competence. It was computed using a five-point
Likert scale and is tabulated in Table 4.7 below. It depicts that 58.5% strongly agreed and 37% agreed
that they are good students. 49.4% strongly agreed and 38.6% agreed that they take part in school
activities. 61% strongly agreed and 37% agreed that they like learning new things. 63.4% strongly
agreed, and 35% agreed that their academic performance in school is of concern to them. 56.3%
strongly agreed, and 38.1% said they enjoy participating in projects. 46.6% strongly agreed, and
40.6% agreed that they like to lead the team when carrying out school projects. 38.8% strongly agreed,
and 40.6% agreed that they know what they want to do for their career. 57% strongly agreed and
37.9% agreed that their school provides sufficient support for their studies. Lerner et al. (2023) further

94



St. Paul’s University Repository

posit that academic competence is not only about academic scores but is conceived as a broad set of
proficiencies, student skills, mindset, and behaviours that are critical or predictors for academic
success. These proficiencies include attitudes and predispositions, such as motivation to study, time

management, critical thinking, and reading, among others.

Table 4.7
Descriptive Statistics on Academic Competence

N=451 Strongly Disagree Neutral Agree  Strongly
Disagree Agree

I am a good student. 0.9% 0.2% 3.3% 32.0%  58.5%

I take part in activities in school. 4.2% 4.4% 3.3% 33.6%  49.4%

I like to learn new things. 0.4% 0.4% 1.1% 370%  61.0%

My academic performance in school 0.4% 0.2% 0.9% 35.0%> 63.4%

concerns me.

At school I enjoy participating in projects. 2.0% 1.1% 24% 38.1%  56.3%

I like to lead the team when carrying out 3.5% 2.9% 6.2% 40.8%  46.6%

school projects.

I know what [ want to do for a career. 4.0% 6.7% 10.0% 40.6%  38.8%

My school provides sufficient support for 0.4% 1.1% 3.5% 37.9%  57.0%

my studies.

Note. Source: Field Data (2024).

Further, respondents’ academic performanee wasexamined by looking at current end-of-term results
for Form One and Form Two. For FormyThree and Form Four, the pre-mock and Mock exam results
were considered, respectively. Findings are summarized in Table 4.8 below. Students in Form One
and Two take a maximum of 12)subjects while those in Form Three and Four take a maximum of
eight subjects. It was found ‘thatsall“program participants in the Community-Based out-of-school
mentorship programs had‘above-average academic performance, though there were wider deviations.
Further, there was @statistically significant difference in academic performance between program
participants andgfion-participants, with program beneficiaries recording better performance. This was
just a cross-sectional view of academic performance and an in-depth analysis of how PYD may

predict academic performance.

As mentioned earlier, academic competence encompasses not only academic scores but also internal
assets such as individual achievement, confidence, and other traits. A number of scholars have
associated PYD with academic success outcomes. Dimitrova (2021), in a study of 15—18-year-old

Norwegian high school students, showed that some PYD components positively correlated with
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academic achievement, which was also consistent with the Abdul-Kadir et al. (2021a) study, which

showed that some PYD indicators, like character and confidence, were associated with better maths

test scores. Ochola's (2020) study also found that peer mentorship contributed to building students’

skills to address academic challenges, improve study approaches, and build resilience towards

achieving good grades.

Table 4.8
Analysis of Academic Performance

Marks
Programme Participation N=451 Mean Std: Deviation
Programme Participants 349 5109 186:207
Non-Programme Participants 102 408.72 141.232

T=5.126, P value <0.05

Note. Source: Field Data (2024).

The second indicator of PYD is Confidence, one of the 6Cs.“€onfidénce was conceptualized as the

ability of one to have a positive view of themselyes,youtlook towards life, and self-efficacy.

Descriptive statistics on confidence for the respendentstis tabulated in Table 4.9 below and was

assessed using a S-point Likert scale. The findingsiindicateithat 47% agreed and 35% strongly agreed

that their lives are closer to their ideals ingmost respeets. 45% agreed and 31.3% strongly agreed that

their life conditions are excellent. 48.1% strongly agreed, and 41.5% agreed that they are happy with

their life. 38.1% agreed, and 334% strongly ‘agreed that they have the most important things they

want in their life so far. 32.6% agreed, ‘and 25.5% strongly agreed that they would change almost

nothing if they could livesthein life, over.

Table 4.9
Descriptive Statistics on Confidence
N=451 Strongly Disagree Neutral  Agree  Strongly
Disagree Agree
My life is closer to,my ideal in most ways.
3.1% 3.1% 11.8% 47.0%  35.0%
My life conditions are excellent. 4.9% 7.8% 11.1% 45.0%  31.3%
I'm happy about my life. 2.4% 2.9% 5.1% 41.5%  48.1%
I've got the important things [ want in my 7.8% 12.6% 8.0% 38.1%  33.5%
life so far.
I would change almost nothing if I could 18.8% 12.9% 10.2% 32.6%  25.5%

live my life over

Note. Source: Field Data (2024).
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The third indicator of PYD is Connection, one of the 6Cs. Lerner et al. (2023) define this as the ability
to build relationships with peers and others in the relational circle. It was also assessed using a 5-point
Likert scale tabulated in Table 4.10 below. On examination, the findings indicate that 28.2% agreed
and 35% strongly agreed that they have a wide circle of friends. 49% agreed, and 36.8% strongly
agreed that they think it’s important to be involved with other people. 50.1% agreed, and 35% strongly
agreed that their friends care for them. 46.6% agreed, and 45.9% strongly agreed that while at school,
they feel connected with teachers. 44.1% agreed, and 49.7% strongly agreed that they have adults in
their life who care for them. 45.2% agreed, and 44.8% strongly agreed that they like to serve and give

back to the community.

Table 4.10
Descriptive Statistics on Connection

N=451 Strongly Disagree Neutral Agree Strongly
Disagree Agree

I have a wide circle of friends. 12.2% 16.4% 8.2% 35.0%  28.2%

I think it’s important to be involved 4.4% 4.0% 5.8% 49.0%  36.8%

with other people.

My friends care about me. 3.1% 2:2% 9.5% 50.1% 35.0%

At school, I feel connected to the 5.1% 5.8% 7.8% 43.2% 38.1%

teachers.

I have adults in my life who care forme. 2.4% 1.6% 3.5% 46.6%  45.9%

I feel connected to my parents. 2.2% 1.3% 2.7% 44.1% 49.7%

I like to serve and give back to the 0.9% 3.3% 5.8% 452%  44.8%

community.

When I am at home, I do thethomey 0.9% 1.1% 2.2% 38.1% 57.6%

chores.
Note. Source: Field Data (2024).

The fourth indicator,of PYD" 18 Character, which is also one of the 6C’s. It refers to the set of moral
compasses, ethical, andymental qualities that define an individual’s personality and behavior. It
influences how adperson interacts with others, makes decisions, and responds to challenges. Strong
character is often associated with integrity, resilience, and a sense of responsibility. Descriptive
statistics on character are tabulated in Table 4.11 below. The study found that the majority (47.9%)
agreed and 46.3% strongly agreed that whenever called to help others, they always do so. 42.1%
agreed, and 28.2% strongly agreed that they can be counted on to help whenever someone needs help.
51.4% agreed, and 41.9% strongly agreed that they know what they value. 51% agreed, and 42.8%
strongly agreed that they know what they stand for. 52.5% agreed and 41.5% strongly agreed that

their values guide their understanding of the meaning of their lives. 47.2% agreed, and 35.9% strongly
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agreed that they realize what is good and what is bad. 51.9% agreed, and 33.9% strongly agreed that
they respect people who are different from them. 50.3% agreed and 38.6% strongly agreed that their

lives are full of purpose.
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Table 4.11

Descriptive Statistics on Character
N=451 Strongly Disagree Neutral Agree  Strongly

Disagree Agree

When others need help, I help them. 0.4% 0.7% 4.7% 47.9%  46.3%
I can be counted on to help if someone 6.0% 12.2% 11.5% 42.1%  28.2%
needs me.
I know what I value. 0.7% 2.0% 4.0% 514%  41.9%
I know what I stand for. 0.2% 1.1% 4.9% 51.0%  42.8%
My values guide my understanding of the 0.9% 1.6% 3.5% 52.5%  41.5%
meaning of my life.
I realize what is good and what is bad. 5.8% 5.3% 5.8% 40.2%  35.9%
I respect people who are different from me. 4.0% 2.0% 8.2% S1.9%  33.9%
My life is full of purpose. 2.4% 2.0% 6.7% 50.3%, 38.6%

Note. Source: Field Data (2024).

The fifth indicator of PYD is Caring, again one of the 6C’s. Cafing is the ability to show kindness,
empathy, and concern for others. It involves both emotional‘sensitivity and actions that demonstrate
support, compassion, and understanding. Caring plays ‘@, vitdl role in building meaningful
relationships, fostering a sense of community (Muhamad'et al:;:2024). The study results, as shown in
Table 4.12 below, indicate that 43% agreed and 42:6% strongly agreed that it’s easy for them to know
how others feel. 51.9% agreed, and 41.9% strongly agreed that they try to encourage others when
they are not good at something. 49% agreed, and 44.6% strongly agreed that they can be counted on
to help if someone needs help. 49:4% agreed,"and 42.6% strongly agreed that they care about the
feelings of their friends. 48.3%:agreed,and 36.4% strongly agreed that they regularly contribute to
their community. 49.9% agreednand36.4% strongly agreed that they help in making the community
a better place to live. 51%tagreed, and 40.1% strongly agreed that they help people in need, while
49.2% agreed and 43.7% strongly agreed that they give part of their time to make the lives of other
people better!
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Table 4.12
Descriptive Statistics on Caring
N=451 Strongly Disagree Neutral Agree  Strongly
Disagree Agree
It is easy for me to know how others feel. 1.8% 5.1% 7.5% 43.0%  42.6%
I try to encourage others when they arenot  1.1% 2.4% 2.7% 51.9%  41.9%
as good at something as me.
I can be counted on to help if someone 1.3% 1.6% 3.5% 49.0%  44.6%
needs me.
I care about my friends' feelings. 1.3% 1.6% 5.1% 494%  42.6%
4.9% 4.9% 5.5% 4833%  36.4%
I regularly contribute to my community.
I help make my community a better place. 2.7% 3.1% 82% 49.9%  36.1%
I help people in need. 0.9% 1.6% 6'4% 51.0%  40.1%
I give part of my time to make the lives of 0.9% 2.0% 42% 49.2%  43.7%

other people better.
Note. Source: Field Data (2024).

The sixth indicator of PYD is Contribution, another 6ne 0fthe'6C’s. Contribution was conceptualized
as a composite variable comprising two diflensions:i community leadership and community
volunteerism. Contribution is defined by Lerner(2023) as the ability to know one’s strengths and use
these for the public good by making centributions to improve the communities they come from. This
means they use their strengths to_éontribute‘positively not only to themselves, but to their families
and their communities. Communityleadefship is one’s ability to provide situational leadership and to
lead others when assigned thatiprerogative. Community volunteerism is when youth are inspired to
give back to their communities through service. The first section presents an analysis of “community

leadership”.

The descriptive statistics for community leadership are tabulated in Table 4.13 below, which indicates
that 46.3% agreed and 34.4% strongly agreed that they understand the needs of their community.
52.3% agreed, and 28.8% strongly agreed that they can identify at least three needs of their
community. 49.9% agreed and 39% strongly agreed that they love to support their community through
service. 48.3% agreed, and 46.3% strongly agreed that the mentorship program provides an
opportunity for the application of individual talents and knowledge to improve their community.

52.1% agreed, and 41.5% strongly agreed that the skills that they have learned in the program are
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skills that help them serve their community. 47.7% agreed and 40.8% strongly agreed that they love

to serve their local church.

The second section presents the analysis of “community volunteerism”. The descriptive statistics for

community volunteerism are also tabulated in Table 4.13 below.

Table 4.13
Descriptive Statistics on Community Leadership and Volunteerism

N=451 Strongly Disagree Neutral Agree  Strongly
Disagree Agree

Community Leadership

I understand the needs of my community.  3.5% 6.7% 9.1% 46.3%), 34.4%

I can identify at least three needs in your 5.3% 5.1% 8.4% 523%  28.8%

community

I love to support my community through 2.0% 3.3% 3.8% 49.9%  39.0%

service.

I serve in my local church. 8.0% 16.0% 6.4% 35.7%  33.9%

Community Volunteerism

I am very interested in being a part of my 1.3% 0:9% 2.7% 48.3%  46.8%

community.

I feel I have the ability to make a difference 0.7% 0.7% 3.8% 49.9%  45.0%

in my community.

I try to find the time to make a positive 41.6% 2.4% 6.7% 541%  353%

difference in my community.

I am highly interested in volunteering. 2:0% 3.3% 6.2% 47.7%  40.8%

I'am very interested in joining local.groups, 3.1% 2.7% 4.9% 48.8%  40.6%

projects or clubs.

In the last month I have participatedyin® 23.7% 25.7% 4.0% 23.5%  23.1%

community activities.

Note. Source: Field Data (2024):

The study shows'that 48.3% agreed and 46.8% strongly agreed that they are interested in being a part
of my communitymWhile 49.9% agreed and 45.0% strongly agreed that they felt they had the ability
to make a differeh€e'in their community. In addition, 54.1% agreed and 35.5% strongly agreed that
they find the time to make a positive difference in their community. About 47.7% agreed and 20.8%
strongly agreed that they share the view and interest in volunteering. 48.8% agreed, and 40.6%
strongly agreed that they have an interest in joining local groups, projects or clubs. Lastly, 23.5%
agreed, and 23.1% strongly agreed that they had participated in community activities in the last

month.
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Overall Positive Youth Development

The composite PYD variable attributes were summarized and ranked into low, medium, and high
categories. Only the beneficiaries of mentorship in the out-of-school youth mentorship programs have
been considered in the subsequent analysis, and they were 349 of the 451 respondents. The study
results in Table 4.14 illustrate that 73.2% of respondents recorded high levels of social competence,
95.3% had high levels of cognitive competence, 96.9% had high levels of academic performance, and
93.1% reported high competence levels. 74.1% reported high levels of confidence, 91.4% reported
high levels of connection and 93.6% reported high levels of caring. 77.8% teported, high levels of
community volunteerism, 92.2% reported high levels of communitysvelunteerism, 84.9% reported

high levels of contribution, and 94.9% reported high levels of positive youth,development.

Table 4.14

Descriptive Statistics on Positive Youth Development
N=451 Low, Medium High
Competence 0% 6.2% 93.1%
Confidence 5:3% 20.6% 74.1%
Connection 0:4% 8.2% 91.4%
Character 0:4% 7.1% 92.5%
Caring 0.2% 6.2% 93.6%
Contribution 0:7% 14.4% 84.9%
Overall Positive Youth Development. 0% 5.1% 94.9%

Note. Source: Field Data (2024).

4.4.2 Influence of Program Pakticipation in the out-of-school Youth Mentorship Program on
Positive Youth Development
The study sought to examine youth membership and participation in the out-of-school youth

mentorship programp This first section will examine the extent of youth membership, while the second
section will address thyodlvement in the out-of-school youth mentorship. The study estimated that
88% of program participants attended the out-of-school program during holidays, 57% were leaders
in the out-of-school programs, 28.1% participated in Praise and Worship teams. Table 4.15 below

summarizes the analysis.

Table 4.15
Youth Membership in Mentorship Programme
N=349 %
Number of times you attend program activities Once Weekly 22 6.3%
Twice Weekly 12 3.4%
Three times Weekly 3 0.9%
Only During school holiday 307 88.0%
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Role in the programme Choir Leader 9 2.6%
Praise and worship 98 28.1%
Leaders 199 57.0%
Just a Participant 18 5.2%
Class Prefect 21 6.0%

Note. Source: Field Data (2024).

The study examined the effect of program participation on positive youth development in Kibra Sub-
County. The respondents were asked to indicate their level of agreement on a five-point Likert scale

ranging from strong disagreement to strong agreement. Table 4.16 below summarizes the findings.

Table 4.16
Descriptive Statistics on Programme Involvement
N=349 Strongly Disagree _Neutra * Agree Strongly
Disagree 1 Agree
6% 5.2% 0% 57.0% 31.8%
I think that participating in the program will help me
continue my education.
I learn a lot from participating in the program. 2.6% 0.6% 10.6%  51.6% 34.7%
Staff at the program pay attention to what’s going on€0:6% 0.3% 2.3% 27.8% 69.1%
in my life.
Staff in the programme listen to what I have to sayy,  “0:3% 0.9% 1.4% 37.2% 60.2%

4.6% 9.2% 203%  37.5% 28.4%
The program has nurtured my goal-setting ‘skills
I feel like I have voice/power to influence‘decisions 4.6% 5.7% 223%  413% 26.1%
about the program.
There is at least on staff membenthat)l can goyto for 2.0% 4.3% 10.9%  44.7% 38.1%
support or help with a problem,

Note. Source: Field Data (2024

According to thefindings, the majority 88.8% strongly agreed that they think participating in the
mentorship pfogramme ‘Would help them continue with their education. All programs sampled
provide educational scholarships to the program participants. The majority, 86.3%, strongly agreed
they have learned a lot from participating in the program. 69.1% strongly agreed that staff in the
mentorship program pay attention to what is going on in participants’ lives, and 60.2% strongly agreed
that they listened to what they said. Further, 66.9% strongly agreed that the mentorship program has
nurtured their goal-setting skills. 41.3% agreed, and 26.1% strongly agreed that they felt that they had
the voice/power to influence decisions in their program. 82.47% strongly agreed that they have
identified at least one member of staff in their respective mentorship programs whom they can open

up to or rely on to solve problems facing them.
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Another sub-category of the out-of-school youth mentorship program was community engagement.
This sought to assess how the programmes facilitated community engagement. Respondents’ ratings
of the effect of community engagement on positive youth development were obtained using a five-

point Likert scale. Respondents' rating is in Table 4.17.

Table 4.17

Descriptive Statistics on Community Engagement in the Out-Of-School Mentorship Program
N=349 Strongly Disagree Neutral Agree Strongly

Disagree Agree

The program has a positive influence on 3.2% 4.0% 8.9% 46.7% 37.2%
how people in my community treat me.
The program and my school work together 6.9% 12.0% 8.0% 375% 35.5%
to offer activities and services.
The program has had a positive influence ~ 2.0% 2.0% 3.3% 45.3% 42.4%
on how I treat people from my
neighbourhood.
The program finds ways to involve my 6.3% 6:9% 8:3% 40.7% 37.8%
family.
I have opportunities to serve my 4.6% 6.3% 13.8% 39.3% 36.1%

community through the program.
Note. Source: Field Data (2024).

According to the findings, 46.7% agteed, and 37.2% strongly agreed that participation in the
mentorship program had influeneéd hew people in their community treated them. 37.5% agreed, and
35.5% strongly agreed that participationan the mentorship program and their respective schools do
work together in offering Servicesyto the community. 45.3% agreed, and 42.4% strongly agreed that
participation in the out-of=s€hool'mentorship program has had a positive influence on how they treat
people from theirneighbourhood. 40.7% agreed, and 37.8% strongly agreed that participation in the
out-of-school'meéfitorship program was integrated with family activities, while 75.4% strongly agreed

that the out-of-schoeol mentorship program provides opportunities for them to serve their community.

In addition, the study examined whom respondents considered a mentor. As shown in Table 4.18, the
majority of respondents (50.1%) identified project staff as their mentors, while teachers and
grandparents were each cited by 23.5% of participants. Peers (1.7%), aunts (0.9%), and uncles (0.3%)
were rarely mentioned. These findings indicate that the structured mentorship provided by project

staff is the primary source of guidance and support for the students, complemented by family and
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school-based figures. The prominence of project staff as mentors underscores the central role of the
out-of-school youth programs in fostering positive youth development, more importantly suggesting
that the relationships established within the program with trusted advisors are instrumental in shaping
competence, confidence, character, and other developmental outcomes among secondary school

students in Kibra Sub-County.

Table 4.18

Who are considered a Mentor by the Respondents
Person Frequency Percentages (%)
Project Staff 175 50.1
Teacher 82 23%
Grandparents 82 23.5
Peer 6 1.7
Uncle 1 0.3
Aunt 3 0.9
Total 349 100.0

Note. Source: Field Data (2024).

Overall, descriptive analysis suggests thafiparticipation in out-of-school youth mentorship in Kibra
Sub-County is associated with positive development among secondary school students by supporting
key personal, social, and commufity €apacities. Students involved in the program showed high levels
of competence, particularlypcoghnitive, (95.3%) and academic (96.9%), indicating improved goal
setting, problem-solving, ‘and)scheol engagement. They also reported relatively high levels of
confidence and comnection,, reflecting life satisfaction, strong peer and adult relationships, and

engagement in,cOMMunNity activities.

Character and caring were evident, with participants demonstrating ethical awareness, empathy, and
willingness to help others. High program involvement, with 88% attending sessions during holidays
and 57% in leadership roles—combined with mentorship from project staff, teachers, and
grandparents- appeared to support these outcomes. Overall, the findings indicate that participation in
the youth mentorship program may contribute to the development of social, emotional, and civic

capacities among secondary school students in Kibra.
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In addition to the forementioned out-of-school mentorship program, the study sought to examine the
level of participation in extracurricular out-of-school activities. This data has been summarized in

Table 4.19.

Table 4.19

Participation in out-of-school extracurricular activities
N=349 Yes No
Consolidated List of Various Activities N=349 % N=349 %
Sharing Gospel in Community 159 46% 187 54%
Religious education 246 705% 98 28.1%
Music/choir club 134 38:4% 210 60.2%
Sports club 172 49.3% 171 49.0%
Book club /library 253 125% 91 26.1%
Dance club 143 32.4% 232 66.5%
Arts and Crafts Club 77 22.1% 265 75.9%
Sewing or tailoring club 33 9.5% 308 88.3%
Agriculture club where I learn skills (not paid work) 66 18.9% 279 79.9%
Educating Peers about Positive Life Skills andgHealthyh, 235 67.3% 109 31.2%
Behaviors
Carpentry club where you learn skills (not paid Werk) 25 7.2% 316 90.8%
Cuisine/Cooking Classes 90 25.8% 252 72.2%
English Classes 185 53.0% 158 45.3%
Remedial Classes (Tuition) 220 63.0% 125 35.8%
Computer Classes 118 33.8% 225 64.5%
Health Classes 170 48.7% 173 49.6%
Electronics (Repairing phonésetc.) 33 9.5% 310 88.8%
Volunteering to Help Community/Neighbors 214 61.3% 128 36.7%
Community Service 18 5.2% 123 35.2%

Note. Source: Field Data (2024).

About 46% of program participants participated in the sharing of the gospel in the community. 70.5%
of program participants reported participating in religious education, and 38.4% participated in
music/choir. 72.5% of programme participants participated in library/book clubs. Only 9.5% of
program participants participated in a sewing or tailoring club 61.3% of program participants
volunteered to help the community, geared towards building soft skills such as teamwork,
collaboration, communication skills, goal-oriented behavior, among other soft skills needed to

navigate life.
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From the Group FDG discussions, it emerged that engagement in voluntary community service,
learning life skills such as carpentry, book club, remedial classes, tuition, engagement in the arts
(drama, music), and sports were the activities the youth liked to do most. Additionally, the projects
offered incentives like free medical camps, especially for students who were HIV+, sanitary pads,

and skills training tools.

Across the descriptive findings, one clear pattern shows up. Most responses sit at the higher end of
the scale across the main Positive Youth Development areas. Students report,sttong competence in
school and thinking skills, high confidence in their lives, solid relationships with peers and adults,
and strong character and caring values. The responses move in the same, ditection,across most items,
with little spread between agreement and strong agreement. This,creates, a’consistent picture of

positive self-reported development across the group exposed£o the mefitorship program in Kibra.

Another pattern appears in community-related participation:‘Here, responses spread more compared
to the other areas. Many students show positivemattitudes toward helping and serving their
communities, but reported involvement in actual“¢emmunity activities varies more. Some report
regular participation; others report limited or no reeent involvement. This difference appears in the
same set of descriptive results. JOverall, ghe) descriptive findings show a strong and steady
concentration of positive ratings inmost, youth development areas, with more mixed responses when

it comes to community participation outside structured program activities.

4.4.3 Effect of Méntor Support on Positive Youth Development

The second objectiveyexamined the effect of mentor support on students’ positive development in
Kibra Sub-County.yMentor support was measured using five indicators: mentor relationship,
longevity, role modeling, positive affirmation, and guidance and counseling. Responses were

collected on a five-point Likert scale. The findings are presented below.

The first indicator that was examined was the effect of mentor relationship on positive youth
development among program participants. The findings are summarized in Table 4.19. The findings
showed that students generally had positive experiences with their mentors. A majority (189, 54.2%)

strongly agreed and 142 (40.7%) agreed that they enjoyed experiences derived from their mentors,
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reflected in a high mean score of 4.47 (SD = 0.65). A high mean near 5 indicates most students leaned
toward agreement, while the low SD shows their responses were consistent. Similarly, 97 (27.8%)
strongly agreed, and 158 (45.3%) agreed that they regularly applied skills learned from mentors (M
= 3.83, SD = 1.05). The higher SD here means opinions varied more. Regarding feeling challenged
by expectations, 189 (54.2%) strongly agreed and 146 (41.8%) agreed, yielding a high mean of 4.49
(SD = 0.64), again indicating both strong agreement and consistency. This pattern suggests that

mentoring was widely seen as enjoyable, skill-enhancing, and positively demanding.

Other items showed more mixed responses. On time management, only 46 (13.2%)strongly agreed
and 115 (33.0%) agreed, while a sizeable share disagreed (72, 20.6%) ‘ox, strongly disagreed (54,
15.5%). This yielded a lower mean of 3.08 (SD = 1.28), indicatinggthat'studeénts'were split, with some
finding time management guidance useful and others not. Sitlarly, When asked if mentors helped
them cope after unmet academic goals, 69 (19.8%) strongly agreedgand 147 (42.1%) agreed, but 92
(26.3%) disagreed. The mean of 3.45 (SD = 1.27) indicates moderate agreement and greater variation,
reflecting uneven mentor support for resilience and'coping strategies. Here, higher SD values indicate

that students’ experiences were less uniform.

Mentors were seen as strongest inguidancegand accountability. For example, 129 (37.0%) strongly
agreed, and 139 (39.8%) agreed that‘theyhwwere motivated to make informed academic and career
decisions (M = 3.92, SD =(1aL5). Likewise, 118 (33.8%) strongly agreed, and 147 (42.1%) agreed
that mentors followed @p.omtheiracademic progress (M = 3.92, SD = 1.08). The highest rating was
for mentors helpin@studentsiexplore realistic academic options, with 171 (49.0%) strongly agreeing
and 147 (42.1%) agreeingy producing a high mean of 4.35 (SD = 0.77). Means above 4 show strong
agreement overall, while lower SDs here signal consistency across students. These findings confirm
that guidance, decision-making, and career exploration were the strongest areas of mentor influence.
However, some youth voiced dissent regarding the mentor relationship. Acknowledging these
counter-narratives does not undermine the benefits of youth mentorship; rather, it enriches the

analysis by presenting a more balanced and critical picture of students' lived experiences.
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Table 4.20

University

Descriptive Statistics on Mentor Relationship

Repository

N=349

SD [f[(%0)]

D (£(%0)

NIE(o)]

A0l

SA [(%0)]

Mean

SD

I enjoy the experiences I derive
from my mentor.

I regularly apply skills learned
from my mentor.

I feel overwhelmed by mentors’
expectations.

My mentor has taught me to plan
and use time optimally.

When my academic career goals
were not met, I receive assistance
from my mentor to develop better
coping strategies.

I have been motivated to make
well-informed personal decisions
about my academic and
professional ambitions.

My mentor has followed up on
my plans to develop better
academic skills by asking me
about my actual progress.

My mentor helps me explote
realistic options and grovides
guidance on how to attain my:
academic objectives)

2(06)

14(40)

3(09)

54(155)

36(103)

2(63)

15@3)

5L

3(09)

34(9.7)

3(09)

72(206)

56(16.0)

30(36)

33(9.5)

8(23)

1337)

46(132)

8(23)

62(178)

41(11.7)

2983)

36(10.3)

18(52)

142 (407)

158(453)

146 (418)

115(33.0)

147.(21)

139(39.8)

147 @2.1)

147 (42.1)

189(542)

97(278)

189(542)

46 (132)

69¢198)

129(37.0)

118(338)

171 (490)

447

383

449

3.08

345

435

0.65

1.05

0.64

128

127

1.15

1.08

0.77

Note. Sourcef Field Data (2024).

This study found that ninety-six (96%) of the participants shared that they felt overwhelmed by

mentors’ expectations. Understanding this perspective can help guide mentors in developing joint

goals that are realistic and measurable. In qualitative research, especially within pragmatic grounded

theory approaches (Charmaz, 2006), counter-voices are invaluable for understanding the complexity

and diversity of human experiences. By attending to negative or critical perspectives, researchers

avoid romanticizing interventions and instead provide space for critical reflection and program

improvement. This is summarized in Table 4.21
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Table 4.21

University Repository

Respondents’ Responses Narratives on Reasons they are not Happy with the Programme

Respondent ID Project Code Respondents Narratives

MR #4 (FGD) PJ # O0F “Mentor wangu nimukali sana. Ndiyo anaguide lakini
siwezikumwambia mambo yangu.”
(My mentor is very strict. Yes, she guides me, but [ can’t tell her
my problems)

FR #5(FGD PJ#00A “Sometimes tunasikia activities zimepangwa bila kutuhusisha...
hatupati nafasi ya kutoa maoni.”
(Sometimes we feel activities are planned without involving
us... we don’t get a chance to give QUIvViews).

MR #7 (FGD) PJ#00D “Mentorship inachukua time yagkiucheza na marafiki... mara
nyingi tunakaa kama ni dazima tuende.™
(Mentorship takes time,away fiomplaying with friends... many
times it feels compalsory),

FR #6 (FGD) PJ#00E “Wakati mwingine, mentors wanatupendelea wale wanafanya
vizuri kwa'@eademics.”
(Sometimes, ‘mentors favour those who perform well
academieally).

MR #5 (FGD) PJ#00K “Kuna wakati tunahisi mentors hawatuelewi vizuri...
wanatupangia mambo tofauti na vile sisi tunaona.”
(Sometimes we feel mentors don’t understand us well... they
impose things differently from how we see them).

FR #8 (FGD PJ#00C “Wakati mwingine kuna strict rules za mentorship... inafeel

kama restriction badala ya guidance.”
(Sometimes there are strict mentorship rules... it feels more
like restriction than guidance).

Note. Source: FieldData’(2024); FR=Female Respondent, MR=Male Respondent, MG=Mixed Group,
FDG 1-1= One on©@une Focus Group Discussion, PJ#00K=Project Code

While the issue of mentor matching, the process of mentor-mentee matching was out of scope for this

study, it is a real concern. It is well agreed from evidence the process of youth mentorship in itself is

a complex ecosystem. Where relationships were found to be organic, well matched for interest,

aligned objectives, they tend to be successful and lead to thriving youth (Luo et al., 2023). While the

opposite would also be true, mismatching would lead to disengaged youth, mismatched values. This

should a potential for further research especially in the African context. Therefore, most mentees
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appreciated mentors who created opportunities for networking, goal setting, career mentorship or

guidance and helping the navigate life situations.

Longevity in mentorship was another critical metric that was examined as shown in Table 4.22 below.

Table 4.22
Descriptive Statistics on Mentor Longevity
Maximu
Current class Mean Std. Deviation Minimum m
Form One 3 2.9 1 13
Form Two 3 3 1 14
Form Three 5 4.6 1 16
Form Four 6 4.3 1 16
Total 4 3.8 1 16

Note. Source: Field Data (2024).

The results show variation across classes, with ForfOne, and Form Two students reporting an
average of 3 years of mentorship (Mean = 3.0, SDy= 2:9"and Mean = 3.0, SD = 3.0, respectively).
Form Three students had a higher average of,5 yearsy(Mean = 5.0, SD = 4.6), while Form Four
students recorded the highest average at 6f§fears (Mean = 6.0, SD = 4.3). Overall, the mean mentorship

longevity across all classes was 4 years(SD'=318), with durations ranging between 1 and 16 years.

Form Four participants had, anjaverage of six years, followed by five years for Form Three
participants, while Forma'One and Ferm Two participants had an average of three years. The maximum
number of years the participants‘had been mentored was 16 years, though there were those who had
been in the program for enly one year. This means that most mentees who showed a longer duration

(tenure) of mentorship were recruited into the program when they were still in primary school.

These findings suggest that mentorship exposure tends to increase with progression in class level.
Form Four students, having spent the longest period in school, reported more years of mentorship
compared to lower classes. The relatively wide standard deviations (ranging from 2.9 to 4.6) indicate
substantial variation within each class, meaning some students had very limited exposure while others

had much longer durations.
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This variation points to uneven access or consistency in mentorship, which may influence the overall
effectiveness of such programmes. Role modelling emerged as a strong element of mentor support in
the mentorship programme. A majority of participants reported positive experiences with their
mentors: 85-95% agreed or strongly agreed that their mentors serve as role models, inspire confidence

about the future, and guide career and professional decisions. Table 4.23 summarizes the findings.

Table 4.23

Descriptive Statistics on Role Modelling
Statement SD [f, D N [f, A SA
N=349 (Yol [£,(%)] (Yol [£,(%)] [£,(%)]
I consider my mentor my role model. 9 (2.6) 21 (6.0) 22 (6.3), €128 (36.79 169 (48.4)

I admire my mentor and want to be as 7 (2.0) 13(3.7) 26(7.4)..125(35:8) 178 (51.0)
successful as them.

My mentor inspires my confidence in the 3 (0.9) 14 (4.09 25(h2) 137 (39.3) 170 (48.7)
future.

My mentor and I share the same values. 4(1.1) 4(1) 8(2.3) 156 (44.7) 177 (50.7)

My mentor inspires me because he/she 19 (5.4, S8 (160) 57 (16.3) 133 (38.1) 82 (23.5)
always give back to the community.

My mentor has helped nurture my W30B3.7) 23 (6.6) 36(10.3) 145(41.5) 132 (37.8)
emotional and social skills.

My mentor makes me feel cofafortablend19 (5.4) 34(9.7) 40(11.5) 142(40.7) 114 (32.7)
enough in our relationship toghare.openly
about sensitive topics.

My mentor is my primary guide invall my 5 (1.4) 9 (2.6) 8(2.3) 158 (45.3) 169 (48.4)
career and professional decisions.

My mentor aceords, practical approaches 10 (2.9) 9(2.6) 21 (6.0) 151(43.3) 158 (45.3)
whenever [ have_ ajproblem by sharing
his/her personal experiences.

Note. Source: Field Data (2024).

Over 90% of respondents indicated that they admire their mentors and share common values, making
it easier to emulate positive behaviors. While most mentees experienced supportive relationships,
slightly lower agreement (62%—65%) was observed for items related to community engagement and

emotional skill development, suggesting that some mentors could further demonstrate community
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service and nurture social-emotional competencies. Participants also reported high comfort in sharing
sensitive issues (around 73%), reflecting strong mentor-mentee bonds that encourage open
communication. Overall, the mean scores ranged from 3.69 to 4.44 (SD = 0.74-1.15), indicating
consistently high positive perceptions of mentors as role models. These findings suggest that mentors
in the program provide both aspirational and practical guidance, contributing to positive youth

development by promoting confidence, goal orientation, and value alignment.
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The third indicator examined was positive affirmation, assessed using a five-point Likert scale. The
results are summarized in Table 4.24.

Table 4.24

Descriptive Statistics on Positive Affirmation

N=349 SO |[f, D [f, N if, A If, SA [f;, Mean SD
Statement (Yol (%] (%) ()] (%)l

My mentor consistently appreciates 9(2.6) 720) 16(4.6) 140(40.1)  177(50.7) 434 0.83
the effort I put into my studies.

My mentor believes in me. 10(29) 6(1.7y 27(77) 131(375) 175(50.1) 431 0.86

Even when my grades are not good, 3(0.9) 4(1.1) 96 121(34.7) 212(60.7) 454 0.72
my mentor still encourages me to
stay focused.

When my school grades are not 8(2.3) 3009 823 153,(43.8)" W1 77(50.7) 44 0.82
good, my mentor helps me
determine the best solutions.

My mentor challenges me towards 14 (4.0) 12(34) ,2316.0) 166(476) 134(384) 4.13 098
my purpose.

My mentor recognizes and affirms 12 (34) 7@0) 36(03) 157450) 137(39.3) 4.15 092
all efforts towards my career
development.

My mentor has helped me identify my 8(2.3) 18(52) 40(115) 143(41.0) 140(40.1) 411 095
strengths and guides me on how to focus on
them.

Note. Source: Field Data (2024).

The results show strong ‘positive affirmation from mentors, with all items rated above 80% of the
maximum possible score. The highest-rated aspect was encouragement during periods of poor
academic petformancen(M = 4.54, SD = 0.72), equivalent to 90.8%, indicating that mentors are
viewed as reliablg;motivators even in the face of setbacks. Closely related, mentors helping students
find solutions when grades are low scored 88% (M = 4.40, SD = 0.82), highlighting their practical,
problem-solving role. Appreciation of effort reached 86.8% (M = 4.34, SD = 0.83), while belief in
students was rated at 86.2% (M =4.31, SD = 0.86). Together, these indicators point to a strong culture

of affirmation that reinforces confidence and self-worth.

Comparatively lower ratings were noted in recognition of strengths (82.2%, M = 4.11, SD = 0.95),
affirmation of career efforts (83%, M = 4.15, SD = 0.92), and challenging students toward purpose
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(82.6%, M =4.13,SD =0.98). While still positive, the higher standard deviations suggest that mentors

offered these forms of support less consistently.

Overall, the findings demonstrate that mentors provide substantial reinforcement, particularly during
academic struggles, fostering resilience and motivation. However, greater consistency in career-
related affirmation and guidance in identifying strengths and purpose would further enhance

mentorship outcomes.

Having examined the role of positive affirmation, the study further exp the influence of
mentorship on guidance and counselling. Table 4.25 presents the descri statistics on guidance

and counselling.

Table 4.25

Descriptive Statistics on Guidance and Counselling
N=349 SD [, D[f(%)] NIf,(% SA[f(%)] Mean SD
Statement (%)]

My mentor encourages me 4 (1.1) 1(0.3) 220(63.0) 4.58 0.7

to pursue my dreams.

My mentor is empathetic 5 (1.4) 10 (2
toward my challenges and
helps me see them in a

positive light. \

170 (48.7) 155(44.4) 432  0.83

My mentor helps keep me 4 ( 2 (0. 11 (3.2) 139 (39.8) 193 (55.3) 4.48 0.72
focused on my career goals.

My mentor guides 6 (1.7) 13 (3.7) 172 (49.3) 148 (42.4) 4.26 0.9
through my challenges
helps me develop I

solutions.

My mentor 8(2.3) 8(2.3) 30 (8.6) 157 (45.0) 146 (41.8) 4.22 0.92
pivotal role
guidance based

strengths.

My mentor guides me in 7 (2.0) 13 (3.7) 19 (5.4) 179 (51.3) 131(37.5) 4.19 0.91
efficiently completing my
tasks.

My mentor’s guidance has 5 (1.4) 9(2.6) 21 (6.0) 163 (46.7) 151(43.3) 4.28 0.83
helped me avoid risky
behaviour  (drugs, poor
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choice of friends,
indiscipline, depression,
anxiety).

Note. Source: Field Data (2024).

The results show strong positive affirmation from mentors, with all items receiving approval rates
above 80%. The highest-rated aspect was encouragement during periods of poor academic
performance, endorsed by 90.8% of respondents (M = 4.54, SD = 0.72), indicating that mentors are
reliable motivators even in the face of setbacks. Closely related, mentors helping students find
solutions when grades are low was affirmed by 88.0% (M = 4.40, SD = 0.82)pointing to a practical,
problem-solving role. Similarly, appreciation of effort received approvalifrom 86.8% (M = 4.34, SD
=0.83), while belief in students was affirmed by 86.2% (M =4.31, SD = 0.86)4These results highlight
a strong culture of affirmation that reinforces confidence and self-worthiyOn the other hand, lower
percentages were noted for recognition of strengths (82.2%, Mé= 4:hl1, SD = 0.95), affirmation of
career efforts (83.0%, M = 4.15, SD = 0.92), and challenging students toward purpose (82.6%, M =
4.13, SD = 0.98). While these still reflect positive gxpetienees, the higher standard deviations suggest

variation in how consistently mentors provide,these forms ot support.

These findings demonstrate that mentors provide substantial reinforcement, particularly during
academic struggles, fostering resilicnee and motivation. However, a more consistent focus on career-
related affirmation and guiding studentsito identify strengths and purpose would further strengthen
mentorship outcomes. The, findings‘show strong positive affirmation from mentors, with all mean
scores above 4.0 and over80% agreement across items. The highest rated support was encouragement
during poor performance (M= 4.54, SD = 0.72; 91%), followed by help in finding solutions (M =
4.40; 88%). Appreeiation of effort (87%) and belief in students (86%) further highlight mentors’ role
in building confidénce. Lower ratings were observed for recognition of strengths (82%), affirmation
of career efforts (83%), and challenging students toward purpose (82%), with wider variation across
responses. While mentors provide substantial reinforcement that fosters resilience and motivation,
the uneven patterns across items suggest the need for cross-tabulation analysis, as done in the

subsequent section, to clarify how support differs across groups and contexts.

The study examined who respondents considered a mentor. This is shown in Table 4.26 below.
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Table 4.26
Person Considered as Mentor
N=349 %
Project Staff 175 50.1%
Teacher 82 23.5%
Grandparents 82 23.5%
Peer 5 1.4%
Uncle 1 0.9%
Aunt 3 0.3%

Note. Source: Field Data (2024).

Most respondents (50.1%) mentioned they treasured mentorship frond theirprojeeb staft, followed by
23.5% mentored by teachers at school, 23.5% by grandparents{ and 1.4% by peers. Additionally,
when asked, “Apart from your mentor, who are the other Significant people that you can talk to?
Alternative mentors that were reported were parents, siblings, auafies, uncles, peers, grandparents,
and pastors at church. Some of these mentors were role moedels, serving as sources of life lessons and
moral guidance and support when students faced ‘ethical, dilemmas. They provide emotional and
psychological support and serve as advisors based omtheir life experiences. They also identified the
teacher’s role in shaping their academic, ee=eurricular, and individual growth since they encourage
them to pursue their dreams. Siblifigs and oldeér relatives offered relatable opinions and shared life
experiences that the studentséeouldyecasily’relate to. Trusted friends and peers offered emotional
support through providing® afysupport system by not only sharing common experiences and
encouragement in challenging monients but being available to walk with them.

4.4.4 Effect of Individual Characteristics on Positive Youth Development

This section presents the uhivariate, bivariate and multi-variate statistics for the third objective. The
third objective of,the study evaluated the effect of individual characteristics on positive youth
development. To examine univariate analysis, the respondents were requested to provide feedback
using a five-point scale on indicators of individual characteristics which were goal-oriented
behaviour, motivation, self-esteem, collaboration, self-regulation, school connectedness and faith.
The first indicator that was assessed was goal-oriented behaviour. The study findings revealed that
the effect of goal-oriented behaviour on positive youth development amongst programme participants

tabulated in Table 4.27.
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Table 4.27

Descriptive Statistics on Goal Oriented Behaviour

N=349 SD [f, D [f N [f A[f(%)] SA[f M  SD
Statement (%)] (%)] (%)] (%)]

Participation ~ in  the 2 (0.6) 6(1.7) 9(2.6) 140(40.1) 192 45  0.67
programme has enabled me to (55.0)

develop clear goals for my

life.

Participation in the 1(0.3) 3(0.9) 13(3.7) 133 199 452 0.63

Mentorship programme will
enable me to complete my
education.

Developing life goals has 1 (0.3) 3(0.9) 5(1.4)
helped me to remain focused

453 0.64

in school.

My life goals have helped me 3 (0.9) 4(1.1) ! 441 0.70
avoid peer pressure.

My mentor always revisitsmy 5 (1.4) 39 (11. 4.09 1.12
goals when we meet.

I am able to evaluate how far 8 (2.3) 0 (5. 415 1.02
I am from my goals. \ (49.0) (35.8)

I can identify problems that (1.7) 19(5.4) 182 141 432 0.72
keep me from achieving m (52.1) (40.4)

goals.

When faced with a decisi 1) 13(3.7) 19(54) 161 152 4.3 0.79

am able to thi
solutions tha

(46.1) (43.6)

Note. Source: ata (2024).

Mentees in the mentorship programme demonstrated consistently high levels of goal-oriented
behaviour. The majority reported that participation had helped them develop clear life goals (95.1%),
remain focused in school (97.4%), and resist peer pressure (92.8%), indicating that the programme
effectively supported personal and academic goal setting. Confidence in educational attainment was
similarly high, with 95.1% of participants agreeing that the programme would enable them to

complete their schooling, highlighting the role of mentorship in fostering academic commitment.
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Engagement with mentors varied, however, as 79.4% of mentees indicated that their mentors actively
revisited their goals during meetings, suggesting that more consistent follow-up could further enhance
goal achievement. In addition, mentees showed strong self-monitoring and problem-solving skills,
with 84.8% reporting the ability to identify obstacles and generate multiple solutions aligned with
their goals. Overall, the mean scores for the various indicators ranged from 4.09 to 4.53, underscoring
that the mentorship program had a positive impact on goal clarity, sustained focus, and proactive

decision-making among youth in Kibra Sub-County.

The second indicator under study was an examination of the effect of mofivation on,positive youth
development among program participants in the mentorship program, showniin Table 4.28. The
findings indicate that respondents in the mentorship program exhibited high*levels of motivation
across multiple dimensions. The majority reported consistently’strivingyto achieve their goals, with
94% agreeing or strongly agreeing that they were always motivated to keep trying until they
succeeded. Similarly, 92% of respondents indicated thatmentorship helped them appreciate education
as a critical tool for their future, while 89% acknewlédged taking personal responsibility for working
hard toward their goals. These results suggest that “the programme effectively fosters intrinsic

motivation, reinforcing the importance of goal-direeted behaviour and personal accountability among

youth.

Table 4.28

Descriptive Statistics on Motivatien
N=349 SD [, D N A SA M SD
Statement (%)] [(£,(%)]  [£(%)]  [f,(%)]  [f(%)]
I am always motivated to keep 0¢0.0) 4(1.1) 17(49) 134 194 (55.6) 4.49 0.61
trying until I succéed. (38.4)
Mentorship has enabled me to 4 (1.1) 10 (2.6) 15(4.0) 130 192 (55.0) 4.45 0.65
appreciate that education is a (37.2)

tool for my future.

I take responsibility of 3(0.9) 14 (4.0) 20(5.7) 126 186 (53.3) 4.41 0.68
working hard towards my (36.1)

goals.

Mentorship has enabled me to 4 (1.1) 2(0.6) 6(1.7) 116 221(63.3) 4.58 0.63
desire to learn and develop (33.2)

different skills.
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I believe 1 will receive an 2 (0.6) 2(0.6) 2(0.6) 130 212 (60.5) 4.59 0.61
excellent grade overall in my (37.2)
final exams.

My mentor always motivates 5 (1.4) 5(1.4) 10 (2.6) 145 185(53.0) 4.49 0.66
me to be the best. (41.5)

Mentorship has enabled me to 2 (0.6) 2(0.6) 4(1.1) 104 237(67.9) 4.68 0.63
broaden my outlook on life, (29.8)

and this keeps me motivated.

I want to do well in this class 8 (2.3) 5(1.4) 4(1.1) 126 2165(60022), 4.57 0.67
because it is important to show (35.0)

my ability to my family, peers,
mentor, or others.
Note. Source: Field Data (2024).

Mentorship engagement emerged as a key contributor to sustainied metivation. A total of 94.5% of
mentees agreed or strongly agreed that their mentors consistently motivated them to be their best and
broadened their outlook on life, while 96% reported.that mentorship nurtured their desire to learn and
develop new skills. This demonstrates that active menter mvolvement not only provides guidance but
also cultivates a positive mindset, encousaging mentees to envision future possibilities and persist
through challenges. Despite this, a small“proportion of mentees (around 4-5%) reported neutral or
lower responses, indicating areas “Where more personalized mentor follow-up could enhance

individual support.

In addition, confidence ™ academic achievement and external recognition was high among the
mentees. About98%, of participants believed they would achieve excellent grades, and over 95%
reported wantingito, perform well to demonstrate their abilities to family, peers, or mentors. These
results highlight that motivation in this context is multidimensional, combining self-driven effort,
mentor reinforcement, and the desire to meet social and familial expectations. Overall, the mean
scores, ranging from 4.41 to 4.68, confirm that the mentorship program substantially strengthens
motivation, supporting positive youth development by aligning personal goals with structured

guidance and ongoing encouragement.
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The third indicator under study was self-esteem. An examination of the effect of self-esteem on

positive youth development among program participants in the mentorship program is shown in Table

4.29.

Table 4.29

Descriptive Statistics on Self Esteem

Statement SD [f(%)] D [f(%)] NIf(%)] A[f(%)] SA[f(%)] M SD
At times, I think I am good at 13 (3.7) 19(54) 19(54) 103(29.5) 195(55.9) 4.2 1.03
tasks 8

I feel that I have a number of 87 (24.9) 75(21.5) 46(13.2) 92(264) 449(14.0) 3 1.49
good qualities

I am able to do things as well 7 (2.0) 12 (3.4) 21 (6.0) 146 (A3) 163 (46.7) 43 092

as most other people 1

I feel I do have much to be 15 (4.3) 16 (4.6) 26(7.4) 145041.5) “ 47 (42.1) 42 1

proud of 1

I certainly feel useless at times 83 (23.8) 105(30.1) 28 (840) 80(229) 53(15.2) 2.6 1.51
8

I feel that I'm a person of 92 (26.4) 105(30.1) 3497 “W77(22.1) 41(11.7) 25 149

worth, at least on an equal 6

plane with others

Allin all, T am inclined to feel 18 (5.2) 20 @3) W2N(77)  144(413) 131 (37.5) 4.0 1.05

that I am not a failure 4
I take a positive attitude 33 (9.5) 30 (86) ) 17 (4.9) 134(384) 135(38.7) 39 1.13
toward myself 8

Note. Source: Field Data (2024).

Most of the mentees expressed contidence in their abilities, with 85.4% agreeing or strongly agreeing
that they were good at tasks (295 % agree; 55.9% strongly agree) and 88.5% reporting they could
perform as well as most others (41.8% agree; 46.7% strongly agree). Similarly, 83.6% felt they had
much to be proud of, reflecting generally positive self-perception. Overall, these results indicate that
many mentees reeegnize, their strengths and capacities, with mean scores ranging from 3.98 to 4.31.
However, some 4imdicators suggest areas of low self-esteem among a notable proportion of
participants. For example, 53.9% of mentees reported feeling useless at times (23.8% strongly
disagree; 30.1% disagree), and 57.5% were neutral or disagreed with the statement that they feel a
sense of personal worth equal to others, suggesting that a subset of mentees struggles with self-
perception and confidence. The variation in responses is reflected in relatively higher standard
deviations (1.49—1.51) for these items, highlighting differences in self-esteem experiences within the

cohort. Overall, while the majority of mentees maintain a positive view of their abilities and
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accomplishments, the findings underscore the importance of targeted mentorship interventions to
reinforce self-worth, particularly among those who express feelings of inadequacy. By integrating
confidence-building activities and personalized guidance, mentorship programs can help reduce
disparities in self-esteem, promote resilience, and enhance overall Positive Youth Development
outcomes.

The fourth indictor under examination is collaboration. An evaluation of the effect of collaboration

amongst program participants in the mentorship program is shown in Table 4.30.

Table 4.30
Descriptive Statistics on Collaboration
Statement SD[f,(%)] DI[f,(%)] NI[f,(%)] A[LE)I" RSAf(%)] M SD
Mentorship has nurtured 8(2.3) 7 (2.0) 14 (4.0) 116033°2), 204 (58.5) 4.5 0.74
teamwork spirit in me
I have learnt that working 9(2.6) 15(4.3) 17 (4.9) € 182 (52.1)) 126 (36.1) 4.19 0.82

collaboratively requires
some compromise

Through mentorship I have 2 (0.6) 3(0.9) 3,(09) 149 (42.7) 192(55.0) 4.5 0.63
learnt the importance of

helping others

Teamwork and 13 (3.7) 14 (40) 31.(8.9) 167 (47.9) 124 (35.5) 4.14 0.90

collaboration enables me to
work through joint tasks
faster

Collaboration has enabled 9(2.6) S(h.4) 17 (4.9) 159 (45.6) 159(45.6) 433 0.78
me to develop
communication skills

I feel confident in my 9.(2:6) 12 (3.4) 9(2.6) 121 (34.7) 198(56.7) 4.44 0.84
ability to work in a team

I am able to confidently 2 (0.6) 11 (3.2) 13 (3.7) 141 (40.4) 182 (52.1) 4.44 0.70
give my team members

feedback without hiisting

them

I value the contribution, of 6 (1.7) 8(2.3) 14 (4.0) 141 (40.4) 180 (51.6) 4.42 0.73
my team members

Note. Source: FielddData (2024).

A majority of participants reported strong agreement that the program nurtured teamwork, with 58.5%
strongly agreeing and 33.2% agreeing that mentorship developed a teamwork spirit. Similarly, 55%
and 42.7% strongly agreed and agreed, respectively, that mentorship taught them the importance of
helping others. These results suggest that the program effectively fosters a culture of mutual support,

collective problem-solving, and shared responsibility among youth in Kibra Sub-County.
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Respondents also reported improved practical skills related to collaboration. Over 81% agreed or
strongly agreed that working collaboratively helped them complete joint tasks faster, while 91.2%
recognized that collaboration enhanced their communication skills. Confidence in team interactions
was high, with 91.4% indicating they felt capable of working in a team and providing constructive
feedback to peers without causing conflict. These results highlight that mentorship not only
encourages cooperation but also equips mentees with interpersonal and leadership competencies
essential for group-based problem-solving and project execution.

Overall, the descriptive statistics reflect consistently positive outcomes ,in' collaboration and
teamwork. Mean scores ranged from 4.14 to 4.50, confirming that ghentees “imternalized key
collaborative behaviors and attitudes. The findings underscore the “importance of structured
mentorship programs in promoting social cohesion, effectivie, ‘communication, and mutual
accountability among youth. They also suggest that integrating'mentotship with practical teamwork
exercises can further enhance skill development and, prepate mentees for both academic and

community-based challenges.

In order to assess the effect of self-regulation onypositivéyyouth development, respondents were asked

to respond to a five-point Likert scale. Their findings are tabulated in Table 4.31 below.

Table 4.31

Descriptive Statistics on Self-Regulation
Statement SD [£¢%), “DAL(%)] N [f,(%)] A[f,(%)] SA[f,(%)] M SD
I get into arguments 75 (21.5) 106 (30.4) 41 (11.7) 83 (23.8) 44 (12.6) 2.87 1.38
when people disagree
with me

I have difficulty keéping 88(25.2) 110 (31.5) 43 (12.3) 66(18.9) 42 (12.0) 272  1.36
attention on task§

I do not developaplan * 83 (23.8) 116 (33.2)  38(10.9) 70(20.1) 42 (12.0) 279 135
for all my important
goals

I think about my 89 (25.5) 121 (34.7) 37(10.6) 71(20.3) 31(8.9) 271 1.28
mistakes to make sure
they don’t happen again

If something isn’t going 85 (24.4) 112 (32.1) 25(7.2) 75 (21.5) 52 (14.9) 291 1.36
according to my plans, I
change my actions to try
and reach my goal

I cope well with 7 (2.0) 15 (4.3) 22 (6.3) 139 (39.8) 166 (47.6) 432 0091
disappointment or
frustration
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I control my temper 8(2.3) 18 (5.2) 20 (5.7) 151 (43.3) 152(43.6) 429 0.94
when there is a

disagreement

My peers cannot easily 9 (2.6) 11 (3.2) 8(2.3) 157 (45.0) 164 (47.0) 436 0.87

convince me to engage
in bad behaviour

Note. Source: Field Data (2024).

The findings on self-regulation among mentees in Kibra Sub-County indicate mixed patterns,
reflecting both challenges and strengths in managing behavior, attention, and geal-directed actions.
A substantial proportion of respondents reported difficulties in interperSomnal,and task-related
regulation. For instance, 52% admitted to getting into arguments when peopleidisagreed, and 56.7%
struggled to maintain attention on tasks. Similarly, nearly 57% of mente€es teported not consistently
developing plans for their important goals, and 60.2% reflected ofi mistakes inconsistently, suggesting
that a segment of the youth may experience challenges in plafningjreflection, and adaptive behavioral

control.

Despite these challenges, mentees demonstrated'strong coping and adaptive capacities in key areas
of self-regulation. Most respondents reported “high levels of emotional control and resistance to
negative peer influence. Specificallygy87:2% indicated they could manage their temper during
disagreements, and 92% stated thatipeers could not easily convince them to engage in undesirable
behaviour. Furthermore, the majority, (87.4%) reported effectively coping with disappointment or
frustration, highlighting sesilienee and the ability to regulate emotional responses under challenging

circumstances.

Overall, the meany,scotes for self-regulation items ranged from 2.71 to 4.36, reflecting that while
mentees face diffigulties in proactive planning and reflective thinking, they exhibit strong emotional
control, problem-solving, and resistance to negative social pressures. These results suggest that
interventions aimed at enhancing planning, attention management, and reflective practices could

further strengthen positive youth development outcomes among the participants.
The findings on school connectedness indicate generally positive experiences among mentees in

Kibra Sub-County, as shown in Table 4.32. A majority of participants reported strong emotional
attachment to their school, with 57.9% strongly agreeing and 29.8% agreeing that they love their
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school. Participation in school activities was also high, as 66.8% strongly agreed and 29.8% agreed

that they were actively involved in clubs, sports, and other extracurricular programs.

These responses suggest that the mentorship program may have fostered a sense of belonging and
engagement within the school environment. 42.1% strongly agreed and 35% agreed that their teachers
care about them. Further, teachers provided extra help whenever it was needed since 42.4% agreed
and 37.5% strongly agreed that they received extra help from their teachers whenever they sought it.
Further, 48.1% strongly agreed that students from their school helped each other,‘and 44.7% agreed
that teachers in their school are fair to students. 57.6% strongly disagreed that teachess in their school
care more about punishing students rather than helping them. Thus, itean be deduced that teachers in
respective schools provided the required help to students. 42.1%pagreedythat they attend school
because they are compelled to, as compared to 47% who stzongly agreed that teachers notice them

only when they do something wrong.

Table 4.32
Descriptive Statistics on School Connectedness

Strongly Strongly

Statement Disagree  Disagree Neutral Agree Agree
I love my school. 37% 2.3% 6.3% 29.8% 57.9%
I am very involved in activitiesfat my,school}

like clubs and sports. 1.7% 0.9% 0.9% 29.8% 66.8%
My teachers care about me? 6.6% 9.2% 7.2% 35.0% 42.1%
My teachers give me extrashelp when'l need it.  5.7% 9.5% 4.9% 42.4% 37.5%
Students at my scheoel help eaeh other. 3.4% 2.6% 7.7% 38.1% 48.1%
Teachers at my school are unfair to students. 5.4% 3.4% 8.9% 44.7%  37.5%

Teachers at{ my school“care more about
punishing students'ratherthan helping them. 57.6% 25.8% 2.6% 7.7%  63%

I only go to schoolibecause I have to. 9.2% 5.2% 8.9% 42.1% 34.7%
My teachers only notice me when I do
something wrong. 4.3% 4.0% 5.2% 39.5% 47.0%

Note. Source: Field Data (2024).

Peer relationships and overall school participation were positive indicators of connectedness. Nearly
half of the respondents (48.1%) strongly agreed, and 38.1% agreed that students help each other,
reflecting a collaborative school climate. Most mentees felt noticed for positive behaviors, with 47%

strongly agreeing and 39.5% agreeing that teachers noticed them when they performed well.
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However, 34.7% indicated they attend school primarily out of obligation, and only 3.78 on average,
suggesting that while school connectedness is high, intrinsic motivation could be further reinforced.
Overall, these results show that mentees experience a supportive and participatory school

environment, though targeted interventions could address teacher fairness and intrinsic engagement.

An examination of the effect of faith on positive youth development is tabulated as shown in Table

4.33.

Table 4.33

Descriptive Statistics on Faith
N=349 SD D [f, N [f, M SD
Statement [£,(%)] ()] (%)l (%0)]

My spiritual beliefs define 3 (0.9) 5(1.4) 11 (3.2
my understanding of the

214(613) 453 071

world.
I try to follow the 1(0.3) 2(0.6 98 (28.1)  245(70.2)  4.68 0.57
teachings of the Bible. %

)
I cope with major 9(2.6) 3.2) (10.6) 144 (41.3) 148(424) 4.19 0.96
challenges in life by
thinking that my life is part
of God’s plan.

Connecting with God helps 5(7.2)  39(11.2) 148 (42.4) 113(32.4) 3.95 1.15
me find meaning in my
life.

I know that Go
provide way
problems I fa

(32) 16(4.6) 31(89) 158(453) 133(38.1) 4.16  1.03

I feel connected 5(1.4) 1543) 17(49) 159(45.6) 153(43.8) 431 095

I know that my faith in 5(1.4) 9(2.6) 13(3.7) 152(43.6) 170(48.7)  4.39 0.89
God will help me attain my

goals.

My faith is very strong. 9(2.6) 9(2.6) 16 (4.6) 139(39.8) 176(50.4)  4.32 0.95

Note. Source: Field Data (2024).

The descriptive statistics presented in Table 4.33 show a generally high level of faith among the

respondents, as reflected by consistently high mean scores across all items. The highest mean score
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was recorded for the statement, “I try to follow the teachings of the Bible” (M = 4.68, SD = 0.57),
indicating strong agreement with low response variability. This was followed by “My spiritual beliefs
define my understanding of the world” (M = 4.53, SD = 0.71), which also reflects strong consensus
among respondents. Other items similarly recorded high mean scores, including “I know that my faith
in God will help me attain my goals” (M =4.39, SD = 0.89), “My faith is very strong” (M =4.32, SD
=0.95), and “I feel connected with God” (M = 4.31, SD = 0.95). The statements “I cope with major
challenges in life by thinking that my life is part of God’s plan” (M =4.19, SD = 0.96) and “I know
that God will provide ways to solve the problems I face” (M = 4.16, SD = 1.03) also show strong
positive responses, though with slightly greater dispersion. The lowest mean score was observed for
“Connecting with God helps me find meaning in my life” (M = 3.95,SD =1 .15))suggesting greater
variation in perceptions, though the average still indicates agreemént, Overall; the descriptive results
suggest that faith and spirituality are strongly embedded among thelwespondents and are widely

perceived as central to meaning, resilience, and personal goals.

4.4.5 Moderating Influence Role of Parental Suppeort on\Positive Youth Development

The fourth objective of the study examined theimoderating effect of parental support on the effect of
youth participation in mentorship programs on positive youth development in Kibra Constituency.
Specifically, the study sought to underscore.the effect of economic support, family connectedness,

home environment, encouragementand,affirmation, and family communication.

The descriptive statistiés on'ecofiomic support reveal that parental financial involvement is generally
strong and positiy€ly oriented toward youth development in Kibra Sub-County. The findings are
presented in Table 4:34.

A majority of respondents indicated that their parents ensure timely payment of school fees, with
28.1% agreeing and 62.2% strongly agreeing (Mean =4.51, SD = 0.94). Similarly, 37.8% agreed, and
53.9% strongly agreed that their parents prioritize their needs (Mean =4.42, SD = 0.93), while 35.5%
agreed and 61.6% strongly agreed that, despite limited resources, their family shares what they have
(Mean =4.57, SD = 0.67). Support for academic improvement was also notable, with 30.9% agreeing
and 42.7% strongly agreeing that their parents facilitate extra tuition (Mean = 4.02, SD = 1.23).

However, some students reported financial challenges: 38.4% strongly disagreed and 26.4%
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disagreed that they were sent away from school due to a lack of fees (Mean = 2.29, SD = 1.46),

indicating that economic constraints still affect a subset of households.
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Table 4.34

Descriptive Statistics of Economic Support

N=349 SD [f, N [f,

Statement (%)] D [f(%)] (%) Al[f(%)] SAI[f(%)] Mean SD

My parents make effort 10 (2.9) 8(2.3) 16 (4.6) 98 (28.1) 217 (62.2) 4.51 0.94
to ensure that my
school fees is paid on
time.
My parents prioritize 8(2.3) 11(3.2) 10(2.9) 132(37.8) 188(53.9) 4.42 0.93
my needs.
Even though resources 6 (1.7) 2 (0.6) 2(0.6) 124 (35.5)
are limited we share
what we have.
I get sent away 134 (38.4) 92 (26.4) 28(8.0) 56(16.0)
regularly from school,
because of lack of
school fees.
My parents seek and 25(7.2) 34.(9.7) 33(9.5) 108
support me get extra
tuition to improve on
my academics.
Note. Source: Field Data (2024).

0.67

1.46

1.23

Overall, these findings suggest that consisten financial support, through timely fee
payments, prioritization of needs, share% d academic assistance, provides a foundation

for stability and engagement in schoo& y enhancing positive youth development outcomes.

Building on the analysis 0 pport, the study further examined the effect of family

connectedness on posi elopment (PYD) among participants in the out-of-school
mentorship progr: ing family connectedness is critical because supportive family
relationships motional security, guidance, and a framework within which youth can navigate
academic an: challenges. A five-point Likert scale was used to capture mentees’ perceptions

of family connectedness, and the descriptive statistics are summarized in Table 4.35.
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Table 4.35

Descriptive Statistics of Family Connectedness

N=349 SD [f, D [f, N [f, A[f(%)] SAI[f(%)] Mean SD
Statement (%)] (%)] (%)]

My opinion counts 154.3) 11(3.2) 16(4.6) 120344 187 (53.6)  4.37 0.92
and is taken into

account when my

parents want to make

a family decision.

I feel secure and 17 (4.9) 23(6.6) 31(89) 165(47.3) 11333 0.99
loved at home.

I feel comforted and 9 (2.6) 10(2.9) 21(6.0) 144(41.3) 1 7. 0.86
supported by my

parents.

At home, my parents 10 (2.9) 4(1.1) 10(29) 122 (35. 0 : 0.84
create an atmosphere

where we can discuss

school freely.

My parents prioritize 5 (1.4) 30099 9 32)  216(61.9) 4.54 0.76
the requirements that

I need in school.

My parents 6(1.7) 6 (I°9) (3.2) 104(29.8) 222(63.6) 4.53 0.78

continuously discuss
measures for
improving my
performance in
school.

My parents
continuously foll
our performa
visiting the s
My parents ar
busy and hardly
spend time with me.

Note. Source: Field Data (2024).

) 34(9.7) 53(152) 124(355) 107(30.7) 3.61 121

1(32) 20(57) 21(6.0) 135(387) 162(46.4) 4.19  0.95

The findings indicate that the majority of mentees reported strong family connectedness across
multiple dimensions. Specifically, 53.6% of respondents agreed or strongly agreed that their opinions
are taken into account when parents make family decisions, with a mean score of 4.37 (SD = 0.92).

A sense of security and being loved at home was reported by 79.7% of participants (mean =4.01, SD
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=0.99), while 88.6% reported feeling comforted and supported by their parents (mean = 4.33, SD =
0.86). Open communication about school was highly rated, with 93.2% of mentees agreeing or
strongly agreeing that their parents create an atmosphere where school matters can be discussed freely
(mean =4.47, SD = 0.84).

Regarding the prioritization of educational needs, 95.1% of respondents reported that their parents
attend to their school requirements (mean = 4.54, SD = 0.76), and 93.4% indicated that their parents
continuously discuss measures to improve their academic performance (mean = 4.53, SD = 0.78).
Parental engagement, whether it be for academic follow-up and support or just parental engagement
in the lives of young people, is crucial. Zhou et al. (2020), in a longitudinal study studied family
support among a sample of Portuguese youth aged 14-19 years. Theygfound thatifamily support and
engagement were positively correlated to life satisfaction. Similafly, they found that not only were
youth happier, but they had reduced stress, performed better m' s¢hool, and had better school
connections and academic achievement. Parental engagement through school visits was moderately
high, with 66.2% of mentees agreeing or strongly agreeing'that their parents monitor performance
through school interactions (mean = 3.61, SB “=321)."Even with busy schedules, 85.1% of
respondents felt that their parents spend timewith them and are accessible when needed (mean =

4.19, SD = 0.95).

Overall, these findings suggestthatstrongdfamily connectedness, manifested through communication,
emotional support, involverent indecision-making, and prioritization of educational needs, provides
a nurturing environment, that ‘téinforces positive youth development outcomes. Such connections
complement econdmic support by promoting psychological well-being, academic engagement, and
social competénce amoflg mentees, highlighting the central role of family in the mentorship

ecosystem.

In reference to the effect of home environment on positive youth development among program
participants, Table 4.36 indicates generally strong perceptions of parental closeness and support.

The majority of respondents reported feeling close to their mother, stepmother, or female guardian,
with 38.4% agreeing and 52.7% strongly agreeing, yielding a mean score of 4.43 (SD = 0.88).
Similarly, closeness to fathers, stepfathers, or male guardians was highly rated, with 37.0% agreeing

and 58.2% strongly agreeing (M = 4.53, SD = 0.84). Regarding the home learning environment, a
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substantial proportion of respondents acknowledged that their parents create a conducive learning
atmosphere, although the mean score (M = 3.81, SD = 1.31) indicates slightly greater variation in
responses. Parents were also perceived as actively nurturing skills through mentorship, with 33.2%
agreeing and 45.0% strongly agreeing that they seek mentorship to support their children (M = 4.06,
SD = 1.21). Autonomy was another prominent feature of the home environment, as participants
reported considerable freedom in decision-making about curfew (M = 4.18, SD = 0.92) and screen
time (M = 4.03, SD = 1.05). Disciplinary practices and household boundaries were also viewed
positively. Most respondents agreed or strongly agreed that their parents appropriately punish wrong

actions (M = 4.26, SD = 0.88) and that clear boundaries are established regarding acceptable

behaviors (M =4.27, SD = 0.87).

Table 4.36
Descriptive Statistics on Home Environment

Repository

N=349 SD [f, D
Statement (%)] [£,(%0)]

N [f,
(“o)]

A

1£:(%)]

SA
[£,(%)]

SD

I feel close to my 5(14) 12(3.4)
(Mother/Stepmother/Female
guardian).

14(4.0)

134,(38.4)

184 (52.7)

4.43

0.88

I feel close to my 4(1.1) 6(1.9)
(Father/Stepfather/Male
guardian).

2(20)

129 (37.0)

203 (58.2)

4.53

0.84

My parents create a 45 31
conducive environment for
learning while at home. & % d0-6)

18 (5.2)

121 (34.7)

128 (36.7)

3.81

1.31

My parents seek mentorship 42 14 (4.0)
in our family to nurture my,
skills. G20

20 (5.7)

116 (33.2)

157 (45.0)

4.06

1.21

My parents let me make my: $4.3) 123.4)
own decisions about the time
I must be homer

28 (8.0)

143 (41.0)

151 (43.3)

4.18

0.92

My parents willypunish me 11(3.2) 9(2.6)
when I do something wrong.

21 (6.0)

155 (44.4)

153 (43.8)

4.26

0.88

My parents let me make my 19(5.4) 24(6.9)
own decisions about how

much television or social

media I can watch.

23 (6.6)

156 (44.7)

127 (36.4)

4.03

1.05

My parents have set clear 92.6) 1749
boundaries of what we can do
and not do.

17 (4.9)

151 (43.3)

155 (44.4) 4.27

0.87

Note. Source: Field Data (2024).
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Overall, these results suggest that program participants experience a supportive, structured, and
nurturing home environment, which is likely to complement formal mentorship and contribute to
higher levels of positive youth development.

Further, the findings on the effect of encouragement and affirmation on positive youth development

on program participants in the youth mentorship program are captured in Table 4.37.

Table 4.37

Descriptive Statistics on Encouragement and Affirmation
Statement SD [£(%)] DIf(%)] NI[£©®6)] A[f(%)] SA[f(%)] Mean SD
N=349
My parents spend quality time 16 (4.6) 31(89) 31(89) 146 (41.8) € 125 (35.8) 0, 4.09 1.0
with me while 1 am on 3
holiday.
My parents reward positive 15(4.3) 12(34) 22(63) 155(@44) " 145(41.5) 421 09
achievement and 7
improvement.
I am confident because 1 13(3.7) 7(20) 1029),  1394398) 180(51.6) 435 08
know my parents love me. 2
Even when my academic 10(29) 7(20) 12@ 4% \134(384) 186(533) 441 08
results are not good, my 1
parents encourage me to do
better.
My parents hardly ever 138(39.5) 82(235) 1029) 58(16.6) 61(17.5) 242 1.6
encourage me. 3
My parents have a positive 17(4.9) 9(26) 10(29) 133(381) 180(51.6) 431 08
attitude towards school. 8
My parents follow up on my 8(23) 17(4.9) 25(72) 133(38.1)  166(476) 429 09

school assignments to make
sure | have completed amy

homework.
My parents regularly attend” 13(3.7) 22(63) 17(4.9) 127(364) 170(487) 429 09
school meetings afid ¢vents. 3

Note. Source:Ficld Datag2024).

A majority of respondents reported that their parents reward positive achievement and improvement,
with 44.4% agreeing and 41.5% strongly agreeing, yielding a mean score of 4.21 (SD = 0.97).
Similarly, 51.6% of respondents indicated confidence in their parents’ love, with 39.8% agreeing,
giving a mean of 4.35 (SD = 0.82). These results highlight the critical role of emotional reinforcement
in building youth self-esteem and motivation.

Parental encouragement during academic challenges was also prominent. Over 91% of respondents

agreed or strongly agreed that their parents motivate them to improve even when results are poor,
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producing a mean of 4.41 (SD = 0.81). Parents’ positive attitudes toward school and active follow-up
on homework were similarly reported, with mean scores of 4.31 (SD = 0.88) and 4.29 (SD = 0.90),
respectively. These findings indicate that consistent guidance and affirmation contribute to a
supportive home environment conducive to learning and personal growth. However, a smaller
proportion of respondents perceived a lack of encouragement: 39.5% strongly disagreed and 23.5%
disagreed that their parents rarely encourage them, resulting in a mean of 2.42 (SD = 1.63). This
suggests that while most parents are actively engaged, a minority of youth may not receive sufficient
affirmation, which could affect their confidence and academic motivation. Qyerall, these findings
underscore the importance of parental encouragement and affirmation i fostering,positive youth
development, complementing other forms of support such asgfinancialijassistance, family

connectedness, and communication.

Additionally, the effect of family communication on positive youth development among program

participants in mentorship programs is shown in Table 438

Table 4.38

Descriptive Statistics on Family Communicatien

Statement SD [£,(%)] D [f,(%)] N [f%) A [f,(%)] SA[f(%)] Mean SD
My parents clearly 25(7.2)  24(69). 32992) 141(404) 127(364) 407 1.05

communicate rules

about drug and

alcohol use.

My parents listen to 29.(83) 19(54) 19(5.4) 126(36.1) 156 (44.7) 4.17 1.02
my opinion even

when they do not like

it.

In our family, we 329.2) 38(10.9) 25(7.2) 150(43.0) 104(29.8) 395 1.07
discuss our plan$.or

hopes for the(future.

I am very closeto my. 10 (2.9) 14 (4.0) 21(6.0) 154(44.1) 150(43.0) 427 091
parents.

I can share sensitive 13 (3.7) 16 (4.6) 16 (4.6) 158 (45.3) 146(41.8) 423 092
issues or problems

with my parents and

not feel judged.

In my family, I can 37 (10.6) 25(7.2) 28(8.0) 135(38.7) 124(35.5) 3.93 1.09
talk about schoolwork

or grades.

When I am not at 113 (32.4) 71(20.3) 38(10.9) 69 (19.8) 58 (16.6) 2.63 1.43

home, one of my
parents knows where [
am and who I am
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with.
In our family we are 26 (7.4) 14(4.0) 29(83) 159(45.6) 121(34.7) 4.09 0.99
always on a fault-
finding mission.
Note. Source: Field Data (2024).

A majority of students reported that their parents clearly communicate rules about drug and alcohol

use, with 40.4% agreeing and 36.4% strongly agreeing (Mean = 4.07, SD = 1.05). Similarly, parents
listen to their children’s opinions even when they disagree, with 36.1% agreeing and 44.7% strongly
agreeing (Mean =4.17, SD = 1.02). Discussion of future plans was also common, though slightly less

consistent, as 43.0% agreed and 29.8% strongly agreed (Mean = 3.95, SD = 1407).

Emotional closeness and openness were notable, with 44.1% agreeingiand 43.0%, strongly agreeing
that they feel very close to their parents (Mean = 4.27, SD = 0.94),)and 45.3% agreeing and 41.8%
strongly agreeing that they can share sensitive issues without judgmenti¢Mean = 4.23, SD = 0.92).
Communication about schoolwork reflected similar trends (Meanf= 3.93, SD = 1.09). However,
parental monitoring when the child is away from honie Was less eonsistent, with only 19.8% agreeing
and 16.6% strongly agreeing that a parent knows§itheirwhereabouts (Mean = 2.63, SD = 1.43). Fault-
finding tendencies were moderate, with 45.6% agreeing and 34.7% strongly agreeing that their family
often engages in fault-finding (Mean = 4.09;,SD ="0.99). These findings indicate that while family
communication is generally suppa@itive, thére are areas, particularly in monitoring and guidance

outside the home, that may require further reinforcement.

Overall, the descriptive statisties reveal that the out-of-school youth mentorship program in Kibra is
marked by high participatiomyand unambiguous developmental results. A substantial number of the
students involved in‘the mentoring process were highly interactive in decision making and leading
(57%), participation in the book club (72.5%), and praise groups (28%), and also taking part in
community service (75.4%), thereby enabling the growth of higher cognitive and academic
competence (95.3-96.9%). Mentors provide constant support and are regarded as role models
(M =4.40-4.54), whereas personal traits like planning (92%), inspiration (94-98%), cooperation (81
—91%), and faith-driven tenacity (61-70%) are recognized as factors that contribute to the positive
results. Self-esteem issues, self-regulation (52—-58%), and reflective thinking still persist, and parents
provide support, but not always at the same intensity as the children need, manifested through low

monitoring (M = 2.63) and some fault-finding (M = 4.09), hence the conditionality of the support for
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development is revealed. However, the descriptive results call for further testing by means of
crosstabulation and correlation analyses in order to comprehend more clearly the relationship's
strength and direction between the factors of program participation, mentor support, parental

involvement, and positive youth development outcomes.

4.5 Bivariate Analysis

4.5.1 Cross-Tabulation

This section presents the relationships between youth mentorship participation, mentorship
dimensions, individual characteristics, parental support, and positive de ment (PYD).
Cross-tabulations with chi-square tests were conducted to identify statisti sighificant associations
and descriptive patterns among these variables. The analysis ich factors are most

strongly linked to high PYD among mentees.

The association between program participation, ment ensions, and PYD is summarized in

Table 4.39.

Table 4.39

Cross-Tabulation of Participation in Yo ento and Mentorship Dimensions with PYD
Variable Level h PYD e d.f p-value

Programme Involvement Lo 33 30.478 2 0.0071***
i 93
i 97

Community Engagement 89 2.047 1 0.359
94
96

Mentor Relation 100 2.17 2 0.338
‘ Medium 92
High 96

Role Modelling Low 100 3.65 2 0.161
Medium 89
High 96

Positive Affirmation Low 100 9.05 2 0.011**
Medium 84
High 97

Guidance & Counselling Low 100 23.16 2 0.001%***
Medium 69
High 97

Mentor Support Medium 84 6.45 1 0.011**
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High 96
N = 349-451. Percentages reflect proportion with high PYD.
Note. Source: Field Data (2024).

The findings indicate that program involvement has a strong and statistically significant relationship
with positive youth development (PYD). Mentees with high involvement in the mentorship program
achieved the highest levels of PYD (97%), while medium involvement also produced strong outcomes
(93%). In contrast, low involvement was associated with substantially lower PYD, with only 33% of
participants reaching high levels. Community engagement, although descriptively associated with
high PYD, up to 96%, did not reach statistical significance (%> =2.047, p = 0{359), suggesting that its

effects are less consistent and may not reliably explain differences in development outcomes.

Mentor relationship and role modeling also showed high levels@f PYD across categories, but were
not statistically significant, indicating that while these dimen§ions,support’general development, they
do not account for variations between participants. Conversely, peositive affirmation, guidance, and
counseling, and mentor support were statistically_sigmnificant predictors of high PYD, emphasizing
that targeted and active mentorship practices contribute:mere directly to positive outcomes than the
mere presence of a mentor. Some low-level categoriesireporting 100% high PYD, such as low positive
affirmation or guidance, may reflectdatag€oding issues and warrant verification. These findings
underscore the importance of strictured, ifiténtional mentorship practices and highlight potential

anomalies in the dataset.

Building on these insights, thednext analysis examines how individual characteristics and parental
support relate to positive youth development (PYD). According to the findings as shown in Table
4.40, goal-oniénted “behavior, motivation, collaboration, school connectedness, faith, and the
composite measure of individual characteristics are all statistically significant predictors of high PYD.
Mentees with high levels of these traits consistently report high PYD, confirming their critical role in
fostering personal growth and development. In contrast, self-esteem and self-regulation, while
descriptively high, do not reach statistical significance, suggesting that their effects may be mediated
by other traits or program factors. The low-level motivation category showing 100% high PYD

appears anomalous and requires verification.
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Parental and family support also plays a crucial role in shaping PYD. Family-connectedness,

encouragement and affirmation, family communication, and overall parental support are all

significantly associated with high PYD. Economic support, however, is not statistically significant

despite a high descriptive PYD rate (95.7%), indicating that material resources alone are insufficient

to drive youth development. These findings highlight that relational and emotional support, rather

than purely financial assistance, is essential for promoting positive developmental outcomes

alongside mentorship.

Table 4.40

Cross-Tabulation of Individual Characteristics, Parental/Family Suppo

Variable Level % High PYD 1. p-value
Goal-Oriented Behavior Low 70 1 0.001%***
High 96,
Motivation Low 1 4 0.0071***
High
Self-Esteem Low 4.799 2 0.091
Medium >
High 3
Collaboration Low 50 14.444 2 0.007***
M 84.6
igh 96.4
Self-Regulation 96.8 0.728 2 0.695
96.3
94.5
School Connectedness ow 50 59.254 2 0.007***
Medium 83.3
‘ High 98.4
Faith Low 66.7 62.244 2 0.001***
Medium 61.1
High 97.9
Composite Individual
Characteristics Low 42.9 99.021 1 0.0071***
Medium 25
High 97.9
Economic Support Medium/High 95.7 23.611 2 0.312
Family Connectedness Medium/High 95.7 28.594 2 0.001 ***
Encouragement & Affirmation Medium/High 95.7 61.213 2 0.001***
Family Communication Medium/High 95.7 32.585 2 0.001***
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Parental Support Medium/High 95.7 27.959 2 0.001***
*Significance: *p < 0.05, **p < 0.01, ***p < 0.001

Note. Source: Field Data (2024).

Together, the evidence from Tables 4.39 and 4.40 demonstrates that both structured mentorship
practices and supportive personal and family contexts are key determinants of PYD. Active, targeted
mentorship interacts with strong individual traits and relational family support to produce the highest

developmental outcomes. Subsequent analyses will examine multivariate relationships to determine

the relative contributions of these factors and identify which combinations fectively predict

positive youth development. \

4.5.2 Correlation %

Pearson correlation coefficients were computed to exami etween Positive Youth
t

Development (PYD) and key predictors, including prog , mentor support dimensions,

participation in out-of-school activities, and pare All correlations are reported with

significance levels (*p < 0.05, **p <0.01, ***p findings are summarized in Table 4.41.
Table 4.41
Correlation Matrix of PYD and Key Pr. rs

Variable 1 2 4 5 6 7 8 9 1

0

1.PYD 1

2. Programme 045%*

Involvement *

3. Guidance & 1

Counselling

4. Role Modelling 29 032%*  0.62%* 1

% & %
" 0.18** 0.16%  025%%  (023** 1

6. Mentor 19%* 0.15* 0.14*  021**  0.18*  (034* 1

Relationship *

7. Positive 0.12* 0.1 0.09 0.14* 0.11 0.16*  0.13* 1

Affirmation

8. Out-of-School 0.12* 022%  020%*  0.18** 0.17** 0.15% 0.12* 0.09 1

Activities

9. Parental 048*F  036***  033**  040** 035** 022* 0.19* 015 024* 1

* * * * * * * *

Support
*Significance: *p <0.05, **p < 0.01, ***p < 0.001

Note. Source: Field Data (2024).
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The correlation analysis shows that guidance and counseling (r = 0.50**%*) and parental support (r =
0.48***) have the strongest positive linear associations with PYD. Program involvement (r =
0.45***) exhibits a moderate positive relationship. Role modeling (r = 0.37***) and mentorship
longevity (r = 0.21**) have moderate correlations, while mentor relationship quality (r = 0.19**) and
positive affirmation (r = 0.12*) show weaker but statistically significant positive associations.
Participation in out-of-school activities has a small positive correlation (r = 0.12*), indicating limited
direct association with PYD. Inter-correlations among mentor support dimensions are moderate to
high, for instance, guidance and counseling with role modeling (r = 0.62***), suggesting overlapping

variance among mentoring components.

These results indicate that not all predictor variables contribute equallyste,P¥D, and the magnitude
of associations varies considerably. Strong correlations identifyathe, pfédictors most likely to be
influential in linear, pairwise terms, while weaker correldtions highlight variables that may have
conditional or context-dependent effects. Small correlationsjand overlapping associations suggest that
single-variable interpretations are limited, and lidear telatienships alone may not fully capture the

dynamics among multiple interacting predicteis.

Because Pearson correlation examinesjonlyflinear, pairwise associations, it does not account for the
simultaneous or interacting effects"of multiple'variables. Consequently, these correlations provide a
preliminary overview of th&jrelationships but cannot establish causation or isolate partial
contributions of mentorship, program mmvolvement, parental support, and individual characteristics.
A more comprehensive multivariate analysis is therefore required to quantify combined and

independent effeéts, which is‘presented in the subsequent section.

4.6 Multivariate Analysis

4.6.1 Multiple Regression Analysis

Multiple linear regression models were used to examine how program involvement, community
engagement, mentor support, individual student characteristics, and parental support relate to Positive
Youth Development (PYD) among secondary school students in Kibra Sub-County. PYD was the
dependent variable, while independent variables included program involvement, community
engagement, five mentor support dimensions, seven individual characteristics, and parental support

(in the moderation analysis). Assumptions for linearity, normality (Shapiro—Wilk p > 0.05),
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homoscedasticity (Breusch—Pagan p > 0.05), and multicollinearity (VIF < 2.2) were satisfied. The
analysis identifies statistical associations only. Standardized coefficients () with t-values, p-values,
and standard errors are reported, and effect sizes are interpreted cautiously to indicate a partial

predictive relationship. Table 4.42 summarizes the findings.
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Table 4.42
Multiple Regression Analysis Predicting Positive Youth Development

Model Predictor B SE B Beta t p

1: Constant 2.432 0.192 - 12.7 0
Programme Involvement 0.277 0.05 0.287  5.565 0.000%***
Community Engagement 0.153 0.032 0.243 472 0.000%***

2 Constant 1.966 0.183 - 10.739 0
Guidance & Counselling 0.246 0.05 0.319 4964 0.000%***
Role Modelling 0.174 0.049  0.229 3.563  0.000%***
Mentorship Longevity 0.004 0.002 0.11 2.446 0.015%*
Mentor Relationship 0.078 0.029 0.092 2.646 0.001**
Positive Affirmation 0.016 0.007  0.021 42:299 0.025%

3 Constant 0.76 0.186 - 4.086 0
School Connectedness 0.231 0.039 0.32° 7. 152 “90.000%***
Goal-Oriented Behaviour 0.202 0.047 0:21 4333  0.000%**
Collaboration 0.151 0.039 _ 10.184 3.85  0.000%**
Faith 0.101 0.033 “00.1367) 3.104  0.002**
Motivation 0.106 04046 0¢ 02L13° 2.309 0.022%*
Self-Regulation 0.014 0.005, “0.022 2.571 0.019*
Self-Esteem 0.013 0.005_/A0:019 2447  0.005%*

4 Constant 0.482 O 7 - 2.839  0.005%*
Individual Student Characteristics 07507 0:055 0.418 9.199 0.000%***
Mentor Support 0.1 0.044 0.106 2.278 0.023*
Participation in Out-of-School
Activities 0:049 0.036  0.054 1.37 0.171
Parental Support 0241 0.031 0.297 7.709  0.000%***

Note. Source: Field Data (2024). FR p <05, *%p <.01, *** p <.001)

In Model 1, program involvement (§,=0.287, t = 5.565, p < 0.001) and community engagement (3 =
0.243, t = 4.720, p < 0.001) showed positive associations with PYD, with program involvement
having the larger standardized coefficient. Model 2, examining mentor support dimensions, indicated
that guidance and€ounseling (f = 0.319, t =4.964, p <0.001) and role modeling (B =0.229, t =3.563,
p <0.001) had the largestiassociations, while mentorship longevity, mentor relationship quality, and
positive affirmation had smaller but statistically significant associations. In Model 3, individual
characteristics such as school connectedness (f = 0.320,t=7.152, p <0.001), goal-oriented behaviour
(B=0.210, t = 4.333, p < 0.001), and collaboration (f = 0.184, t = 3.850, p < 0.001) showed the
strongest associations with PYD, with motivation, faith, self-regulation, and self-esteem showing
smaller positive associations. Model 4 included parental support, which was moderately associated
with PYD (B=0.297,t=7.709, p <0.001), and participation in out-of-school activities had a smaller,

non-significant coefficient (B = 0.054, p = 0.171). Linear Regression diagnostics indicated low
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multicollinearity, normally distributed residuals, and homoscedasticity, supporting the statistical

robustness of the models.

When considered in relation to the research questions, program involvement and community
engagement, fo what extent does participation in out-of-school mentorship relate to secondary school
students’ positive development? The findings reveal a positive association consistent with Hansen et
al. (2022) and Scales et al. (2020b), who link structured, supportive environments to adolescent social
and cognitive outcomes. For the question What patterns emerge between mentor Support and positive
development among secondary school students? Guidance and counselinggas well'as,role modeling,
showed the strongest statistical associations, while positive affirmatiomshowed 'smaller associations.
These patterns align with Weiler et al. (2022) and Van Dam etgal, (2021), Wwho note variation in
mentoring outcomes across different dimensions and the gralueoffieentext-specific approaches.
Individual characteristics such as school connectedness, goal-oriecated behavior, and collaboration
correspond to How are individual characteristics argyasseciated,with positive development in Kibra
youth. and parental support relates to the extent topwhich parental support relates to positive
development among secondary school students “in, Kibra? showing moderate associations and
correspondence with changes in progfam involvement coefficients. These associations support
findings by Patel et al. (2024) andyBradleyet'al. (2021), who report statistical links between goal

setting, motivation, parental suppott, and yeuth development outcomes.

Overall, the results derhonstrate statistical associations rather than causal relationships, highlighting
uneven relationships acrossy predictors. Positive affirmation and participation in out-of-school
activities appgatpweaker On context-dependent, underscoring the limitations of predicting PYD solely
from mentorship, individual traits, or parental support and pointing to the relevance of socio-economic
and programmatic factors in interpreting these patterns.

4.6.2 ANOVA

The multivariate regression analyses examined separate models for program involvement, community
engagement, mentor support, individual student characteristics, and parental support. The ANOVA
results confirm that each model explains more variance than an intercept-only specification. However,
because the models are not nested, F-statistics cannot be interpreted comparatively across models.

The models were estimated separately for analytical clarity and to align with the study’s exploratory,
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theory-driven approach, rather than to test direct comparisons. Diagnostic tests indicate that the
assumptions of normality (Shapiro—Wilk p > 0.05), homoscedasticity (Breusch—Pagan p > 0.05), and
multicollinearity (VIF < 4) were satisfied across all models, supporting the reliability of the regression

estimates. The findings are summarized in Table 4.43.

Table 4.43

ANOVA Summary for Multiple Linear Regression Models Predicting PYD
Model Sum of Squares df Mean F Sig. R? Adjusted

Square R?

1: Program Regression: 11.657 2 5.828 40.305 0.000 @ 0.189 0.184
Involvement & Residual: 50.034 346 0.145
Community
Engagement
2: Mentor Support Regression: 19.354 5 3.871 31.295p, 0:000°5,0.315 0.304
(5 dimensions) Residual: 42.177 341 0.124
3: Individual Regression: 34.235 7 4.891 60.742 €0:000 0.555 0.546
Characteristics Residual: 27.456 341 0.081
(7 predictors)
4: Individual Regression: 42.847 4 L0712 123,52 0.000 0.526 0.521
Characteristics + S
Mentor Support + Residual: 38.676 446 0:087

Participation +
Parental Support
Note. Source: Field Data (2024).

Overall, the regression results indicate that’program participation, mentor support, individual
characteristics, and parental inyolvement gellectively influence Positive Youth Development (PYD),
though their contributions ate,uneven. Model 1 shows that program involvement (f = 0.287, p <
0.001) and community‘engagenienty(f = 0.243, p < 0.001) are positively associated with PYD, with
program involvemént showing the strongest effect. These findings align with Scales et al. (2020) and
Hansen et alg(2022)y who found that structured participation in youth programs fosters critical
thinking, problem-selving, and pro-social behavior. Sharma and Sharma (2022) also reported that
youth engagement in community activities strengthens identity formation and self-esteem. However,
the decrease in significance for program participation when parental support is introduced (Model 4,
B =0.054, p = 0.171) suggests that program effects are conditional and partially dependent on the
home environment, emphasizing that participation alone may not fully drive positive developmental

outcomes.
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Mentor support, assessed in Model 2, demonstrates that guidance and counseling (B = 0.319, p <
0.001) and role modeling (p = 0.229, p < 0.001) are the strongest contributors to PYD, highlighting
the importance of structured, intentional mentorship. This finding mirrors Ferguson et al. (2022), who
observed that mentoring relationships help youth cultivate life skills such as goal setting, motivation,
collaboration, and resilience. The smaller but significant coefficients for mentor relationship quality,
mentorship longevity, and positive affirmation indicate that not all dimensions of mentorship
influence PYD equally. Variability in program implementation, mentor skill, and youth
responsiveness may account for these differences, suggesting that mentorship\programs require

consistent quality and active monitoring to maximize their developmentaldmpact.

Individual characteristics also play a critical role in promoting PYD;\assshown in Model 3. School
connectedness (f=0.320, p <0.001), goal-oriented behavior (f=0:210, p=0.001), and collaboration
(B=0.184, p <0.001) emerged as the most influential predietorst Thissupports findings by Sethi and
Scales (2020a) and Wawersik et al. (2023), who describe life skills, goal setting, intrinsic motivation,
social collaboration, and school engagement as fodndatienalto youth development. Other traits, such
as self-esteem, self-regulation, and motivatien, hadysmaller positive effects, suggesting partial
reinforcement of PYD outcomes. Thesepresultsyindicate that while youth may possess strong
individual capabilities, external factorsisuch as\program quality, peer networks, and environmental

constraints can either facilitate ofthinder their full expression.

Parental support, added to, Model 4;thas a markedly positive correlation with PYD (B = 0.297, p <
0.001), which aligns withiZhu ‘et al. (2020) and Sethi et al. (2020), who established that supportive
parents facilitatef the development of resilience, self-esteem, social connectedness, and positive
identity formation., Thexeduction in effect size for program participation under parental moderation
signifies the role @f families in either increasing or reducing program impacts. Supportive parenting
helps children through teaching, motivating, communicating well, and monitoring them steadily;
children can then learn from the mentorship programs and internalize the skills acquired. However,
the moderate effect sizes across models and the residual unexplained variance suggest the presence
of unmeasured contextual, socio-economic, or programmatic factors that affect PYD. Some
predictors, like positive affirmation in mentorship and participation in extracurricular activities with
parental moderation, showed little or no significant effects, which calls for further analyses using

cross-tabulation and correlation techniques to clarify relationships and direct targeted interventions.
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4.7 Thematic Findings

Thematic analysis was carried out using inductive thematic analysis at the semantic coding level. The
different themes were derived by systematically coding statements made by participants in focus
groups and individual interviews, grouping similar concepts, and fine-tuning the boundaries to
capture the core of the mentorship experiences. The current analysis does not aim to quantify impact,
cause-and-effect, but only tells the patterns in the narrative of the participants.

Selected key excerpts are provided in Table 4.44.

Table 4.44
Selected Narratives on Out-of-School Youth Mentorship Experiences
Respondent ID / Theme Narrative (Kiswahili & English)
Project Code
FR-FDGI1-1 #6 Mentorship “Mentor ni mtu una trust sana. Unawezakuongea naye. Wangu pia
PJ#00K as Guidance  huniombea.”(A mentor is someoneyou cantrust and talk to. Mine

also prays for me.)

MR-FDG1-1 #8 Mentorship “Mentor ni Msee angkusaidia kunavigate mashinda ya ndunia yani
PJ#00D as Guidance  ana experience ya maisha nani vole model.”

(A mentor is ,someone,who helps you navigate life problems, has
life experiencejand,is‘a role model.)
MG-#4FDG1-1#4  Development “Tangu niweyna mentor nimepata skills nyingi sana. Naweza kukaa

PJ#00A of Personal  po afi@watu, mimi ni team player, na kwa jumla nime improve
& Social sana. Mentor wangu hunipa maresponsibility kwa mradi. Pianaona
Skills leadership skills zangu zime grow. Unajua kwa leadership lazima

2

wjuwe kuongea nawatu, uweze kuwapanga and ku plan mambo.

(Eversince I had a mentor, my social and teamwork skills have
improved. My mentor always gives me responsibilities on the
project; my leadership skills have grown. In leadership, you must
talk to people, organize them, and plan activities.)
FR-#6FDG1-1#2 = Development “Kwangu mentor wangu amenifundisha vile ninaweza kutumika

PJ#00F of Personal watu, nimezifunza vile nitaweza kutatua maissue hapa na watu na
& Social vile nianweza kuwa mtu mwenye heshima.”
Skills

(My mentor has taught me by example how to serve people. [ have
also learned how to collaborate with others, be respectful, and
handle conflict.)
MG-#4FDG 1-1 #4 Engagement  “Tukifunga shule tunaenda kwa mradi. Hapo kuna activities mob
PJ#00K in Activities  kama sports, drama, catering, mobile repairs, dress making, shoe
making and hair dressing. Hizi vitu zimenihelp kujua kuongea na
watu, teamwork na pia kumake friends.”

(During school holidays we attend the project. There are many
activities like sports, drama, catering, mobile repairs, dress making,
shoe making and hair dressing. These have helped me communicate
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with people, work in teams, and make friends.)
MG-#7FDG / Engagement  “Mimi niko happy kwa sababu sina time ya kuua mbad company.
PJ#00D in Activities  Niko busy sana. Sometimes tunacheza chess, sport, kudebate na ku
safisha mtaa.”

(I am happy I am engaged during the holidays; I don’t have time to
get into bad company because I am busy with activities like board
games, sports, debating, and community service.)
MR-#7FDG1-1/ Mentorship “Mentor wangu ni mtu nina trust na mambo yangu. Lakini, saa
PJ#00E Challenges zingine hapatikani, juzi nilikua na shida home nalitaka sana
niongelee lakini hakuwa na time.”

(My mentor is someone I trust, but sometimés they are not
available. Recently I had a problem at home, and I'Wanted to talk to
him, but he had no time.)
FR-#9FDG1-1/ Mentorship “Mentor wangu ni munice lakini yéyeini mzee naysaa zingine naona
PJ#00D Challenges ako old fashioned. Yaani hunitelbyituya zamayzile, them days...
Laugh. Angewezakuchangamiika ingekuapoa.”

(My mentor is nice but sometimes old-fashioned. Sometimes he
talks about the old days. ['wish hé were more energized.)

Note. Source: Field Data (2024).
FR: Female Respondent, MR: Male Respondent, MG: Mixed Group, FDG 1-1: One-on-One Focus
Group Discussion, PJ#00K: Project Code).

Four primary themes emerged. MentorShip as Guidance captures the role of mentors as trusted
advisors and role models, with students noting that “Mentor ni mtu una trust sana. Unaweza kuongea
naye. Wangu pia huniombea” (Ameéntor 48 someone you can trust and talk to. Mine also prays for
me). Development of Persomal“and’ Social Skills reflects growth in leadership, teamwork, and
interpersonal competen€iesyillustrated by one participant: “Tangu niwe na mentor nimepata skills
nyingi sana... Menter wangu hunipa maresponsibility kwa mradi. Pianaona leadership skills zangu
zime grow” (BEwer siiee dhad a mentor, my social and teamwork skills have improved. My mentor
gives me responsibilities at the project; my leadership skills have grown). Engagement in Activities
and Mentorship Challenges reveal that structured participation fosters socialization but also exposes

limits, including mentor unavailability and generational gaps.

The mentioned themes demonstrate that mentorship, when carried outside of school in Kibra, is an
integral factor for the positive development of secondary school students. This is because it provides
them with direction, skill enhancement, and organized interaction. The pupils also improve on their

social skills and acquire traits like leadership and improved communication, which, in turn, lead to
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their personal development and social interaction. Nonetheless, the benefits obtained are not uniform
and do not come with a guarantee. Education gaps occur for some students due to no or less mentor
presence, inconsistent skill development, or even individual mentor preference. There are
contradictions between the demands of students and the supply of mentors, and unaddressed issues
remain about the long-term impacts of these programs. The combined evidence suggests that, on the
one hand, mentorship outside school has the capacity to improve students’ character and, on the other

hand, it reveals the structural weaknesses and limitations that hamper its effectiveness.

Within this broader pattern, mentor support is most evident in the practig¢e of positive affirmation.
Several respondents emphasized affirmation as a central element shaping confidence, self-belief, and
future orientation. One female participant described consistentg€ncouragement from her mentor,
linking affirmation with structured reflection on academic, cafeer, andtelational goals:

“My mentor really encourages me and speaks to me'positivelymost of the time. Every holiday
when we meet, we look at the academic, future career@udelational goals. She  affirms me
positively... She always says, ‘Getty, you have a God=given destiny ... you can do it... You are more
than able, with the help of the Lord.” She prays with ime and for ~ me”

(FM #7, FGD 1-1, Project #00A).

Notes: FR: Female Respondent, MR: Male’ Respondent, MG: Mixed Group, FDG 1-1: One-on-One
Focus Group Discussion, PJ#00K: Projéct, Code).

This account illustrates mentor support.as relational, intentional, and recurrent. Affirmation is not
described as a one-timegimteraction but as an ongoing practice embedded within regular mentor—
mentee engagement. Theyemphasis on encouragement, prayer, and goal review reflects mentor

support that blends emotional'teassurance with structured guidance.

A second respondent highlighted how affirmation was paired with deliberate planning and behavioral
guidance. In this case, mentor support involved identifying strengths and weaknesses and translating

them into practical strategies for managing conflict and pursuing goals:

“My mentor really encourages me and speaks to me kindly most of the time. During the
holidays she creates time to meet with me. We go over the academic goals and she guides me
on areas I need to focus on and improve. She is a great encourager ... I really respect her and
don’t want to disappoint her...1 see like she has a lot of faith in me. [ know she prays with me
and for me and my family.” (FM #7, FGD 1-1, Project #00A).
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Notes: FR: Female Respondent, MR: Male Respondent, MG: Mixed Group, FDG 1-1: One-on-One
Focus Group Discussion, PJ#00K: Project Code).

Taken together, these narratives support the statistical finding that affirmation and guidance are
central dimensions of mentor support. They also show how mentors operationalize support through

encouragement, individualized planning, and follow-up rather than abstract advice.

However, mentor support was not experienced uniformly. Approximately 10 percent (10%) of
respondents across the projects expressed serious misgivings about their mentors. Although these
issues fall outside the study’s original scope, they cannot be dismissed becduseithey disectly implicate
mentor support as a potential source of harm rather than protection. Ofie male respondent described

emotional mistreatment by a project manager and a sense of forcéd dependency tied to school fees:

“Unajua,ninapenda mradi sana kwa sababu ninamagafiki wengi. Lakini upande ingine huyu
project manager saa zingine ananitrumatize nakiniita maskini. So saa zingine nikotuhapa
kwa sababu wanani lipia school fees. Otherwise si\wezi kutoka najua mama yangu hawezi
kuafford kulipa school fees so nitavumilia ‘i " Naomba usiambia mtu wanaweza kukasirika
wanitoe kwa mradi”.

“You know, I like my project se muehybecause have many friends. But on the other hand,
this project manager sometimes traumatizes me. She calls me poor, so sometimes I am here
just because the project paysty school fees. Otherwise, I cannot leave because my mother
cannot afford to pay m¥afecspso léwill persevere”. Please don’t tell anyone, they may get
annoyed and remov€ me from the project.
MR #2FGD (Projéct.# 00H)
Notes: FR: Female Respondent, MR: Male Respondent, MG: Mixed Group, FDG 1-1: One-on-One
Focus Group Discussion, PJ#00K: Project Code).

This account suggests that mentor or program authority can shift from support to control when access
to education is conditional. While this study cannot verify intent, the perception of coercion
undermines the protective function mentorship is expected to serve. Similar concerns were raised by
a female respondent from a different project, who described mentor unavailability and dismissal

during a period of serious family distress:

“Niliwambie sipendi mentor wangu... Huyu mentor ni ngumu kumpata nikiwa na shida...
Baba yangu alikuwa anapiga mama sana nanilitaka kumshow ndiyo anisupport... Sasa hebu
imagine sikuingine nilimambia na akasema hiyo haimuhusu.”Hebu just imagine.
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“I told them I don’t like my mentor” ....My Mentors is difficult to get especially when I
have problems. My father used to beat my mother a lot.I wanted to share with my mentor so
that he could support me..Can you imagine that one day I opened up to my mentor and told

him and his response was that..” It doesn’t matter to me”..can you imagine?
(FR #2, FDG 1-1, Project #00J).

Notes: FR: Female Respondent, MR: Male Respondent, MG: Mixed Group, FDG 1-1: One-on-One
Focus Group Discussion, PJ#00K: Project Code).

This narrative highlights a critical failure of mentor support. The nientor’s absence and
disengagement during a crisis contradict mentors' role as trusted adults, patticularly fox out-of-school
youth who may lack alternative support systems. The respondent’s @Xperience also illustrates how
unmet expectations of support can compound vulnerability ratherithan alleviate it. When poorly
managed, mentorship relationships can damage self-esteem and trust., Thepresent findings show that

mentor support is highly contingent on relational qualitygpavailabilitypyand power dynamics.

A key informant offered a contrasting perspective,lemphasizing strict monitoring and discipline as

necessary for accountability:

“Some of the students are so difficult'and stubborn. We have to be strict and keep following
them up. If we don’t, our dénors willwonder if we are making impact. We have to be strict
with their grades, behaviom, and we have found out that when we engage parents, we get

support, but some parents,donit even support us when we have to discipline children.”
MR #KII (Project # 00D)

Notes: FR: Female Respondent, MR: Male Respondent, MG: Mixed Group, FDG 1-1: One-on-One
Focus Group Discussion, PJ#00K: Project Code).

This response reflects institutional pressure rather than individual mentor intent. It suggests a tension
between donor-driven accountability and relational mentorship. When programs prioritize
measurable outputs over relational safety, mentor support risks becoming supervisory rather than

supportive.

Overall, the qualitative evidence shows that mentor support for out-of-school youth operates on a
narrow margin. When mentors provide consistent affirmation, availability, and guidance, youth report

confidence, direction, and emotional stability. When mentors are absent, dismissive, or controlling,
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mentorship becomes a source of distress and dependency. These findings challenge the assumption
that mentorship is inherently beneficial and point to the need for stronger safeguarding, clearer
boundaries, and mentor training that recognizes out-of-school programs as safe havens rather than

extensions of the school disciplinary system.

4.8 Integration of Quantitative and Qualitative Findings

This section integrates quantitative and qualitative findings at the level of interpretation, organized
by research question. The aim is to show where the two strands reinforce each other, where they
diverge, and where important gaps remain. The analysis does not assume consistency across methods

and does not force agreement where the data do not support it.

The first research question examined the relationship betweendprogram, participation and Positive
Youth Development (PYD). Quantitative results indicate high leyels'of participation: 88% of students
attended mentorship sessions, and 57% held leadershipproles. ‘Cross-tabulations indicate a strong
descriptive association between participation intensitypandP YD, with 97% of students reporting high
PYD at high involvement levels compared to 33%atlew inyolvement levels (x> =30.478, p=0.001).
However, this relationship weakens in multivagiate analysis, where programprogram involvement
remains statistically significant but modefate, in size (f = 0.287, p < 0.001), and a substantial
proportion of variance remains unéxplained."Qualitative accounts confirm frequent participation and

exposure to diverse activities. One student explained,

“During schoolhelidays we'attend the project. There are many activities like sports, drama,
catering, mebile repairs, dress making, shoe making, and hair dressing. These have helped
me commnicate with\people, work in teams, and make friends” (MG-#4FDG / PJ#00K).

Notes: FR: FemaleyRespondent, MR: Male Respondent, MG: Mixed Group, FDG 1-1: One-on-One
Focus Group Discussion, PJ#00K: Project Code).

The point of convergence is clear: participation provides opportunities for social interaction and skill
exposure. The point of divergence is equally clear: participation alone does not translate reliably into
higher PYD once other factors are considered. The qualitative data do not show strong evidence of
sustained internal change linked solely to participation, suggesting that program attendance functions

as an enabling context rather than a sufficient mechanism for development.
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The second research question focused on mentor support and its association with PYD. Quantitative
findings consistently identify guidance and counseling as the strongest mentorship dimension across
analyses, including cross-tabulation (¥* = 23.16, p = 0.001), correlation (r = 0.50), and regression (3
=0.319, p < 0.001). Other dimensions, such as role-modeling and mentor relationship, show high
descriptive ratings but weak or non-significant associations, once controls are applied. Qualitative
narratives converge strongly with this pattern. Students emphasize trust, availability, and structured

guidance as central to their development. One participant stated,

“A mentor is someone you can trust and talk to. Every holiday we look atacademics, future
career, and relational goals” (FM #7, FGD 1-1, PJ#00A).

Notes: FR: Female Respondent, MR: Male Respondent, MG: Mixed Group, EDG 1-1: One-on-One
Focus Group Discussion, PJ#00K: Project Code).

Divergence emerges in relation to role-modeling. Despite highua@€ported exposure, students describe
inconsistent contact and limited mentor availability, whi¢h, undeétmines continuity. As one student

noted,

“My mentor is someone I trust, but somefimes they are not available. Recently I had a problem
at home and I really wanted to tdlkto him,"but he had no time” (MR-#7FDG1-1 / PJ#00E).

Notes: FR: Female Respondent, MR: Male Reéspondent, MG: Mixed Group, FDG 1-1: One-on-One
Focus Group Discussion, PJ#00K: Project Code).

These accounts explain why: role-medeling appears descriptively strong but analytically weak. The
unresolved gap concernsjthe) conditions under which mentor availability and consistency could be

improved, whichd$ not addressed directly by the current data.

The third research question examined individual characteristics associated with PYD. Quantitative
results show strong associations for goal-oriented behavior, motivation, collaboration, school
connectedness, and faith, while self-esteem and self-regulation show weak or non-significant
associations. Qualitative data converge with these findings. Students frequently describe growth in
teamwork, responsibility, and discipline through assigned roles and structured expectations. One
participant explained, “Ever since I had a mentor, my social and teamwork skills have improved a lot.

My mentor gives me responsibilities on the project. I can see that my leadership skills have grown”
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(MG-#4FDG / PJ#00A).

Notes: FR: Female Respondent, MR: Male Respondent, MG: Mixed Group, FDG 1-1: One-on-One
Focus Group Discussion, PJ#00K: Project Code).

However, narratives rarely reference autonomous emotional regulation or independent self-
management. This divergence suggests that the program is more effective at strengthening externally
reinforced behaviors than internal psychological regulation. An unresolved gap remains regarding
whether self-esteem and self-regulation require longer exposure, different intervention strategies, or

support beyond the program context.

The final research question examined parental support as a moderator of RY'D. Quantitative findings
show strong associations between relational parental supporttand \PYP:' across cross-tabulation,
correlation, and regression analyses, while economic support shiowsno significant relationship. At
the same time, parental monitoring outside the home is Jowpand fault-finding tendencies are relatively
high. Qualitative accounts converge with this mixed pattetn. A'key informant observed, “When we
engage parents, we get support, but some parents don tysupport us when we have to discipline

children” (MR #KII, Project #00D).

Notes: FR: Female Respondent, MR: Male Respondent, MG: Mixed Group, FDG 1-1: One-on-One
Focus Group Discussion, PJ#00K:"Project Code.

The point of convergence 1§ that telational engagement matters more than material provision. The
point of divergence lies‘in,the meonsistency of that engagement. While quantitative measures suggest
strong parental influence, qualitative accounts reveal conditional and uneven involvement that may
limit sustaine@d impacty The unresolved gap concerns how parental engagement can be strengthened

beyond episodic or compliance-driven interaction.

Across all strands, the integrated evidence points to uneven alignment rather than a coherent
developmental pipeline. Quantitative strengths are explained by qualitative mechanisms in which
structure, consistency, and relational access are present. Quantitative weaknesses are not rescued by
narratives but clarified through accounts of inconsistency, limited availability, and contextual
constraints. The integration shows that PYD alignment in this setting is conditional, domain-specific,

and dependent on implementation quality rather than participation alone. This section, therefore, does
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not present a harmonized success story but a differentiated account of where mentorship and support

structures work, where they weaken, and where the evidence remains incomplete.

The study’s findings align partially with existing literature while highlighting limitations in
developmental alignment. Parental support emerges as a central factor, consistent with Sox et al.
(2023), who emphasize adolescents forming relationships beyond their parents, and Shek et al.
(2022), who highlight family functioning as foundational for growth. Bronfenbrenner’s ecological
model (1994) is supported, as relational engagement within the microsystem'shows meaningful
correspondence with PYD outcomes. Conditional parental involvement and inconsistent monitoring
observed in the study mirror findings reported by Purnomo et al. (2024), wWho neote that family crises
and uneven support can disrupt adolescent adjustment. Benefitshof telational parental support—
confidence, social connection, and competence—echo findings by Zhu et al. (2020), Mulla et al.
(2020), and Mao et al. (2021), underscoring the value of.consistent gemmunication, honest dialogue,
and guidance in fostering emotional disclosure, life skills;yand positive identity. Mentor support
patterns align with Social Cognitive Theory (Bandutas 197731986), where guidance, modeling, and
reinforcement in social contexts influence development. Studies by Friedman et al. (2021) and
Muhamad (2024) further indicate that{active parental involvement can amplify participation in
structured programs, supporting gocioemotional development, school belonging, and reduced
depressive symptoms. VIcek gt aly(2025),highlight that structured experiential learning, such as
outdoor education, strengtheéns)leadership, teamwork, and self-confidence. Divergences appear where
role-modeling or intefmittent imentor contact show weak alignment, revealing context-specific
constraints not always captured in prior research. Similarly, descriptive participation is high but
weakly predigfive in mulfivariate analysis, reinforcing cautions that attendance alone does not reliably

correspond with'PYD outcomes.

The theoretical application of the Ecological Systems Theory, Positive Youth Development (PYD)
frameworks, and the Rhodes mentoring model in contexts with less support will gain new insights
from the study's conclusions. The participants being in the program constitutes the main enabling
factor of the environment, giving rise to social interaction, skill exposure, and structured experiences,
rather than being a straightforward developmental driver. Among the different mentorship

dimensions, guidance and counselling in particular have been found to have the strongest correlation
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with the PYD across cross-tabulation, correlation, and regression analysis, while role-modelling and
intermittent mentor contact do not suffice when access is unstructured. This pattern emphasizes the
importance of relationship quality and interaction frequency rather than mere presence or occasional
contact; it reinforces this argument. Traits of goal orientation, teamwork, school connectedness, and
religious faith, fostered by others, are seen as more in line with PYD than traits like self-esteem and
self-control, which are internally regulated, thereby revealing some of the existing disparity in trait
distributions across developmental domains. Parental support is influential in the microsystem, where
it facilitates social connection, self-esteem, and competence, but variability in,parental engagement,
inconsistent monitoring, and conditional involvement collectively limit thefstable coordination of the
mesosystem. Overall, such conclusions suggest that the developmental 1pactiis limited, domain-
specific, and relationship-quality- and relationship-consisteney=dependent; thus prompting a
rethinking of the contexts that are PYD models' change agent$ and those,that merely transfer change

directly.

The study’s findings refine theoretical applications of Ecological Systems Theory, Positive Youth
Development (PYD) frameworks, and the Rhodes mentoring model in contexts with uneven support
structures. Program participation functions primarily'as a contextual enabler, providing opportunities
for social engagement, skill expaosure, ‘andgstructured experiences, rather than acting as a direct
developmental driver. Amonggmentorshiphdimensions, guidance and counseling consistently show
the strongest association with, PYD ‘across cross-tabulation, correlation, and regression analyses,
whereas role-modeling‘@and intetmiftent mentor contact are insufficient in the absence of structured
access. This pattefiphighlights the importance of relational quality and consistent interaction over
symbolic or sporadicpreSence. Externally reinforced traits, including goal orientation, collaboration,
school connectedness, and faith, show clearer alignment with PYD than internally regulated traits,
such as self-esteem and self-regulation, thereby emphasizing the asymmetry across developmental
domains. Parental support contributes relational influence within the microsystem, supporting social
connection, confidence, and competence, but variability in engagement, inconsistent monitoring, and
conditional involvement limit stable mesosystem coordination. Together, these findings suggest that
developmental influence is partial, domain-specific, and contingent on the quality and consistency of
relationships, reinforcing the need to distinguish enabling contexts from direct mechanisms of change

within PYD models.
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The stated patterns have a clear influence on how the programs should be implemented. The program's
design should focus mostly on structured and easily accessible mentorship, which is to provide
consistent guidance and active support, and not on the mere presence or exposure to activity as the
main factors. The interventions for self-esteem and self-regulation that target internal traits will
require either prolonged engagement or diversified strategies for measuring alignment with PYD
outcomes. Parent participation is acknowledged as an important factor, but its overall effect is limited,
thus, programs need to constantly involve families and provide them with t@els to increase the
consistency of their relationships and monitoring. Moreover, depending on, the tole modeling or
having a mentor contact from time to time without the structured reinfoféementy, may exaggerate the
developmental significance. These revelations suggest that the PYD aligament,is not the same across
the participants and sectors but rather changes accordingy toythe quality of implementation,
accessibility of relationships, and context support. In othefiwords; effective interventions for youth
development will simultaneously focus on the structurg,ofithe programme, mentor support, personal
traits, and family involvement. The findings, by peinting out the areas of mentorship and parental
support that are effective, the areas of influence thataréweak, and the areas where there are structural
or relational gaps limiting outcomes, provide a“sephisticated roadmap for improving programme
efficiency, resource allocation, and) refining theoretical applications without overstating

developmental guarantees.

4.9 Summary

The findings indigate only a ‘partial, conditional, and uneven alignment with Positive Youth
Development in thisiease, There is a large number of participants taking part in the program, but it is
more of an opportunity’than a reliable way for development. The effectiveness of mentorship is
mostly directed to“guidance and counseling; on the other hand, the influence of role-modeling and
overall mentor relationships is restricted by their uneven availability and consistency. Characteristics
such as goal orientation, collaboration, school connectedness, and faith are more closely associated
with PYD than are self-esteem or self-regulation. Although parental support provides a relational
influence, involvement is unstable and conditional. Among the individual factors influencing
developmental alignment, none guarantees it, and there is still a lack of clarity about how program

structure, mentor consistency, or parental involvement could be improved to obtain better results. The
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overall view presented by the evidence is one of context-dependent and limited effects rather than of
comprehensive or uniform impacts. It points out what works partly, what has weak alignment, and

where inconsistency or uncertainty is the most pronounced.
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CHAPTER FIVE

SUMMARY, CONCLUSION, IMPLICATIONS, AND RECOMMENDATIONS
5.1 Introduction
This section combines the study's results, conclusions, and recommendations. It investigates the
positive influence of out-of-school mentoring on young people's development and specifically
identifies the factors that affect youth potential, employability, and overall participation. In addition,
the section indicates what Sub-Saharan Africa's policies, programme management, and future
research would be based on the study's results.
5.2 Summary of Findings
The findings of the study illustrate a complicated and unevenly distributedmetwork of interrelations
among the various factors: the presence of constant mentor s@ipervision, and socially endorsed
characteristics like connectedness to school, cooperation, and ‘goal-otiented behavior is associated
with higher PYD, while the factors of participation onlyy, rele-medeling, self-esteem, and self-
regulation have revealed weaker or inconsistent cennections. It appears that parental support is
received mainly through personal and communicative éngagement rather than material resources;
however, its unevenness still hinders the “telationship between parenting support and PYD.
Participation in the program provides exposure to skill development and social interaction, but how
much of that relates to PYD depends” ongthe accessibility and structure of mentoring. Human
interactions in mentorship are morestrongly associated with PYD when help is given frequently and
without restrictions; otherwise,, hawing the mentor in the background or meeting only occasionally
implies a weaker assoéiation. Different personality traits show different levels of association with
PYD:; traits that aré externallyencouraged are more strongly correlated with the development of PYD
than those thatfare interrially regulated. The observation that a large portion of the variance was not
accounted for ‘across all areas suggests that context and environmental factors influence PYD
outcomes to some extent at the levels mentioned. Qualitative assessments support these trends since
they reveal areas where mentorship and parental involvement are either constant or sporadic but do
not imply any direct link.
5.2.1 Participation in Out-of-School Mentorship and PYD
The first objective examined participation in out-of-school mentorship programs and their correlation
with PYD. Descriptive results demonstrate very active participation: 88% of students said they

attended mentoring sessions during summer breaks, and 57% took on leadership roles during
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programme activities. The measures of PYD were high across several dimensions such as cognitive
and academic competence, confidence, connection, character, and caring. Specifically, 95.3% of
students reported enhanced goal setting and problem-solving, 96.9% indicated sustained school
engagement, and substantial proportions reflected ethical awareness, empathy, and

willingness to help others.

Cross-tabulation analysis shows statistically significant associations between programme
involvement and PYD (y*> =30.478, df =2, p=0.001). Students with high participation reported 97%
high PYD, medium participation 93%, and low participation 33%. Community engagement, while
descriptively positive, was not statistically associated with PYD (y2s= 2:047,7df = 1, p = 0.359).
Multivariate regression indicates that programme involvement andieommunity’engagement together
account for 18.9% of variance in PYD (R? = 0.189, Adjusted’R*= 0084, F(2,346) = 40.305, p <
0.001), with programme involvement showing a stronger Standardized association (f = 0.287, t =
5.565, p <0.001) than community engagement (f = 0.243, t=54:72,p < 0.001). These results indicate
that participation is associated with higher PYDydeseémptively but explains only part of the observed
variation. The majority of PYD variation remains unaceounted for by attendance alone. Qualitative
accounts provide context, showing that program aetivities offer opportunities for social interaction,
skill exposure, and structured expemiences. These observations suggest that participation may provide
enabling conditions rather thapydireet path#vays to PYD, and that other factors moderate alignment.
5.2.2 Mentor Support and PXD

The second objective examined the linkage between mentor support and positive youth development
(PYD). The descriptive results show that students were generally very much satisfied with the
activities, with the most satisfied group being the one that had the highest enjoyment of the activities
(95%) and the least satisfied ones being those who derived the least benefits from the activities in
terms of coping strategies (55%) and time management (60%). Guidance and counselling are the
categories with the highest ratings across the board (M =4.40—4.54, SD = 0.72—0.82). Role-modeling,
positive affirmation, and mentor relationships are given positive evaluations, but the ratings are
somewhat divergent. Mentorship duration is associated with medium engagement, suggesting varying
levels of mentor accessibility and consistency among participants. Individual characteristics such as
goal-oriented behavior, motivation, and collaboration are mostly seen in mentees, while self-esteem

and self-regulation are less frequent and more unstable.
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Cross-tabulation analyses reveal that guidance and counseling (y* = 23.16, p = 0.001) and overall
mentor support (y*> = 6.45, p = 0.011) are associated with higher levels of PYD. When students
reported high levels of positive youth development (PYD), they were matched with high guidance
levels in 97% of the cases. The relationship between positive affirmation and PYD is one of the partial
alignments, where 97% of students in the top affirmation group reported high PYD, and this
percentage for the middle category was lower (84%). The practices of role-modeling and mentor
relationship quality narratives show high descriptive PYD but are not found to be statistically

significantly associated.

Community engagement shows strong descriptive outcomes but does not reach statistical significance
(* =2.047, p=0.359). It emerged that mentorship was not fully aligned with PYD, and that certain
dimensions of mentorship are more closely associated with this concept than others. The correlation
results are strongest for the guidance and counseling (r = 0.50***) and parental support (r = 0.48***),
which are the two factors with the highest positive correlation with PYD. Role-modeling (r=0.37**%*)
and the duration of mentorship (r = 0.21**) have moderate correlation relationships, while positive
affirmation (r = 0.12*) and mentor relationship quality (r = 0.19**) have weak correlations. The
engagement of students in out-of-school activities has a small positive correlation (r = 0.12%),
suggesting that the direct link to PYD is quite limited. The different dimensions of mentoring show
moderate to high intercorrelations, with the strongest between the guidance and role-modeling
dimensions (r = 0.62***), indicating overlapping patterns in the mentoring components. The
correlation patterns are diverse, indicating that some mentoring dimensions are stronger with PYD,

while others are weaker and context-dependent.

The findings obtained from the multiple regression analyses clearly reveal that the strongest positive
correlates with PYD are guidance and counseling (3 =0.319, p <0.001) and role-modeling (f = 0.229,
p < 0.001) factors, respectively. While the coefficients of mentorship duration, mentor relationship,
and positive affirmations are lower, they are still statistically significant (§ = 0.021-0.156, p < 0.05),
but the participation in out-of-school activities is not significant (f = 0.054, p =0.171). The ANOVA
results show that the regression models account for a large share of the PYD variance, yet a
considerable amount remains unexplained. The qualitative part of the study points out that students

see guidance, structured skill-building, and mentors' support as essential, while inconsistent
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availability, no response during hardship, and conditional support contribute to misalignment. The
stories portray the mentors as trustworthy advisors and role models, and affirmation, along with
structured guidance, are recognized as the main themes of the mentorship experience. Still, some
students report a lack of communication with mentors or restrictive supervision, which is related to
softened quantitative patterns regarding role-modeling, positive affirmation, and mentor
relationships. To sum up, both quantitative and qualitative data indicate that mentorship experiences
differ in their dimensions and in the people involved, thus reflecting a disparity in alignment with
PYD rather than uniformity in outcomes.

5.2.3 Individual Student Characteristics and PYD

The third objective examined the association between individual student characteristics and positive
youth development (PYD) among secondary school students in Kibra Sub-County. Descriptive
statistics indicate that several traits are prevalent across the sample. Goal-oriented behaviour was
reported by 92% of students, motivation ranged from 94% to 98%, collaboration was observed in 81
—91% of respondents, and faith-driven resilience was recorded in 61-70%. Cognitive and academic
competence also remained high (95-97%). The self-esteem and self-regulation dimensions showed
lower prevalence (52-58%), as did reflective thinking. A few students were of the opinion that there
was preferential treatment or that the rules were too strict, which probably limited their freedom to
make their own decisions and develop skills for self-direction. These patterns indicate that traits,
reinforced through structured participation and relational engagement, are prominent, whereas

intrapersonal capacities remain variable and unevenly expressed.

Bivariate analyses using chi-square tests and cross-tabulations uncovered the connections between
the individual characteristics and PYD. Goal-directed behaviour showed a strong relationship with
PYD (y*>=16.534, p = 0.001), together with motivation (3> = 49.204, p = 0.001), collaboration (y* =
14.444, p = 0.001), school connectedness (y* = 59.254, p = 0.001), and faith (y*> = 62.244, p = 0.001).
In contrast, self-esteem and self-regulation did not appear in the cross-tabulations as having strong
relationships, thus indicating a lesser degree of alignment with PYD. The Pearson correlation
coefficients confirm these findings with the following results: guidance and counseling (r = 0.50, p <
0.001), parental support (r = 0.48, p < 0.001), and program involvement (r = 0.45, p < 0.001) as the
strongest linear associations with PYD, whereas role-modeling, positive affirmation, and out-of-

school activities exhibited weaker connections. It can be concluded that the characteristics of goal-
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directed behavior, collaboration, school connectedness, and faith are the most influential ones in the
co-occurrence with high PYD, while, on the contrary,

Self-esteem and self-regulation are less important.

Multivariate regression analyses were conducted to elucidate the true nature of the partial associations
among individual characteristics while acknowledging overlapping influences. The model explained
about 55.5% of'the variance in PYD (R?*=0.555, Adjusted R?=0.546, F(7,341) =60.742, p <0.001).
School connectedness was the leading standardised effect (B = 0.320,t=7.152, p <0.001), followed
by goal-oriented behaviour (B =0.210, t=4.333, p <0.001) and collaboration (§ = 0.184, t = 3.850,
p <0.001). Faith (B = 0.136, t = 3.104, p = 0.002) and motivation (B = 0.113, t = 2.309, p = 0.022)
also maintained their measurable associations, while self-regulation (f = 0.022,t=2.571, p=0.019)
and self-esteem (B = 0.019, t =2.447, p = 0.005)

were minor contributors.

The qualitative observations gave a context to the quantitative patterns, where students often spoke
of skills like teamwork, responsibility, and following the structured roles, which corresponded with
the highest PYD levels found in the cross-tabulations and regression analyses. However, independent
emotional regulation, reflective thinking, and self-directed decision-making were seldom
encountered, indicating a weaker link between self-esteem and self-regulation and PYD. Favouritism
and strict program regulations at times lead to a similar situation being viewed, and then, in turn, the
contextual factors that can cause differences in personality traits are recognised. It is usually the
positive youth development (PYD) that is highly associated with the individual traits such as goal-
setting, and motivation, along with other traits like cooperation, schools' participation, and faith, while
on the contrary self-worth, self-regulation, and reflective thinking reveal weaker or different degrees
of association, thus suggesting that the programme's influence on growth might vary according to the
context and even depending on the factors of structure, reinforcement, and context rather than just

participation.

5.2.4 Moderating Role of Parental Support and Positive Youth Development
The study examined the moderating effect of parental support on the relationship between youth

participation in mentorship programs and positive youth development (PYD) in Kibra Sub-County,
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focusing on economic support, family connectedness, home environment, encouragement and
affirmation, and family communication. Descriptive findings indicate that parental support is present
but variable across dimensions. The most emphasized aspect of support was relationship and
communication, with 91% of participants experiencing emotional intimacy with mothers or female
guardians and 95% with fathers or male guardians. A supportive home environment was mentioned
by only 71% of participants, while 78% of parents reported engaging in mentoring activities for skills
development. Almost all students (over 91%) reported that their parents supported them even when
they were not doing well at school, and 86% admitted that their parents recognized their
achievements. Family communication was assessed as moderate, with 77% of the respondents stating
that they understood the parents' rules about drug use and 87% saying that they could share their
problems without being judged.

Parental monitoring outside the home was minimal (36%), and fault-finding tendencies were
moderate (80%), which together resulted in variability in the parental influence. A bivariate analysis
with cross-tabulations and chi-square tests indicated that parental support in terms of relationships
and communication was linked to higher PYD, while economic support alone did not display
significant associations (y*> = 23.611, df = 2, p = 0.312). Pearson correlation coefficients indicated
that parental support (r = 0.48***) exhibits a moderate linear association with PYD, comparable to
guidance and counseling (r = 0.50*%**) and program participation (r = 0.45***), while other
mentorship dimensions, such as role-modeling, affirmation, and general extracurricular engagement,

demonstrated weaker associations.

Multivariate regression analyses indicate that parental support retains a measurable association with
PYD when individual characteristics, programme participation, and mentorship dimensions are
included in the model. Specifically, parental support shows a standardized coefficient of f =0.297 (t
=7.709, p < 0.001), while programme participation becomes non-significant (f = 0.054, p =0.171),
and mentor guidance maintains a moderate association (B = 0.106, p = 0.023). Including parental
support in the model increased the percentage of variance explained in PYD from 46.2% to 52.6%,
indicating that observed youth development outcomes are related to parents' participation in

communication and relationships. The size of the effects still indicated a moderate level, and a
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significant proportion of the variance remained unexplained, which pointed out the context-dependent

and inconsistent parental influence.

The observations made in the qualitative research provided contextual insight for the researchers,
who concluded that parental involvement ranges from extremely active and supportive to non-existent
across different families. Some students mention parents who are very active and supportive, while
others say their parents do almost no supervision, are present only occasionally, or seem to be just
looking for faults. These narratives indicate the same as the quantitative results: the conditions under

which parental support is linked to higher PYD outcomes.

53 Conclusions of the Study

Based on the findings, the following conclusions are made

It appears that involvement in an out-of-school mentership pregram has a positive contribution to the
growth of secondary school students who reside, in Kabta, Nairobi County. Students who are more
involved in the programs tend to show a significantinctease in all areas of growth (personal, social,
and academic), which implies that the mentorship“program has significant developmental value. In
addition to that, the evidence collected frem this indicates that participating in the mentorship
programmes alone does not fully aecountdfor differences in Positive Youth Development outcomes.
Therefore, the mentorship programyprovides a supportive and nurturing environment for students to
grow through receiving guidancée, exposure, and social learning. However, many other factors also
affect a student's Positive Youth Development, and so their rates of growth will vary greatly from
student to studént on‘the®asis of interacting with all of these factors and variables, including quality
of program interaction, individual student attributes, home/school environments. Therefore, while
out-of-school mentorship programmes significantly contribute to students' Positive Youth

Development, this contribution is most fully understood in conjunction with a systems perspective.

Positive youth development is correlated with mentoring support; however, the correlation varies
depending on the nature of the mentoring process. It appears that structured mentoring through
guidance and counseling, along with the orientation process to specific roles, has a stronger

correlation than any other mentoring process. This means the value of mentorship appears to lie less
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in contact alone and more in the quality, consistency, and functional relevance of the support
provided. At the same time, the weaker alignment across affirmation, relationship quality, and mentor
availability points to gaps in consistency and responsiveness within the mentoring process. These
mixed patterns indicate that mentorship does not operate as a uniform developmental resource.
Rather, its association with PYD depends on how reliably students receive practical guidance,
emotional support, and credible role direction. The conclusion, therefore, is that mentor support is
positively associated with Positive Youth Development, particularly when it is structured,

dependable, and responsive to students’ needs.

Individual student characteristics are strongly linked to positive youthedevelopment, although some
traits show a stronger relationship than others. The traits of goal efientation, motivation, teamwork,
school connectedness, and spirituality seem to relate more strongly topsuccessful outcomes among
youths, suggesting that children may flourish more under,cireumstanees of individual drive and social
connectedness. However, traits such as self-esteemgselfsregulation, and reflective decision-making
show weaker relationships, suggesting areas wherestudentydevelopment appears less stable. This
suggests that the current program and school enyvirenment seem to reinforce visible behavioural and
social strengths more than deeper intrapersonal growth. The objective was therefore achieved by
demonstrating that individual chasacteristics ate associated with students’ positive development,

though this relationship is uneyen‘aeross the different dimensions considered.

Parental support shows‘a clearbut uneven relationship with positive youth development. What stands
out is the strength @femotional connection and open communication between parents and adolescents,
which aligns miore closelypwith positive development than financial support alone. From this, we can
say that presence, guidance, and trust within the home matter more than material provision in shaping
youth outcomes. Economic support without consistent relational engagement shows limited
developmental effect on its own. The findings also point to differences across households in how
support is experienced. This is due to the fact that some students say that their parents provide them
with consistent encouragement and communication, while others say that their parents are poor at
supervising and communicating with them. The inconsistencies affect the reliability of parental
support in influencing youth development. Parental support helps the mentoring process and the

individual characteristics that contribute to youth development. Taken together, parental support
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relates most strongly to positive youth development through consistent communication, emotional

closeness, and active engagement, rather than financial provision alone.

5.4 Implications for Knowledge, Theory and Practice

5.4.1 Implication for New Knowledge

This study shows that PYD in this setting does not align linearly with participation, mentorship, or
parental support. High participation rates and generally high PYD scores dognot yield a strong
explanatory pattern, as a large portion of the variation remains unexplained a¢tess\all models. What
stands out is that participation in mentorship serves more as a supportive gnvitonmentthan as a direct
driver of development. Another clear pattern is that not all mentorship’components carry the same
weight. Guidance and counseling consistently show a strong linkwith PY.D, while affirmation, role-
modeling, and out-of-school activities show weak or unstable conneetions. These findings challenge
the assumption that all program elements contribute equallys Thefresults also show a split in how
developmental traits behave. Social and behavioural traits respond more clearly to structured support,
while intrapersonal traits like self-esteem and sélfsregulation remain less stable and less explained by
the program context. The remaining gap is straightforward. The study does not fully explain why

students exposed to the same programg,and@nvironments still end up with different PYD outcomes.

5.4.2 Theory implication

The findings partially align withyecelogical and PYD-based expectations, but they also reveal where
these theories fall short“incthis context. The idea that school, family, and program systems work
together in a stable and predictable way does not fully hold here. When combined, parental support,
mentorship, and wdividual traits show uneven strength and, in some cases, weak links to PYD. The
clearest theoreticalsSupport appears in structured mentorship, especially guidance and counseling,
which aligns strongly with PYD. In contrast, role-modeling, affirmation, and community engagement
do not show consistent effects, which weakens the idea of uniformly reinforcing developmental
systems.

The Rhodes mentoring model also fits the data only partially. Relationship quality alone does not
reliably predict PYD unless it is supported by structured, consistent guidance. This suggests that the

theory overestimates how evenly developmental inputs translate into outcomes and underestimates
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how much implementation quality and context shape results. Overall, PYD in this setting looks less
like a coordinated system and more like a mix of uneven and loosely connected influences.

5.4.3 Practice implication

The findings point to a clear issue in how programs are actually working compared to how they are
designed. What matters most is not just participation or exposure, but the consistency and structure
behind what students actually receive. Guidance and counseling stand out as the most reliable
contributors to PYD. This means programmes that focus mainly on attendance or general activities
miss the part that actually drives outcomes. Other components like role-modeling and affirmation are
present but do not consistently translate into development gains. This shoWws a gap'between what is
planned in the program and what actually influences students in practiee.

Parental support also varies widely. Emotional connection and¢s€ommunieation matter more than
financial support, but inconsistent involvement across households réduces its overall impact. In
practical terms, outcomes depend more on how consistentlyasupportyis delivered than on how many
programme elements exist. The bigger issue is varation mydelivery and engagement, not lack of

participation.

5.5 Study Recommendations

From the findings and conclusion, the following recommendations are made:

The evidence shows that attendance in out-of-school mentorship alone explains limited variation in
positive youth developmient, whiléystructured interaction and consistent skill delivery both match to
actual developmental results. Program coordinators in Kibra should therefore shift focus from
participation counts to standardized session delivery that consistently covers goal-setting, problem-
solving, teamwortkjpand responsibility across all centers. Mentors need to establish formal systems
which record theirleadership opportunities to create fair access for all programme participants who
want to develop their skills. Community engagement activities should be reviewed by programme
implementers and county education officers and retained only where they directly support core
mentorship outcomes. Schools should establish coordination with programme facilitators to track
consistency in content delivery and participation experience not only attendance. At the policy level,
education authorities and funders should set minimum implementation standards for mentorship

structure, skill coverage, and leadership exposure to reduce variation across programmes.
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The misalignment between mentorship activities such as mentors’ accessibility, affirmations, and the
quality of the relationship between the mentee and mentor with positive youth development outcomes
necessitates changes in how the mentorship programme is implemented by the coordinators and
implementing bodies in Kibra. The focus of the initiative should be on structured guidance and
counselling as this activity has been identified as having the strongest and consistent association with
youths’ outcomes. The mentors should work within an established interaction guide that outlines the
minimum period of counselling interaction, regular follow up during the challenges faced by the
student, and role definition. Inconsistency in the responsiveness and ageessibility, of the mentor
requires programme management to establish a system of trackinggattendance, of the mentoring
sessions and responses to any problems faced by the students. Fhie, educational institutions should
incorporate a quality control mechanism that measures the quality ofimentoring interaction rather
than mere attendance in the mentoring sessions due to poorperformance by relationship-focused and

affirmations aspects.

According to the results, contributions 0f personalitraits towards PYD are inconsistent, with more
alignment noted in goal orientation, ‘motivation, collaboration, connection to schooling, and
spirituality, but less alignmentsecmin selfsrespect, self-control, and critical reflection, which require
improvement and adjustmefitite align: Based on this information, school administration and program
coordinators must chafige the'design of activities designed to develop students and focus on more
than just the behayior exhibited by learners and their involvement in groups to ensure the growth of
intrapersonal gKills like émotional regulation, critical reflection, and autonomous decision-making is
achieved. It is™nccessary for teachers and program facilitators to incorporate regular reflective
activities and decision-making activities in class and mentoring lessons to help learners grow
personally. Schools should reconsider their disciplinary approaches and classroom interactions
reported as being authoritarian or discriminatory, as this appears to impact the independence and
autonomy of learners negatively. Policy makers in educational and youth development sectors must
insist on balanced competence models in programs that include social-behavioral strengths and

intrapersonal skills development areas.
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Lastly, weak alignment between parental economic provision and positive youth development,
alongside stronger effects from communication and emotional connection, calls for a shift in parental
engagement focus from financial provision alone to consistent interaction and guidance. County
education officers and school administrators should design structured parent engagement forums that
train caregivers in sustained communication, monitoring practices, and constructive feedback, rather
than in resource-based support. Irregular supervision and wide variation in home involvement
indicate the need for school-based monitoring systems where teachers and class patrons document
parental engagement patterns and flag inconsistent support for follow-up,, Mentorship program
coordinators should integrate parent communication checkpoints into pregram schedules to ensure
alignment between home support and mentorship activities, with cleas roles assigned to parents in
reinforcing guidance and behavioral support. Policy actors at thes@duecation, county level should set
minimum standards for parent engagement in youth development programs, prioritizing

communication consistency and emotional support indicatots over fimancial contribution measures.

5.6 Suggestion for Future Research

Based on the remaining gaps and unresolved pattems in the findings, the following areas require

further investigation:

Some mentorship components; guchias affirmation, relationship quality, and out-of-school activities,
show weak and inconsistent links“With PYD. This points to uncertainty in how these aspects are
defined and measured. ‘Future research should take a closer look at how these components are
operationalized ifi similar Kibra programs to establish whether the weak relationships reflect real

program limitations orproblems in measurement.

A large share of variation in PYD remains unexplained across the models. This suggests a gap in how
mentorship, parental support, and individual characteristics work together. Future studies should
focus on how these factors interact rather than treating them separately, especially how home
conditions, school environment, and program structure combine to shape outcomes in similar urban

informal settings.
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Parental support and mentor engagement vary widely across households and participants, even under
similar program exposure. This creates a gap in explaining why outcomes differ from one learner to
another. Further research should focus on how consistency of adult support, student background
conditions, and program delivery interact to produce uneven PYD outcomes in Kibra-based

interventions.
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APPENDICES
Appendix 1: Conceptual Framework of Positive Youth Development

Positive Youth Development

Youth Thrive are Healthy and Engaged

1
f/r. Positive Identiry /"' Training \ wouth
*  Self Efficacy »  Forual Educanion Engagement
s Abality 10 Plan = [nterpersomal
ahead (Goal Skills (Social &
Setring) Commnuicanon
*  Peseverance Skills)
(Diligence) *  High Order of
+  Positive Beliefs Thinking ;::!11 Responsive
about the Funme *=  Recognizing ices
l\— -/J Emaions Gender Responsive
1 Self-Control Services
Acadennc Youth Friendly Laws
Achievement & Policies
\._ Gender Responsive
Policies
Pliysacal Safery
Psvchological Safery

i

T ) ~‘

Agency I,r'—“\\ {/
Youth perceive and Contribution Enabling Envirenment
can emplov their Youth are engaged Youth are surrounded by
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1o make or influence change for their A res their assets,
their own decisions own and for their BEENCY. A0Cess 10 services
about their lives and COmIMURITY s and oppornmities as well
set their won goals positive as their abiliry 10 avoid
as well as act upon

\  development / risks, stay safe and be
protected. An enabling
ENVIrOmment encourages
and recogmizes youth while
promoting their social &
emotional competence 1o
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-

fear of violence or
retribution

[y

[ Preconditions that develop in the Life Cyle of Youth ]

Source: Adapted from Youth Power Lead (2022) and Modified by the Author (2024)
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Appendix 2: Rhodes's (2002) Model of Youth Mentoring

Moderators

Ng
: Rhodes (2005)

The quality of the mentoring relationships and t hways g it PYD outcomes can be conditioned by (a) a youth’s

interpersonal competence, social & cogniti\&o e, and developmental stage; (b) duration of the mentoring

relationship; (¢) programme practices er in establishing and supporting the mentoring relationship (for

those that are developed through pro ts duration; and (d) the youth’s family and surrounding community

context (g arrows) (Rhodes, 200

Key Assumptions:
. between mentors and mentees relies on strong interpersonal connections, based on

al foundation then contributes to social-emotional development, cognitive development,
and/or iden velopment, and the impact of a high-quality mentoring relationship on any or all of these areas
is interrelated through bi-directional pathways that can evolve over time.

e The quality of the mentoring relationship and the pathways linking PYD outcomes can also be conditioned by
the youth’s interpersonal, social competence, and developmental stage; duration of the mentoring relationship;
program practices involved in establishing and supporting the mentoring relationship and its duration; and the
youth’s family, peers, and surrounding community.

e A number of individual, peer, family, school, and community risk factors that are associated with negative
adolescent outcomes, such as school dropout, delinquency, and gang involvement. These risk factors include

such things as early antisocial behavior, experiencing trauma or abuse, poor cognitive development and academic
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achievement, weak attachment to parents and prosocial peers, weak commitment to school and conventional
activities, delinquent peer association, and high levels of community crime, poverty, and unemployment.

e Risk factors have a cumulative effect in raising the likelihood of delinquent and other problem behaviors, but
protective factors (such as a high-quality and sustained relationship with a caring adult) can be effective in

mitigating risk and fostering resiliency in children and adolescents (Stewart & Openshaw, 2014).
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Appendix 3: Bronfenbrenner Ecological Systems Theory

Ecological Systems Theory

vironmental changes that ocour over the life course

Source: Bronfenbrenner, U. (1979).
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Appendix 4: Definitions of the Six Cs of Positive Youth Development

Competence 1. Positive behaviour in different fields like social, academic, cognitive and
professional behaviour.
1i. Social competence concerns interpersonal skills (e.g., conflict resolution).
iii. Cognitive skills relate to cognitive skills (for example, decision-making)
(e.g., decision making). Academic skills include subjects such as grades,
participation and test results.
iv. Work practices and career preference are part of vocational competence.
Confidence Intrinsic feelings of complete favorable self-worth and consci , in contrast to
domain beliefs
Connection Positive relations with persons and organizations, as e irectional
exchanges between the person and friends, family, edueationya iety, contribute
to the relationship between the two parties.
Character Respect for social and cultural standards, compli IS h appropriate standards of
conduct, a sense of right and wrong (morali d] [
Caring Empathy and sympathy with others,
Contribution Participation in community activiti m, and community leadership

Source: Lerner et al. (2005) and Roth and Brooks-

4.10

W

NG
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Appendix 5:

University

Developmental Assets

Search > 40 Developmental Assets ® for Adolescents (ages 12-18)

INSTITUTE

Search Institute” has identified the following building blocks of healthy development—known as
Developlnental Assets"—that help young people grow up healthy, caring, and rcsponsiblc.

Repository

-~
Support 1.

b

[ B I

Empowerment 7,
8.
9

Expectations 12

External Assets

Constructive 17
Use of Time

10.

Boundaries & 11.

18.

19.
20.

Family support—Family life provides high levels of love and support.
Positive family communication—Young person and her or his parent(s) communicate positively, and young
person is willing to seck advice and counsel from parents.

. Other adult relationships—Young person receives support from three or more nonparent adults.

. Caring neighborhood—Young person experiences caring neighbors.

. (Caring school dimate—School provides a caring, encouraging environment.

. Parentinvolvement in schooling—Parent(s) are actively involved in helping young person succeed in school.

Community values youth—Young person perceives that adults in the community value youth.
Youth as resources—Young people are given uscful roles in the community.

Serviceto OtheH—YDung person serves in the community one hour or more per week.
Safety—Young person feels safe at home, school, and in the neighborhood.

Family boundaries—Family has clear rules and consequences and monitors the young person’s whereabouts.

. School Boundaries—School provides clear rules and consequences.
13.
14.
15.
16.

Neighborhood boundaries—Neighbors take responsibility for monitoring young people’s behavior.
Adult role models—Parent(s) and other adults model positive, responsible behavior.

Positive peer influence—Young person’s best friends model responsible behavior.

High expectations—Both parent(s) and teachers encourage the young person to do well.

. Creative activities— Young person spends three or more hours per weck in lessons or practice in music,

thearer, or other arrs.

Youth programs—Young person spends three or more hours per week in sports, clubs, or organizations

at school and/or in the communiry.

Religious community—Young person spends one or more hours per week in activities in a religious institution.
Time at home—Young person is out with friends “with nothing special to do” two or fewer nights per week.

to Learning 22

Values 27

Competencies 33

Internal Assets

=]

Commitment 21.
. School Engagement—Young person is actively engaged in learning.
23.
24,
25.

Positive 26.

Social 32,

35.
36.

Positive 37.
Identity 38.
39.
40.

Achievement Motivation—Young person is mortivated to do well in school.

Homework—Young person reports doing at least one hour of homework every school day.
Bonding to school—Young person cares about her or his school.
Reading for Pleasure—Young person reads for pleasure three or more hours per week.

(aring—Young person placcs high value on hclpiug other peoplc.

. Equality and social justice—Young person places high value on promoting equality and reducing hunger and poverty.
28.
29.
30.
3.

Integrity— Young person acts on convictions and stands up for her or his beliefs.

Honesty— Young person “tells the truth even when it is not casy.”

Responsibility—Young person accepts and takes personal responsibility.

Restraint—Young person believes it is important not to be sexually active or to use alcohol or other drugs.

Planning and decision making—Young person knows how to plan ahead and make choices.

. Interpersonal Competence—Young person has empathy, sensitivity, and friendship skills.
34,

Cultural Competence—Young person has knowledge of and comfort with people of different
cultural/racial/cthnic backgrounds.

Resistance skills—Young person can resist negative peer pressure and dangerous situations.
Peaceful conflict resolution—Young person seeks to resolve conflict nonviolently.

Personal power—Young person feels he or she has control over “things that happen to me.”
Self-esteem—Young person reports having a high self-esteem.

Sense of purpose—Young person reports that “my life has a purpose.”

Positive view of personal future—Young person is optimistic about her or his personal future.

his page may be reproduced for educartional, noncommercial uses only. Copyright @ 1997, 2006 by Scarch Instimute, 3001 Broadway St. N.E.,

Suitc 310, Minncapolis, MN 55413; 800-888-7828; www.scarchinstitutc.org. All Rights Rescrved.

The following are registered trademarks of Scarch Institute: Search Institute®, Developmental Asscts® and Healthy Communitics * Healthy Youth®.
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Appendix 6: Search Institute Development Relationship
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Appendix 7: Research Gaps & Recommendations

Author Research Gaps and Recommendations

Agents of change: Pathways through which mentoring =  No linkage of mentoring to academic achievement.
relationships  influence  adolescents’ academic = Omitted an evaluation of the elements that translate into more
adjustment. successful child achievement, which is required to optimize

Rhodes et al., (2000)

comprehension of why and how these interactions may benefit
youth.

The test of time in school-based mentoring: the role of
relationship duration and re-matching on academic
outcomes. Grossman et al. (2012)

Participants in this study were limited

in their ability to engage in assessments of their relationships
and inhibited in their willingness tolteport personal problems
or relationship difficulties.

Matched mentor to mente@§,that were relatively short and led
to negative outcomes,

A New Measure for assessing youth programme
participation and engagement. Tiffany et al. (2012)

First, the non-randomyséleetion, of youth into the study
introduced a conservative bias into the data collected.

Children’s emotional regulation and social competence
in middle childhood: The role of maternal and paternal
interactive style. McDowell et al. (2002)

Only limiteddevidencepof the mediating role of emotion
regulationgvas, fotnd:
family, connectedness® and the parent-child (youth)
connectedness, measures were not significant to children’s
eniotional regulation

Adolescent Thriving: The Role of Sparks,
Relationships, and Empowerment Scales et al., (2011)

The ‘sample, was limited to 15-year-olds, and so the findings
cannot necessarily be generalized to adolescents of other ages.
The“design was cross-sectional, and so the linkages
doeumented are based on correlational data and thus cannot
conclusively be said to be causal.

Engagement in After-School Programs as a Predictor
of Social Competence and Academic Performance,
David J Shernoff (2010)

The study sample was not nationally representative.

This research depended extensively on self-data, which are
prone to difficulties such as hurried execution, overstatement,
and deliberate misreporting, particularly when it comes to
student self-reported metrics of grades, parents’ education,
and family income.

Families, Urban Neighborhdod Youth' Cénters, and
Peers as Contexts for Development. ‘Stephen et al.,
(2017)

Focused primarily on several social contexts or external assets
that were hypothesized to affect youth development, but did

not take a holistic approach.

The correlational nature of the study precluded conclusions

about causal relationships between social contexts and youth

adjustment.

Adolescents’ Participation in Organized Activities
and Developmental Success 2 and 8 Years After
High School: Do Sponsorship, Duration, and
Intensity Matter?

Margo et al., (2008)

Students’ level of engagement could not be linked to program
activities.

The study did not contain sufficient strategy sites to confront
the role of program reliability, which has been connected to
student engagement in previous studies, in a structured
manner.

These findings cannot be extrapolated to explain reasons for
participation (or not) for all youth of a given ethnicity

(Authors Construct, 2024)
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Appendix 8: Objectives, Data Sources, and Analysis
Objective Data Sources Measurable Indicators Analysis
Explore the effect of e Documents e  Measure of Intensity e Descriptive statistics
students’ participation in the e  Key informants e  Program involvement e  Content analysis
‘out-of-school” mentorship e  FGDs e  Skills development
programs on positive youth o  Questionnaires e Positive self-concept
development. e Happiness index
e Locus control-Ropeloc
factors
e Social and  cognitive
competence
Determine the effect of e  Documents e Positive identity Descriptive statistics
students’ individual e  Key informants e  Self-esteem . ultivariate
characteristics on positive e FGDs e Resilience gression
youth development. e  Questionnaires e  Self-regulation Qualitative data
e Academic achi analysis

Analyse the moderating e Documents-Parental
influence of parental support
on students’ positive youth

development. .

Meetings

Establish the effect of mentor
support on students’ positive
youth development.

FGDs {%

Attendance to Project

Key informants

e FGDs
Questionnaires
Documents or relationship .
Questionnaires le modeling .
Key info Affirmation

Level o e Descriptive statistics
St onship e  Multivariate
i regression

Descriptive statistics
Content analysis

Guidance& counseling

(Authors Construct, 2024) &

NG

195



St. Paul’s University Repository
Appendix 9: Project Document Checklist
Student Personal File Document Measures filled Response Code
1. Student Visitation Progress Report All Annual Progress Yes oooeinnnn. 1
No.ovevennnn. 2

(Filled by the Social Worker when the youth is
visited in school)

2.  Mentor Notes

Complete and up-to-date YTD

3. My Plan for Tomorrow (MPFT) or Individual
Goal Setting Document

Complete and up-to-date YTD

4. Program Attendance Records

Complete and up-to-date

5. Student School Report Card

Complete and up

N — N = DN —

N —

196




St. Paul’s University Repository
Appendix 10: Verified Project Document Checklist
Student Personal File | Verified Documents Measures filled | Response Code
Document
1. Student Visitation | ¢ PJOOA All Annual Yes 1
Progress Report e PJOOB * Progress (Records
e PJOOC available &
(Filled by the | o PJoOD * ed)
Social Worker | ¢ PJOOE
when the youth is | PJOOF
visited in school) e  PIOOG
e PJOOH
e PJOOI
e PJOOJ
e PJOOK
e PJOOL
2.  Mentor Notes e PJOOA 0 e and Yes 1
e PJOOB * to date YTD | (Records
e PJOOC available &
e PJOOD * assessed)
e PJOOE
e PJOOF
e PJOOG
. poon N
e PJOOI Records 2
. available
. but not
. UpToDate
3. My Plan for Complete and Yes 1
Tomorrow Up to date YTD
(MPFT)
Individual
Setting D
PJOOF
e PJOOI Records 2
e PJOOJ available
e PJOOK but not
e PJOOI UpToDate
4. Programme e PJOOA Complete and Yes 1
Attendance e PJOOB * Up to date YTD
Records e PJOOC
e PJOOD *
e PJOOE
e PJOOF
e PJOOG
e PJOOH
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PJOOI
PJOOJ
PJOOK
PJOO1

5. Student
Report Card

School

PJOOA
PJOOB *
PJOOC
PJOOD *
PJOOE
PJOOF
PJOOG
PJOOH
PJOOI
PJ0OJ
PJOOK
PJ0OO01

Complete and
up-to-dates
YTD

(Authors Construct, 20%%

O

N

&
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Appendix 11: Nairobi Map
_ Source: Independent Electoral and Boundaries Commission, Kenya (2020)
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Appendix 12: Kibra Map

Villages in Kibera Informal Settlements “"é”"‘

Divisions and

Features

Villages

[ Kianda

[ Olympic
Soweto West

[ Katwekera

[ Karanja

[ Kisumu Ndogi

7 Raila

[ Makina

[ Kambi Muru

| [ . Mashimoni
- (¥ M—— Lindi
P Laini Saba
[ Silanga
I Soweto East

B Forest
Bl Dam

Source: Indepe@and Boundaries Commission, Kenya (2020)
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Appendix 13: Student Consent Form
Hello! My name is Catherine Wanjiru Naliaka Wafula, a PhD Student at St. Paul’s University, Limuru, Kenya.
I am conducting research that seeks to understand the

COMMUNITY BASED OUT-OF-SCHOOL MENTORSHIP
AND YOUTH POSITIVE DEVELOPMENT: CASE OF SECONDARY SCHOOL
STUDENTS IN KIBRA, NAIROBI COUNTY, KENYA

Disclaimer

The information collected will be used for academic purposes. You have been selected to participate in the
survey. All information collected here will be confidential and will not be shared with anyone other than
members of the examining university.

I have received and read the information, had the opportunity to ask questions aboutthistesearch, and received
satisfactory answers. I understand the general purposes, risks, and methods of thi§ research:

I consent to participate in the research project, and the following has been éxplainedito me:
The research may not be of direct benefit to me.
My participation is completely voluntary.
My right to withdraw from the study at any time without'any implications to me.
The risks include any possible inconvenience, because of ‘my participation in the research
project.
The steps that have been taken to minimize any possible risks.
What I am expected and required to dex
Whom I should contact for any coniplaints with, the research or the conduct of the research.
Security and confidentiality of mypersonaliinformation.
i. Publication of results from this study en the condition that my identity will not be revealed.
I hereby agree to participate in the survey} having read“the above details and being aware of the survey's
confidentiality and anonymity.

a0 o

G o

Mark X if consent is granted.

Respondent ID CODE...........0%.. ... Signature............... Date ...............
Principal Investigator Name......... .. Signature............ Date................
Enumerator Nametb........edieeeeen.e. Signature............... Date..............
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Appendix 14: Fomu ya Idhini ya Mwanafunzi

Habari! Jina langu ni Catherine Wanjiru Naliaka Wafula, Mwanafunzi wa PhD katika Chuo Kikuu
cha St. Paul, Limuru, Kenya. Ninafanya utafiti unaotaka kuelewa

UENDESHAJI WA JUMUIYA NJE YA SHULE
NA MAENDELEO CHANYA YA VIJANA: KISA CHA WANAFUNZI WA SHULE ZA
SEKONDARI HUKO KIBRA, KATA YA NAIROBI, KENYA.

Kanusho
Taarifa zitakazokusanywa zitatumika kwa madhumuni ya kitaaluma. Umechaguliwa kushiriki katika
utafiti. Taarifa zote zitakazokusanywa hapa zitakuwa siri na hazitashirikiwa nd'mtuyeyote isipokuwa
washiriki wa chuo kikuu kinachofanya mitihani.
Nimepokea na kusoma taarifa na nimepata fursa ya kuuliza maswali kuhiisu utafiti huu na nimepata
majibu ya kuridhisha. Ninaelewa madhumuni ya jumla, hatari na mbinu zayutafiti huu. Ninakubali
kushiriki katika mradi wa utafiti na yafuatayo yameelezwa

1. Utafiti huo unaweza usiwe na manufaa ya moja kwa meja kwangu

2. Ushiriki wangu ni wa hiari kabisa.

3. Haki yangu ya kujiondoa kwenye utafiti wakati wowete bilammadhara yoyote kwangu.

4. Hatari ni pamoja na usumbufu wowote unaowezckana,kwa sababu ya ushiriki wangu katika
mradi wa utafiti.
Hatua ambazo zimechukuliwa ili kupunguza hatari zozote zinazowezekana.
Ninachotarajiwa na kuhitajika kufanyas

7. Ambaye ninapaswa kuwasiliana naye kwa malalamiko yoyote kuhusu utafiti au mwenendo

wa utafiti.
8. Usalama na usiri wa taarifa zangy za Kibinafsi.
9. Uchapishaji wa matokeo“lya utafiti"huu kwa sharti kwamba kitambulisho changu
hakitafichuliwa.

Ninakubali kushiriki katika, utafiti, "baada ya kusoma maelezo hapo juu na kufahamu usiri na
kutokujulikana kwa utafiti.

SN

Weka alama X ikiwva kibali‘kitatolewa.

MSIMBO WANKKITAMBULISHO................... NT:1111 P Tarehe ..................
Jina la Mpelelezi wa Kanuni............... Saini.....ccoeueeee. Tarehe.....ccccoueeeen..
Jina la Mdadisi......coceeviiiinniiinnnnns Sahihi................ Tarehe.................

202



St. Paul’s University Repository

Appendix 15: Parent Consent Form
COMMUNITY BASED OUT-OF-SCHOOL MENTORSHIP
AND YOUTH POSITIVE DEVELOPMENT: CASE OF SECONDARY SCHOOL
STUDENTS IN KIBRA, NAIROBI COUNTY, KENYA

Disclaimer
Hello! My name is Catherine Wanjiru Naliaka Wafula, a PhD Student at St. Paul’s University, Limuru, Kenya.
The information collected during this survey is purely for academic purpeses and will be
confidentiali.ceeeeeieiiiiiiiiieiiiieiiiieiiiieiiiiiiiieiiiieiieneeaeae,
I am conducting research that seeks to understand the

COMMUNITY BASED OUT-OF-SCHOOL MENTORSHIP
AND YOUTH POSITIVE DEVELOPMENT: CASE QF SECONDARY SCHOOL
STUDENTS IN KIBRA, NAIROBI COUNTYJKENYA
The information collected will be used for academic purpose. YiourChildhas been selected to participate in

this survey. All information collected here will be confidentialland will fiot be shared with anyone other than

members of the examining university.

I request that you consider allowing your child to patticipate in'the survey. To protect the identity of your child,

the Name of your Child will not appear on the questionnaire. We will now use numbers to identify each student

I hereby consent to my child participating in the survey, having read the above details and being aware of the

survey's confidentiality and anOmymity.

Mark X if consent isgranted:

Parent Name ... 000ilueeiineiineceniennns Signature .....ccooveivieiinninns Date............
Verified respondent ID'CODE ............... Signature .................. Date............
Principal Investigator Name .................. Signature........cccceeueenne Date..........
Enumerator Name ......ccoeeevieeniennroncnnns Signature..........cceeeeee. Date...oooeenn.s
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Appendix 16: Research Questionnaire

RESPONDENT NUMBER ....... DATE: ........ NAME OF RESEARCH ASSISTANT

A: RESPONDENT DEMOGRAPHIC CHARACTERISTICS

Read the following statements and answer (as honestly as possible). Please mark the most appropriate
response that suits your opinion on the statement given, or offer an explanation where needed.

1. What is your age? (Record complete years)
2. Gender Male 1
Female 2
3. What is your current class?
4. Where do you reside in Kibra (Location of
residency)
5. What is your Religious affiliation? Protestant 1
Traditional 2
Muslim 3
4
5
........... 6
6. How many days a week do you usually go t
school?
7. Are both parents alive? 1
2
8. IfNO... Whom do you live with? 1
Uncle 2
Sister 3
Brother 4
*Other Relative | 5
(Specify).............
9. What is the educati other? None 1
Primary Education 2
Secondary Education 3
Post Secondary Education 4
10. What is uc el of your father? None 1
Primary Education 2
Secondary Education 3
Post Secondary Education 4
11. If participant lives with neither Father nor Mother | None 1
(probe further to understand the level of education | Primary. 2
of the main guardian) Secondary 3
Post Secondary 4
12. For #12 above, state who the guardian is Uncle 1
Auntie 2
Brother 3
Sister 4
Grandparents 5
*Other Relative | 6
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(Specify).............

13. What is the occupation of your mother? Salary Employed (Specify)
Casual laborer

Unemployed

Housewife

Self-employed* (Specify).......

14. What is the occupation of your father? Salary Employed (Specify)
Casual laborer

Unemployed

Self-employed* (Specify).......

NPk WD~ B W —

B:: YOUTH PARTICIPATION IN MENTORSHIP PROGRAMME

er (answer as honestly
ponse that suits your
uestions below seek to

The scale below describes which of the following statements best represe
as possible). Read the following statements. Please mark the mos
opinion on the statement given, or offer an explanation wher
understand your Participation in the Mentorship Program.

Are you a member of a mentorship programme? If NO 1
Participant in the Program, skip to answer F.
1. If YES State, the name of the programme
2. How many times a week do you report to the p Once Weekly 1
Twice Weekly 2
Three times Weekly 3
\ Only during school holidays 4
3. How long have you been a ps m?
4. How old were you when yg e programme?
5. Do you play any role in w me at is your current Choir Leader 1
role in the Program? Praise and Worship Leaders | 2
Just a Participant 3
Class Prefect 4
Youth Leader 5
‘ Other (Specify)...... 6

The statements relate to your engagement and participation in the program. Supplied also are five
options: Please the most appropriate response that suits your opinion on the statement given. The
responses ranges from.

1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree, and 5-Strongly Agree.

1 (2 |3 T[4 s

Programme Involvement

1. I think that participating in the program will help me
continue my education.

2. Ilearn a lot from participating in the program.

3. Staff at the program pay attention to what’s going on in my
life.

4. Staff in the programme listen to what I have to say.
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5. The programme has nurtured my goal-setting skills

6. I feel like I have a voice/power to influence decisions about
the program.

7. There is at least one staff member that I can go to for support

or help with a problem.

Community Engagement
1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree, and 5-Strongly Agree.

1

2 3 4 5

L.

The program has a positive influence on how people in my
community treat me.

1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-A

2. The program and my schoolwork together offer activities
and services.

3. The program has had a positive influence on how I treat
people from my neighborhood.

4. The program finds ways to involve my family.

5. I have opportunities to serve my community through the
program.

Mentorship

L.

Define in your own words the meaning of “Ment

2. How long have you had a relationship wit
Number of complete years

3. How often do you hold mentorship me

4. What do you enjoy doing most with your mentoer? Describe
how you spend time with yo

5. Describe the activities you ntor?

6. What do you enjoy mos entor?

7. What do you like abo p Program?

8. ’

. What are some of the positive qualities you have acquired

because of mentorship?

Nk L=

15. What are some of the negative qualities you have acquired
because of mentorship?
16. Apart from your mentor, who are the other significant people Pastor
that you can talk to? Teacher
Project Staff
Peer

Parents (Mother or Father)
Uncle
Auntie
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8. Other * Specify

17. What are the “fun” activities you do in the Mentorship
Program?

B:: PARTICIPATION OUT-OF-SCHOOL EXTRACURRICULA ACTIVITIES
Do you participate in any of these activities below? These activities may be available in your community or at
the project. This question may have multiple responses. Please tick the most appropriate.

Yes

Sharing Gospel in Community

Religious education

Music/choir club

Sports club

Book club /library

Dance club

Arts and crafts club

Sewing or tailoring club

Agriculture club where I learn skills (not paid work)

0. Educating Peers about Positive Life Skills and
Behaviors

11. Carpentry club where you learn skills (not paid

12. Cuisine/Cooking Classes

13. English Classes

14. Remedial Classes (Tuition)

15. Computer Classes

16. Health Classes

17. Electronics (Repairing phone

18. Volunteering to Help Com

19. Community Service

20. State any Other not

e N el el A Rl Rl el IS o

The statement
development. Su also are six options: Please mark the most appropriate response that suits your
opinion on the statement given. The responses ranges from

1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree, and 5-Strongly Agree.

Mentor Relationship
1. I enjoy the experiences I derive from my mentor.

2. Iregularly apply skills learnt from my mentor.

3. Ifeel overwhelmed by mentors’ expectations.
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4. My mentor has taught me to plan and use time optimally

5. When my academic career goals were not met, I receive assistance
from my mentor to develop better coping strategies.

6. I have been motivated to make well-informed personal decisions about
my academic and professional ambitions.

7. My mentor has followed up on my plans to develop better academic
skills by asking me about my actual progress.

8. My mentor has helped me explore realistic options and provided
guidance on how to attain my academic objectives.

Role Modelling

1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree, and 5-Strongly Agree.

1. I consider my mentor my role model.

2. I admire my mentor and want to be successful like him/her.

3. My mentor inspires my confidence in the future.

My mentor and I share the same values.

community.

6. My mentor has helped nurture my emotional and so

7. My mentor makes me feel comfortable eno
I can share openly about sensitive topics.

8. My mentor is my primary guide in all
decisions.

9. My mentor accords practical ap

Positive Affirmation
1-Strongly Disagree, 2- Di

al, 4-Agree, and 5-Strongly Agree.

1 4 5
1. My mentor continu es the efforts that I make in my
academics.
2. My mentor es in m
3. Whenm Qare not good, my mentor still encourages me
to be foc
rades are not good, my mentor helps me determine
the best solutions.
5. My mentor challenges me towards my purpose.
6. My mentor recognizes and affirms all efforts towards my career
development.
7. My mentors have helped me identify my strengths and guides me on
how to focus on them
Guidance and Counseling
1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree & 5-Strongly Agree.
1 4 5

1. My mentor encourages me to pursue my dreams.

2. My mentor is empathetic to my challenges and helps me see my
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challenges positively.

3. My mentor helps keep me focused on my career goals.

4. My mentor guides me through my challenges and helps me come up
with practical solutions.

5. My mentor has played a pivotal role in career guidance based on my
strengths.

6. My mentor guides me on how to efficiently complete my tasks.

7. My mentor’s guidance has helped me avoid risky behavior such as
(Drugs, poor choice of friends, school indiscipline, depression,
anxiety)

D: INDIVIDUAL STUDENT CHARACTERISTICS

Goal Oriented Behaviour

Participation in the program has enabled me to dev
goals for my life.

The statements below relate to your level of agreement with the effect of] student characteristics
on positive youth development. Supplied also are six options: Please
that suits your opinion on the statement given. The responses rang
1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree & 5-St

propriate response

Participation in the Mentorship program will &
complete my education.

Developing life goals has helped me to
school.

My life goals have helped me avoid

My mentor always revisits my,

I am able to evaluate how f:

I can identify problems achieving my goals.

Sl F R F

When faced with a d
solutions that align

to think of multiple

Motivation
1-Strongly Disa

¢, 3- Neutral, 4-Agree, and 5-Strongly Agree.

1

tool for my fu

I take responsibility for working hard towards my goals.

3.

4. Mentorship has enabled the desire to learn and develop
different skills.

5. Ibelieve I will receive an excellent grade overall in my final
exams.

6. My mentor always motivates me to be the best.

7. Mentorship has enabled me to broaden my outlook on life, and
this keeps me motivated.

8. I want to do well in this class because it is important to show
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my ability to my family, peers, mentor, and others.

Self Esteem
1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree, and 5-Strongly Agree
1 2 5
1. At times I think I am no good at all.
2. I feel that I have a number of good qualities.
3. I am able to do things as well as most other people.
4. 1 feel I do not have much to be proud of.
5. [Icertainly feel useless at times.
6. I feel that I’'m a person of worth, at least on an equal plane with
others.
7. Allin all, I am inclined to feel that I am a failure.
8. 1take a positive attitude toward myself.
Collaboration
1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree, and 5-Strongl
5
1. Mentorship has nurtured teamwork spirit in me.
2. T have learned that working collaboratively requires some
compromising.
3. Through mentorship, | have learned the importance o
others.
4. Teamwork and collaboration enables me to wo
tasks faster.
5. Collaboration has enabled me to develop co nicatiom skills.
6. I feel confident in my ability to worki
7. Tam able to confidently give m feedback
without hurting them.
8. I value the contribution of 1S.
Self-Regulation
eutral, 4-Agree, and 5-Strongly Agree
1 2 5
ts when people disagree with me.
my important goals.
I think about istakes to make sure they don’t happen
again,
5. If something isn’t going according to my plans, I change my
actions to try and reach my goal.
6. I cope well with disappointment or frustration.
7. 1 control my temper when there is a disagreement.
8. My peers cannot easily convince me to engage in bad behavior.
School Connectedness
1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree, and 5-Strongly Agree.
1 2 5
1. Ilove my school.
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2. Tam very involved in activities at my school, like clubs and
sports.

3. My teachers care about me.

4. My teachers give me extra help when I need it.

5. Students at my school help each other.

6. Teachers at my school are unfair to students.

7. Teachers at my school care more about punishing students
rather than helping them.

8. T only go to school because I have to.

9. My teachers only notice me when I do something wrong.

Faith

1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree, and 5-Strongly Agree.

1 5

1. My spiritual beliefs define my understanding of the world.

2. Itry to follow the teachings of the Bible.

3. I cope with major challenges in life by thinking that my life is
part of God’s plan.

4. Connecting with God helps me find meaning in my life.

5. Iknow that God will provide ways to solve the problems I

6. 1 feel connected with God.

7. 1know that my faith in God will help me attain m

8. My faith is very strong.

E: PARENTAL SUPPORT

ent with the effect of parental support on positive youth
mark the most appropriate response that suits your

nses range from

4-Agree, and 5-Strongly Agree.

The statements below relate to your levex

development. Supplied also are sixoptions:
opinion on the statement given. T
1-Strongly Disagree, 2- Disag

Economic Support

1 2 3 4 5

1. My parents make a

e that my school fees are paid on

time.

2. My parents tize my

3. Even tho €S ¢ limited, we share what we have.

4. 1 getsen gularly from school, because of a lack of school
fees.

5. My parents seek and support me to get extra tuition to improve my
academics.

Family Connectedness
1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree & 5-Strongly Agree.

1 2 3 4 5

1. My opinion counts and is taken into account when my parents want
to make a family decision.

2. I feel secure and loved at home.

3. [ feel comforted and supported by my parents.

4. At home my parents create an atmosphere where we can discuss
about school freely.
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5. My parents prioritize the requirements that I need in school.

6. My parents continuously discuss measures for improving my
performance in school

7. My parents continuously follow our performance by visiting the
school.

8. My parents are too busy and hardly spend time with me

Home Environment

1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree & 5-Strongly Agree.

1 4 5

1. I feel close to my (Mother/ Stepmother/ Female guardian).

2. [ feel close to my (Father/ Stepfather/ Male guardian).

3. My parents create a conducive environment for learning while at
home.

4. My parents seek for mentorship in our family to nurture my skills.

5. My parents let you make my own decisions about the time I m
be home?

6. My parents will punish me when I do something wrong.

7. My parents let me make my own decisions about ho
television or social media I can watch.

8. My parents have set clear boundaries of what we ¢

Encouragement and Affirmation
1-Strongly Disagree, 2- Disagree, 3- Neutral,

ngly Agree.

1 4 5
1. My parents spend quality time with whi
My parents reward positive achieve‘ improvement.
3. I am confident because I kno me.
4. Even when my academic r d, my parents encourage
me to do better.
My parents hardly ev,
e towards school.
school assignments to make sure I havg
ttend school meetings and events.
1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree & 5-Strongly Agree.
1 4 5
1. My parents clearly communicate rules about drugs and alcohol use.
My parents listen to my opinion even when they do not like them.
3. In our family we discuss our plans for hope for the future.
4. Iam very close to my parents
5. I can share sensitive issues or a problem with my parents and not
feel judged.
6. In my family I can talk about schoolwork or grades
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7. When I am not at home one of my parents knows where I am and
who I am with

8. In our family we are always on fault finding mission.

F: THE 6 C’S OF POSITIVE YOUTH DEVELOPMENT
COMPETENCE

Social Competence

The statements below relate to your level of agreement on your social competence. Supplied also are five
options: Please mark against the most appropriate response that suits your opinion on the statement given.
1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree & 5-Strongly Agree.

314 |5

I work well with peers.

I can make friends with other peers.

I can talk with people I don’t know.

I can tell other peers that they are doing something I don’t like.

I can tell a funny story to a group of peers.

I can stay friends with other peers.

AN Al ol Rl Il

I can tell other peers what I think, even if they disagree i e.

Cognltlve Competence
1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree 0 Agree.

I have developed a step-by-step plan to reach

I have goals in my life.

If I set goals, I take action to reach the

I often have trouble figuring out how em s happen?

I am willing to risk failure to reach

When I work at something, I ¢

I like coming up with new

Sl P IS Rl Pl Rl Il ol ke

I am a leader, not a follower.

Academlc Competence
1-Strongly Disagree,

I am a good student.

ce in school concerns me.

I like to lead am when carrying out school projects.

I know what I want to do for a career.

1
2
3
4.
5. At school articipating in projects.
6
7
8.

My school provides sufficient support for my studies.

Academic Performance

1. How many marks did you score in the last school term? NOTE: If you are in
Form 4, please provide the mark for mock exam.

2.  What as the maximum marks for your class?

3. What was your position in class in in the last term/mock exam?

4. How many students were in the class?

CONFIDENCE

| Satisfaction and Happiness Measure
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The scale below describes which of the following statements best (answer as honestly as possible). Supplied
also are five options: Please mark against the most appropriate response that suits your opinion on the
statement given. The responses ranges from

1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree & 5-Strongly Agree.

1 2 |3 |4 5
1. My life is closer to my ideal in most ways.
2. My life conditions are excellent.
3. I’m happy about my life
4. TI’ve got the important things I want in my life so far
5. 1 would change almost nothing if I could live my life over
CONNECTION
Connection

The scale below describes which of the following statements best (answer
following statements. Supplied also are six options: Please mark agai
suits your opinion on the statement given. The responses ranges fr
1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree & 5-St

ossible). Read the
opriate response that

[1]2]3]4]5

1. I have a wide circle of friends.
2. [ think it’s important to be involved with other
3. My friends care about me.
4. At school I feel connected to the teachers
5. 1 have adults in my life who are carin
6. 1 feel connected to my parents
7. 1like to serve and give back to community
8. When I am at home, I do the ores.
CHARACTER
Character
The scale below d the following statements best (Answer as honestly as possible). Read
the following st ied also are five options: Please mark against the most appropriate response

e statement given. The responses ranges from :
isagree, 3- Neutral, 4-Agree & 5-Strongly Agree

1 2 3 4 5

When others need help, I help them.

I can be counted on to help if someone needs me

I know what I value.

I know what I stand for.

My values guide my understanding of the meaning of my life.

I realize what is good and what is bad.

I respect people who are different from me.

Sl FA Rl Rl el I o

My life is full of purpose.
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CARING

Caring

The scale below describes which of the following statements best (answer as honestly as possible). Read the
following statements. Supplied also are five options: Please mark against the most appropriate response that
suits your opinion on the statement given. The responses ranges from

The responses ranges from.

1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree & S-Strongly Agree

It is easy for me to know how others feel.

I try to encourage others when they are not as good at something as me.

I can be counted on to help if someone needs me.

I care about the feelings of my friends.

I regularly contribute to my community.

I help make my community a better place.

I help people in need.

el N Il Rl Pl Bl e e

I give part of my time to make the lives of other people

CONTRIBUTION

Community Leadership

The scale below describes which of the following best (answer as honestly as possible). Read the
following statements. Supplied also are fiy ions: se mark against the most appropriate response that
suits your opinion on the statement give\ onses ranges from:

1-Strongly Disagree, 2- Disagree, eutral ree & 5-Strongly Agree

1. I understand the needs of

2. Ican identify at leas our community

I love to support my rough service.

The project prowvides pportunity to apply my individual talents and

ommunity

in the programme are skills that help me serve my

I serve in my local church.

Community Volunteerism
1-Strongly Disagree, 2- Disagree, 3- Neutral, 4-Agree & 5-Strongly Agree.

1. Iam very interested in being a part of my community.

I feel I have the ability to make a difference in my community.

I try to find the time to make a positive difference in my community.

I am highly interested in volunteering.

I am very interested in joining local groups, projects or clubs.

S Al el el

In the last month I have participated in community activities.
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THANK YOU FOR ACCEPTING TO PARTICIPATE IN THE INTERVIEW.
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Appendix 17: Key Informants Interview Schedule (Project Social Workers)

SITE NAME: ...cccovviiuiiiiiininnnnnns

1. Name of interviewer:

2. |dd/mm/yy] [DATEINTE]

3. Name of the Respondent

4. How long have you worked at the project as a Project Worker?

5. What is your current role at the Project/Programme?

6. What criteria is used to select Youth who participate in the programme? Probe on the following.

*®

10.

11

12.

13.

14.
15.

16.

17.

a. Household factors (poverty level)

b. Household Income

c. Commitment to Participate in programme trainings and meetings:

d. Willingness to support the programme.
How many Youth does the programme support?
What are the activities carried out in the programme?
How often do the Youth come to the programme to parti¢ipate’in activities (Probe on the
following)

a. Every weekday

b. Every Saturday

c. Every School Holiday
Kindly, list the activities that Youth participate in:

. What records do you keep to monitor student partiCipation in the programme? Please list them

(Look at the Student files and records)
What sort of mentoring opportunities does your ptogramme offer? Probe on the following

a. Informal Mentoring (Group or Mentee selects Mentor)

b. Formal Mentoring (Mentorand"Mertee are matched by the programme)
What difference have you observed between youth in the programmes and youth in the
community? Probe for infogmation ens

a. Development of dife skills,

b. Goal setting behaviours,

c. Level of programme‘engagement and

d. Involvement iniout-of*school activities.
What are sonde of the riskifactors that the youth are exposed to in the local community?
What are gheymenter‘€haracteristics you consider while seeking mentors for students? Probe for
informationon:

a. Mentoeg-mentee relationship

b. Role modelling

c. Positive affirmation

d. Guidance and Counselling

e. Commitment to a long-term relationship with the mentee
Do you have some examples of the challenges you have encountered with Mentors? Can share
one story? How have you overcome these challenges?
What are the some of the student attributes that you have observed in students who participate in
the mentorship programmes? Probe for information on:

a. Motivation

b. Self esteem
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18.

19.

20.

23.

24.

25.

c. Collaboration
d. Self-regulation
e. School engagement
f. Faith
How does the programme engage parents so that they effectively support their children?
Now that parents have a role in child development life cycle. What aspects of parental support do
you encourage parents to observe and put into consideration as they support their children? Probe
for information on:
a. Level of family connectedness
b. Home environment
c. Encouragement and affirmation

d. Family communication
What is your assessment of student who successfully complete the 5@. at are notable
ionen:

outcomes among participants that you have noticed? Probe for info

a. Competence

b. Confidence

c. Connection

d. Caring

e. Character

f. Contribution
Can you share 2 successful stories /testimonie n o have successfully completed the
programme. Probe on:

a. Competence

b. Confidence

c. Connection

d. Caring

e

f.

. Character
. Contribution
Have you had cases wh t 18 attached to a mentor but not successful in the other Youth

outcomes? Probe on;

a. Competence

b. Confidenc

c. Connecti

d. Carin A

e. Chara

f. Contributi

As a practitioner do you have recommendations on Mentorship policy at Community level or

National level.

NOTES FOR THE MODERATOR:

DATE: DURATION OF INTERVIEW:
START TIME: END TIME:
VENUE NO. PARTIPARTICIPANTS:

THANK YOU FOR ACCEPTING TO PARTICIPATE IN THE INTERVIEW!
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Appendix 18: Group Discussion Interview Schedule (Programme Participant)

SITE NAME.....cccoiiviiiiiniinnnnnnne.

Dear Participants,

I am hoping to find out about the experience of having a mentor, the relationship you have with
them and how this has affected you. All your responses will be kept confidential, and
information used for this research purpose.

There are no right or wrong answers.

1.

DNk w

A o)

11.
12.

13

14.
15.
16.

17.

18.

How many years have you participated in the programme? Take a census and Average.
What activities do you participate in when you come to the programme?

Among the activities listed-which are the 3 most favorite (Give voting cards)

What do you like most about the programme?

What differences have you observed between Youth registered i ‘theyprogramme and those
who are not?

What are some of the challenges that Youth face in your commumity?

What are the things that satisfy you most about the progrdmmes at the project?

What are your aspirations to the future?

What have you experienced with your mentor? Canfyoudell a'story of how this has impacted
your life?

. What goals did you set for your personal geowth.“Probe What impact can you ascribe to

mentorship in your life?
Did you discuss these goals with your mentor to'establish a plan?
Has mentorship had a positive or negative impact,on your life?

. How long have you had your mentering relationship? (Take a simple audit and Average the

Number)
What has gone well in youranentoringrelationship?
What has not gone well ifliyous mentoring relationship?
What difference have‘yeu“obsetved between youth in the programmes and youth in the
community? Probe fofinformation on:
a. Development of life sKills,
b. Goal setting behaviours,
c. Level gf programme engagement and
d. Involvement in out-of-school activities.
What'are the mentor characteristics that you consider most important? Probe for information
on:
Mentor-mentee relationship
Role modelling
Positive affirmation
Guidance and counselling
e. Mentorship longevity
What are the attributes that you have acquired since you joined the mentorship programme?
Probe for information on:
a. Motivation
b. Self esteem
c. Collaboration
d. Self-regulation

ac o
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e. School engagement
f. Faith
19. Has mentorship contributed to improvement or not in your performance academically?
20. In terms of your faith has your mentor helped you grow in your faith?
21. Has mentorship contributed to improvement or not in your relationship with others? Peers,
Parents, Teachers, Family members?
22. Do you feel you have adequate parental support at home?
23. What aspects of at home do you feel support you to be successful in life? Probe for information

on:
a. Household factors
b. Level of family connectedness
c. Home environment
d. Encouragement and affirmation

you to develop over the years due to your participati gramme? Probe for
information on:

. Competence

. Confidence

. Connection

Caring

Character
Contribution

NOTES FOR THE MODERATOR:

e. Family communication
24. What are some of the notable outcomes can you say the me 1p programme has enabled

o Ao o

DATE: DURATION OF INTERVIEW:

START TIME: END TIME:

VENUE: NO. PARTIPARTICIPANTS:
THANK YOU FOR A ARTICIPATE IN THE INTERVIEW!
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Appendix 19: Focus Group Discussion Interview Schedule (Non-Programme Participants)

SITE NAME:

Dear Participants,

I am hoping to find out about the experience of having a mentor, the relationship you have with
them and how this has affected you. All your responses will be kept confidential, and
information used for this research purpose.

There are no right or wrong answers.

1.
2.

98]

XNk

11

12.
13.
14.

15.

16.

Do you understand what mentorship is?

Define Mentorship in your own words?

What differences have you observed between Youth registered ingthe programme and those
who are not?

What are some of the challenges that Youth face in your community?

What are your aspirations to the future?

Do you have a mentor?

How has mentorship helped you remain focused academieallyand socially?

What have you experienced with your mentor? Can‘you tella story of how this has impacted
your life?

What impact can you ascribe to mentorship injyous,life?

. Has mentorship had a positive or negatiye mmpacton your life?
. How long have you had your mentoring relationship? (Take a simple audit and Average the

Number)

What has gone well in your mentoring relationship?

What has not gone well in yourimentoring relationship?

What difference have you“ebserved“between youth in the programmes and youth in the
community? Probe for information‘en:

a. Development of dife skills,

b. Goal setting behaviours,

c. Level of progtamme‘engagement and

d. Involvement iniout-of*school activities.

What aredhe mentor characteristics that you consider most important? Probe for information
on:

Mentorsmentee relationship

Role medelling

Positive affirmation

Guidance and counselling

. Mentorship longevity

What are the attributes that you have acquired since you joined the mentorship programme?
Probe for information on:

a. Motivation

opo o

b. Self esteem

c. Collaboration

d. Self-regulation

e. School engagement
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17.
18.
19.

20.
21.

22.

f. Faith

Has mentorship contributed to improvement or not in your performance academically?

In terms of your faith has your mentor helped you grow in your faith?

Has mentorship contributed to improvement or not in your relationship with others? Peers,
Parents, Teachers, Family members?

Do you feel you have adequate parental support at home?

What aspects of at home do you feel support you to be successful in life? Probe for information

on:
Encouragement and affirmation
. Family communication
What are some of the notable outcomes can you say the mentor$hip programme has enabled
you develop over the years due to your participation in the pr Y e for information
on
Competence
Confidence
Connection
Caring
Character
Contribution

Household factors
Level of family connectedness
Home environment

opo o

Mmoo ow

NOTES FOR THE MODERATOR:

DATE: \ RATION OF INTERVIEW:

START TIME: END TIME:

VENUE: NO. PARTIPARTICIPANTS:
THANK YOU FOR ACC TICIPATE IN THE INTERVIEW!

NG
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Appendix 20: Focus Group Discussion Interview Schedule (Programme Participant- Mixed

Group)

SITENAME................oo

Dear Participants,

I am hoping to find out about the experience of having a mentor, the relationship you have with
them and how this has affected you. All your responses will be kept confidential, and
information used for this research purpose.

There are no right or wrong answers.

ARl

O 0

11.
12.
13.

14.
15.
16.

17.

18.

How many years have you participated in the programme? Take a cefisus and Average.
What activities do you participate in when you come to the prografmme?

Among the activities listed-which are the 3 most favorite (Givefveting cards)

What do you like most about the programme?

What differences have you observed between Youth registered in, the'program and those
who are not?

What are some of the challenges that Youth face ingyour community?

What are the things that satisfy you most about the pregrams-at the project?

What are your aspirations to the future?

What have you experienced with your méntot?, ‘Can‘you tell a story of how this has
impacted your life?

. What goals did you set for your persenal growthaProbe, What impact can you ascribe to

mentorship in your life?
Did you discuss these goals with youtymentor to establish a plan?
Has mentorship had a positive of negative impact on your life?
How long have you had yous mentoring relationship? (Take a simple audit and Average
the Number)
What has gone welkinyeurmehtoring relationship?
What has not gone well in your mentoring relationship?
What difference have, youl observed between youth in the programmes and youth in the
community? Probe for information on:
a. Development of life skills,
b. Géal setting behaviours,
c. Mevel'of pregramme engagement and
d. “IAvelvement in out-of-school activities.
What ¢ar€ the mentor characteristics that you consider most important? Probe for
information on:
a. Mentor-mentee relationship
b. Role modelling
c. Positive affirmation
d. Guidance and counselling
e. Mentorship longevity
What are the attributes that you have acquired since you joined the mentorship
programme? Probe for information on:
a. Motivation
b. Self esteem
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19.
20.
21.

22.
23.

24.

University Repository
c. Collaboration
d. Self-regulation
e. School engagement
f. Faith
Has mentorship contributed to improvement or not in your academic performance?

In terms of your faith has your mentor helped you grow in your faith?
Has mentorship contributed to improvement or not in your relationship with others? Peers,
Parents, Teachers, Family members?

Do you feel you have adequate parental support at home?

What aspects of at-home do you feel support you to be successful in life? Probe for
information on:

a. Household factors
b. Level of family connectedness
c. Home environment \

d. Encouragement and affirmation
e. Family communication
What are some of the notable outcomes that yo t entorship program has
enabled you to develop over the years due to yo i in the program? Probe for
information on:

a. Competence
b. Confidence
c. Connection
d. Caring
e. Character
f. Contribution \
NOTES FOR THE MODERATOR:
DATE: DURATION OF INTERVIEW:
START TIME: END TIME:
VENUE: NO. PARTICIPANTS:
THANK YO ("TING TO PARTICIPATE IN THE INTERVIEW!
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Appendix 21: Focus Group Discussion Interview Schedule (Program Participant)

Personal Testimonials

Dear Participants,

I am hoping to find out about the experience of having a mentor, the relationship you have with
them and how this has affected you. All your responses will be kept confidential, and
information will be used for this research purpose.
There are no right or wrong answers.
1. Do you understand what mentorship is?
Define Mentorship in your own words.
Do you have a mentor?
What are your aspirations to the future?
How has mentorship helped you remain focused academically and socially?
What have you experienced with your mentor? Can you tella story.of how this has impacted
your life?
7. What impact can you ascribe to mentorship in your life?
8. Has mentorship had a positive or negative impact on your life?
18. How long have you had your mentoring relatiofiship?
19. What has gone well in your mentoring relationship?
20. What has not gone well in your mentoring relationship?
21. What are the mentor characteristics that youw consider most important? Probe for information

AR

on:
a. Mentor-mentee relationship
b. Role modeling
c. Positive affirmatior
d. Guidance and ceunseling

e. Mentorship lengewity
22. What attributes have you ‘aéquired since you joined the mentorship program? Probe for
information on:

a. Motivation

b. Self-esteem

c. A Collaboration

d. “Selfsregulation

e. Scheol engagement
f. Faith

23. Has mentorship contributed to improvement or not in your academic performance?
23. In terms of your faith has your mentor helped you grow in your faith?
24. Has mentorship contributed to improvement or not in your relationship with others? Peers,
Parents, Teachers, Family members?
25. What aspects of at-home do you feel support you to be successful in life? Probe for
information on:
a. Household factors
b. Level of family connectedness
c. Home environment
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d. Encouragement and affirmation
e. Family communication
26. What are some of the notable outcomes that you can say the mentorship program has enabled
you to develop over the years due to your participation in the program? Probe for information

on:
a. Competence
b. Confidence
c. Connection
d. Caring
e. Character
f.  Contribution

NOTES FOR THE MODERATOR:
DATE: DURATION OF IN

START TIME: END TIME:
VENUE: NO. PART

THANK YOU FOR ACCEPTING TO PARTICIPA
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Appendix 22: Sample-Key Informants Interview (Project Manager)-Coding

Initial Coding

Further Coding

Emerging Themes

Mentor selection is very critical to our programme. Our
organization is an International NGO in the US and so
mentor selection is very critical and done thoroughly.
Our Head office does not want any legal problems.

We have a database of potential mentors. Before we
take them they answer a long questionnaire that will
assess their personality, character and psychological
state. (silence) errr..these tests are done by our global
office. The global office will let us know which of the
potential mentors can proceed to the second stage,
which is the Kibra’s children’s department in Kibra, to
do a background check. Once we get feedback, we will
ask the mentor to provide his/her certificate of good
conduct.

Mentorship is important; it keeps people from lots of
trouble, an unguided person is a dangerous person. So
one you need to identify very genuine people- those
who are willing and ready to help — you don’t need a
high profile person, genuineness is what you look for,
also have different mentors for the key areas of your
life but again not so many, say one for your cateer
issues, another one for your social life and@'third ong
for your spiritual growth.

Mentor Selection,
Personality, Character
Profile, Counseling,
Mentorship Support,
Career Guidance

Mentorship Selection,
Career Guidance,

Our Mentors and students do different agtivities
together. They include hospital visifs, community clean
ups, different type of board gamgs, sports. @Qur interest
is to keep them out of the sti€ets and make something
meaningful with their lives. Quriprograms build life
skills.

Some of these ghildren come here so shy and so
depressed unable, to relatedWith time their self-esteem
increases, theygare, able to build connections and
relationships.

Community service activities, talent development
program,

Life Skills,

Improved self-esteem,

Develop Talent

Talent Development,
Life Skills, Better Self
Esteem

We have a number of activities, in the Programme. We
support on Mental health- which deals with mental
issues and counselling, academic clinic programme —
during holidays, mentorship, games, -Encouraging
them to identify their talents within which they can
build and establish themselves.

Academic Support,
Encouragement,
Counselling, Sponsorship

Academic Support,
Counselling, Talent
Development
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Yes, great difference, the first thing you will notice is a
deeper love for God. Youths who are deeply rooted in
God, their lives also have changed, they also become
high achievers. We have so many success stories, for
example : kids who go through our program in primary
school when they get to high school tend to stand out
and are picked to be leaders, life skills are well
developed , high self-esteem, they can -easily
communicate. Our success is mainly on character and
mindset development.

Strengthened Spiritual life,
moral reinforcement,
Religious grounding, Life
Skills, Leadership

Faith Growth,
Leadership
Development, Morality

Programme youth are more exposed and better social
skills. I have seen children come here so fearful and
timid maybe because of trauma from home or other
lived experiences and grow up to have a lot of self-
confidence. We invest in building psychological safety
helping these children express themselves, help them
build resilience to face any challenge in life (silence)
you know we allow sharing of experience and
interactions with the mentors. They are also better in
terms of skills and exposure. They also feel safe and
supported. Some of these young people due to the trust
they develop can share the real deep challenges at ho
or even in school.

We tried but most parents do not cooperate, a ce
day we called for a parents meeting and cam
that’s why we are going to schools, bec ool
will identify areas the kids need hel
as a school for us to walk with
cooperation is a real prob e only
cooperative in the beginni
sponsors they don’t co ven when we
have challenges with so arents cannot even
instill disciple evendat homeMany parents say they are
“hassling” to m ds meet $0 they cannot even find
tin ~ainings,

Trauma, Improved
communication, respect,
peer and family
relationships

S
&

fe Haven

arental Engagement,
arental Training,
Discipline, Parental
Cooperation

Parental Engagement,
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Initial Coding

Further Coding

Emerging Themes

“Mentor wangu hunisaidia kubaki na focus”;

Receiving guidance,

Mentorship and

“Mentor wangu huniongoza jinsi ya kuwa mtu bora”; role modelling, Guidance
“Mentor amenipa ushauri wa kuepuka marafiki counselling,

wabaya” mentorship support

(“My mentor helps me to stay focused.” My mentor

guides me on how to become a better person.”

“My mentor has advised me to avoid bad friends.”)

“Nimepata motisha”; “Nimejifunza kujithamini”’; Increased motivation, Skill and Attribute
“Ninaweza kudhibiti hasira”; “Nimejua kushirikiana improved self-esteem, Development

vizuri na wenzangu”

“I have gained motivation.” “I have learned to value
myself.”“l can now control my anger.” "l have
learned how to collaborate well with my peers.”)

better self-regulation,
teamwork

“Nilikuwa nafanya vibaya lakini mentor alinisaidia
kujiandaa vizuri”; “Tuna bahati ya kupata udhamini
na msaada wa masomo”

(“I was performing poorly but my mentor helped me
to prepare well.” “We are fortunate to regeive
sponsorship and educational support.”)

Academic support,
enceuragement,
prowvision, of resources,
spensorship

Academic Improvement

“Mentor wangu amenisaidia kukuza iméni‘yangu,na
kuwa karibu na Mungu”; “Nimejifunza maadili na
imani imara”

(“My mentor has helped medo grew!in faith and
become closer to God.” “Ivhave learned values and
strong faith”)

Strengthened spiritual
life, moral
reinforcement,
religious grounding

Faith Growth

“Imenisaidia kuboresha uhusiano wangu na wazazi na
walimu”; “Sasagninaweza kuzungumza vizuri na
watu”

(“It has helped me_to) improve my relationship with
my parents and teachers.” “Now [ can communicate
well with people.”)

Improved
communication,
respect, peer and
family relationships

Social Relationship
Building

“Wale walio kwenye mradi wana tabia nzuri na
wanajua kuheshimu”; “Wale nje ya mradi wengi
hawana mwelekeo na wanajiingiza kwa tabia mbaya”

(“Those in the programme have good behaviour and
know how to respect.” “Those outside the programme
mostly lack direction and get involved in bad
behaviours.”)

Good manners,
discipline, avoidance
of risky behaviours,
contrast with non-
participants

Positive Behavioural
Change

“Nataka niwe daktari kwa sababu nimejifunza

Setting goals, future

Life SKkills and
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kuweka malengo”; “Mentorship imenionyesha jinsi
ya kufikia ndoto zangu”

(“I want to become a doctor because I have learned
how to set goals.” “Mentorship has shown me how to
achieve my dreams.”)

planning,
aspirations

carecer Aspirations

“Ninataka kuchangia kwa jamii kama kiongozi”;
“Tumefundishwa  kujali na  kusaidia wale
wanaohitaji”

(“I want to contribute to society as a leader.” “We

have been taught to care for and support those in
need.”)

Contribution and
Community
Engagement

Desire to give back,
leadership, voluntary
service

(Authors Construct, 2024)
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Appendix 24: Sample-Thematic Maps Out-of -School Youth Mentorship Outcomes with

Descriptions

(Growth in Motivation, Self-esteem,

Teamwork, Self-regulation)

Skills and Attributes Development
Growth in Faith

(Nurturing Faith and Moral
Values through spiritual
guidance)

Contribution and Community engagement

(encouraged to give back to society
through leadership and volunteering)
Mentorship and Guidance ‘
-~

(Mentors as role models,
providing academic, personal,
and social guidance)

Out of school

mentorship Life Skills and Future Aspirations

(Gaining Life skills, setting
achievable career goals)

(Central theme
linking all thematic
outcomes)

Social Relationship Building
(improved relationships with
peers, family, teachers and
members of the community)

Academic improvement
(financial support e.g. tuition
fees, personal needs, and
accompaniment to improye o
academic performance

’s Survey Data, 2024)
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Appendix 25: Units of Observations and Analysis

Repository

Research Questions Data Source Unit of Units of Statement of
Observation Analysis Findings
Explore the effect of Individual Student Student Records Student report Key themes
students’ participation Documents cards from student
in ‘out-of-school’ records at the
mentorship on Key informants Mentorship project
positive youth Journals
development. FGDs Youth Personal
Folder
Programme
attendan
reco
Establish the effect of Mentor Notes Questionnaires How mentor
mentor support on FGDs support enables
students’ positive students develop
youth development. socio-cognitive
Student Plan Book skills.
Determine the Student Records
influence of students’ Key informants Questionnaires at the Project
individual pment such as
characteristics on \ eport CDPR) programmes
positive youth My Plan for attendance,
development. Tomorrow mentor meetings
(MPFT) and mentor
S n Boo Student Plan Book notes
Youth Personal
Folder
Programme
‘ attendance records

Analyse the Documents Student Plan Book  Questionnaires Students’
moderating effect of assessment on
parental support on Key informants Youth Personal parental
positive youth FGDs Folder relationship

development.

(Source: Author’s Survey Data, 2024)

4.11
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Appendix 26: Letter of Introduction to NACOSTI

N ST. PAUL’S UNIVERSITY

Tel Office: +254 (0) 20-2020505/10
Mabile: +254 (0} 728 - 662000
(0) 736 - 424440

Privale Bag 00217 LIMURU, KENYA
Email: officef@spu.ac.ke
Website: www.spu.ackes

BOARD OF POSTGRADUATE STUDIES
18™ September, 2023

7y

Mational Cemmission for Science and Technology,
P.C. BOX 30623-00100,

Nairobi.

Dear SirMadam,

RE: RECOMMENDATION FOR CATHERINE W. MALIAKA WAFULA PDSLMR454117 -TQ CONDUCT
RESEARCH

This later confirms the above-namad person is & student in the Doctor of Philosophy in Development
Studies Program at St. Peul's University.

The second year consists of a major research work leading to a Thesis The student's selected topic is:
“Charity Based out of School Mentorship Influence on Secondary School Students’ Positive Youth
Development in Kibra, Nairobi County, Kenya.” &

Kindly grant this sludent the required permit,
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Appendix 27: Institutional Scientific Ethics Review Committee

ST. PAUL’S UNIVERSITY

Private Bag 00217 Linnun,
Eempu

Email officegispuac ke
Website: www.spracke

REF: SPU/57/2023 Dale: 11" september 2023

TO: Catherine W. Naliaka wafula
st. Paul's University

Dear Catherine,

REF: Charity Based out of School Mentorship influence on Secondary School

students’ Posifive ¥Youth Development in Kibra. Nairobi County. Kenva
Greefings,

This is to inform yow that SPU- Institutional Scientific Ethics Review Committes
has reviewed the gbove-named ressarch propesal.  Your ERB approval
number is 70, for the period belween 11% september 2023 - 11" seplember
2024.

This approval is subjest to compliance with the following requirements;

i. ©Oniy approved documents including (informed consents, study
instruments) wil be used.

ii. Al ehanges including [omendments, deviations, and visiations) are
supmitted for review and approval by SPU- Instituficnal Scientific
Ethics Review Committee.

fi. Deatn and lfe-threatening problems and serocus adverse events or
unexpected adverse evenfs whether related or unrelated fo the
study must be reparted fo 5PU- Insttutional Scientific Ethics Review
Committee within 72 hours of nofification

iv. Any changes, anficipated or othenwize that may increase the riks or
affected safety or welfare of study parficipants and others or affect

PafNoc 478321

ending : 06/Dctober 2024,

475313
Applicant [dentifiratior Mumber

San the QR Code using GF. scanner applicadon.

ile: +254 (1) T28-669000
(0) 76424440

]

vil.

tne integrty of the research must be reported to SPU- Institutional
Scientific Ethics Review Commities within 72 hours

Ciearance for export of biological specimens must be obtained from
relevant insfitutions.

supmission of a request for renewal of approval at least 60 days prcr
to expiry of the gpproval period. Attoch o comprehensive progress
report to support tne renewal

supmission of an executive summary report within 0 days upon
completion of the study fo SPU- Institutional Scienfific Ethics Review
Commites.

Pricr fo commencing your study, you will be expected to obtdin a research
fcense from Mational Commission for Science, Technology and Innewvation
(MACOST| bipsiieszgreh Tac=iRal figoks and akso obfain other
clearances needed.

Yours sinceraly,

=
BHpegv—
Dr. Danizl Nzengya, PhD

Chairperson
5PU- Insfitufienal scieniific & Efhics Review Committes

{ISERC)
APPROVAL WITH
CONTIGENCIES
RESEARCH
DIRECTORATE

Repository

RESEARCHLICENSE

Lirensz No: NACOSTLF23/30128

THOTE: This is a computer genarated License. To verify the authenticicy of this document,

See overleaf for conditions

& —
=
NATIONAL COMMISSION FOR
CIENCE TECHNOLOGY & INNOVATION

Date of Ismuz: 06/October/2023

Thiz is to Centify that M Catherine W. Naliaka Wafula of 5t Panl's University, has been censed fo conduct research as per the
pravizion of the Sdence, Technology and Innovation Act, 2013 (Rev.2014) in Mairobi on the topic: Charity Based Ont of School
Mdentorship Influence on Secondary School Students’ Positive Yooth Development in Kibra, Nairohi County, Kenya for the period

Director
NATIONAL COMMISSION FOR.
SCIEWCETECHNOLOGY &
INNOVATION

234

Appendix 28: NACOSTI
Permit

Research



University




St. Paul’s University Repository

Appendix 29: Approval Letter from Nairobi Education County Commissioner

et R
Republic of Kenya
MINISTRY OF EDUCATION
STATE DEPARTMENT FOR BASIC EDUCATION

Telegrams: "SCHODLING”, Nairobi REGIONAL DIRECTOR OF EDUCATION
Telephone; Nairobi 020 2453689 NAIROBI REGION
Emall: roenairobidgmaill.com NYAYD HOUSE
coenairobiil gmall.com P.0. Box 745629 - 00200
NAIROBI

‘When replying please quote

Ref: RDE/NRB/RESEARCH/1/65 Vol.2 (07) Date: 25" October, 2023
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