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1. Introduction:
Herrera et al (2013) notes that “young people need a range of caring adults in their lives to be
successful” (pg. 9) and that a mentoring programme is a promising avenue to provide support and to
meet requirements faced by young people. While this notion is well-received by many policymakers,
educationists and practitioners, there have been very few organisations and little effort which offers
support to young people through mentoring approach in India. This is not to say that there has been no
policy decisions and efforts to improve the lives of young people, rather the efforts have been
focussed to improving access to regular schools providing elementary and secondary education as
evidenced by the introduction of Right to Education, 2009, which guarantees access to elementary
education and schemes such as Rashtriya Madhyamik Shiksha Abhiyan, 2009, to improve access to
secondary education. Despite such efforts, adolescents still face greater risk of dropping out of school,
discontinuing efforts to develop skills, engaging in low-paying manual jobs due to household
financial constraint, engaging in domestic duties or care work, and getting into early marriage and so
on (MOSPI, 2014).
There is growing consensus now that the efforts to improve opportunities, capabilities and well-being
of adolescents, thereby developing them as successful citizens, is not a mere matter of building
infrastructure, increasing number of teachers, cash-transfers, skill-development courses and so on.
Instead, it is. . .. (Identify what is now considered important). Second, there is the realisation that
period of adolescence is characterised by significant changes in brain structure and function (Sackman
& Terway, 2016, Steinberg, 2011), cognitive development including abstract thinking, analysing
situations with a comprehension of cause and effect relationship (National Curriculum Framework,
2005), and development of planning and execution abilities (Sackman & Terway, 2016, Piaget, 1947,
Atkinson and Sturges, 2003) and changes in hormonal levels and physiological growth. These rapid
changes influence their social behaviour, self-efficacy, identity, relationships with parents and peers,
sexual maturity, coping mechanisms, and resilience. Further, this is the age when a person begins to
understand her/his responsibilities, freedom, family dynamics, and societal structures. Third, the level
of deprivation or marginalisation or risk faced by adolescence belonging to socially and economically
disadvantaged households is far greater, especially in India. Therefore, there is even greater
importance that there are caring adults who engage in building trust, self-esteem, resilience, selfconfidence, problem-solving abilities, social skills, developing vocational skills and academic
performance in addition to facilitating their pursuit to higher education or entry to labor market. As
stated by Herrera et al (2013), mentoring programmes do offer a promising medium to offer support
and help them deal with the difficulties that they face / deal with their lives etc (Adolescents do not
necessarily have requirements – things or concepts do).
In some ways, addressing all of these concerns raised regarding adolescent yought, Mentor Together
(MT) is one of the first programmes in India which adapted the model of one-to-one mentoring
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programmes to the Indian context. Set up as a public charitable trust in the broader education
category, in November 2009, Mentor Together started its work as an action research project under the
aegis of the Centre for Public Policy, Indian Institute of Management - Bangalore. The two founder
trustees of Mentor Together - Dr. Rajeev Gowda and Arundhuti Gupta had formal roles in the Centre
for Public Policy as Chairperson and Research Associate respectively. Over 2010-2012, with early
results of pilot projects proving successful in demonstrating the need and impact of mentorship on
adolescents (Gupta & Gowda, 2012), Mentor Together started growing its geographical reach and
program scope from 2012 onwards. Currently, the organisation works in 6 large, urban centres Bangalore, Pune, Mumbai, Delhi, Chennai, & Hyderabad. Mentoring programs span in-person
programmes as well as mobile-based remote programmes. The organisation works with 2000 young
people each year.
In this study, we adopt a randomized controlled trial approach to understand the effect of the MT
programme and trajectory of the effect over a three-year period, for a group of high-school students in
urban Bangalore. In specific, we answer two questions: (a) does MT programme effect a change on
the outcome variable? and (b) What was the nature of change in average coefficients for treatment and
control group over the period that led to the observed effect size? In addition to this, we also
undertook semi-structured interviews with mentors and mentees to understand their perspectives and
experiences from the programme.
The report is structured as follows: (a) discuss the evaluation approach adopted to understand the
programme effects, (b) outline the method adopted to identify pool of at-risk youth who were then
randomly assigned to treatment and control group, followed by discussion on the balance between
treatment and control group, (c) describe baseline characteristics and problem of attrition over the
time period, (d) explain the instruments used to measure the outcome variables, ( e) layout the method
adopted to understand the effect of MT programme, (f) discuss the results from the quantitative
evaluation, and (e) finally, present the perspectives and experiences of mentor and mentees from the
programme.
2. About the Mentoring Programme:
The mentoring programme we studied is a ‘Life Skills Mentoring Program for High-School Youth’.
The program aims at helping youth in Government or Public High Schools, over the critical period of
13 - 15 years, Grades 8 - 10, over which a young person prepares for a high-school leaving exam that
allows them to plan for college or other pathways. In 2015, when the program under this study started,
Mentor Together undertook an exercise to identify all government high schools which fall within its
catchment of 5-10 km from the primary office. The government high schools that were identified are
A1 High School, M1 High School, B1 High School and E1 High School.1 This strategy allowed MT
1

The school names have been changed to protect identity of the school and the youth who constitute our sample.
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in organizing mentor-mentee meetings, summer workshops and tutorial sessions at its office which
would be accessible to mentees. MT also developed a mentoring curriculum based on the UNICEF
framework of life skills essential for healthy and positive youth development. The curriculum had
activities to improve building trust, relationship with parents and peers, resilience, self-esteem, selfconfidence, emotional well-being, participation in school, academic performance and in developing
strategies to reach aspirations. Since the curriculum had to cater to a mentoring relationship, the
curriculum was built on the arc of a relationship between a mentor and mentee. It had 4 relationship
stages - Connect, Level, Empower and Evolve. The goal of Connect was to help mentors and mentees
build trust, rapport and familiarity with each other. The goal of Level was to equalise any power
imbalances and help mentors get to know mentee’s needs better. The goal of Empower was to help
mentees build a range of competencies critical to their successful future development. The goal of
Evolve was to facilitate positive and healthy closure to the relationship. To identify mentors, Mentor
Together ran outreach campaigns with Corporate partners like HP, Cisco, Intel and others. There were
also social media campaigns and word of mouth advertising amongst the mentor network. Mentors
underwent a mandatory screening process which included a written application and phone or inperson interviews. If a mentor cleared the interview process, they were invited to attend an 8-hour
induction training program. During the training program, they were taken through activities which
introduced the mentors to the roles of a mentor, the backgrounds of youth, the appropriate
conversational and boundary setting approaches, and also, the rules and guidelines of the program.
Once mentors completed mandatory training, they were matched to mentees. All matching was gender
based. Additional factors looked at matching mentors who stayed in the vicinity of mentees, mother
tongue, hobbies, personalities etc. Mentors and mentees took up a 12-month relationship that spanned
Grade 8 and Grade 9. In Grade 10, as formal mentoring concluded, MT ran a workshop-based career
support program to help mentees plan for their choices post Grade 10. In addition, MT team provided
on-going support to both mentor and mentee to ensure that the programme is implemented in its right
spirit in addition to meeting the programme objectives.
3. Evaluation Approach and Sample Calculation:
We adopted a randomized evaluation approach to estimate the effect size of the MT programme by
comparing a group of youth-at-risk who received the programme (treatment group) with the other
group which did not (control group). The randomization was to be at the individual level as the oneto-one mentorship was administered to youth-at-risk. Thus, the youth constituting the treatment and
control group was selected from the pool of students enrolled in 8 th grade in the four government
schools located within 5 km radius of Mentor Together office. The method adopted to identify youth
at-risk is discussed later.
The sample size considered for the evaluation was 200 in total, including treatment and control
groups. The sample size was derived by assuming a power of 80 percent, alpha of 5 percent and
3

standard effect size of 20 percent with standard deviation of 0.50. Given the randomization was at the
individual level, 100 youth in the sample was to be randomly assigned to treatment group and the
remaining 100 youth was to be assigned into the control group. Further, the assignment of a youth to
the treatment or control group was carried out by adopting a stratified random assignment strategy.
The stratification was based on sex as one of the objectives was to understand the differential impact
of the programme depending on gender. Thus, care was taken such that the treatment and control
group constituted an equal number of male and female youth-at-risk. To explain, 50 male and 50
female students from the four government schools constituted the 100 in the treatment group, and
similar number of male and female students constituted the control group. Figure 1 depicts the
proposed stratified random assignment that was undertaken for the evaluation purpose.2
Figure 1: Illustration of Stratified Random Assignment

Total Sample (200)

Control Group (100)

Treatment Group
(100)

Male (50)

Female (50)

Male (50)

Female (50)

4. Data Collection:
The youth assigned to the treatment and control group were tracked for three years. Household survey
was conducted to understand the demographic, socio-economic characteristics, parent’s beliefs about
the overall development of youth and their involvement in a youth’s education and other indicators
such as financial or other problems faced by family, presence of a trusted member in the household,
and conducive home environment. Primary surveys were conducted to collect information on
emotional, social and school well-being, relationship with mother/father, self-esteem and aspirations
from the treatment/control group. Further, marks and attendance information were collected from the
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Robustness checks such as t-tests for continuous variables and chi-square test for discrete variables was conducted to
identify whether the treatment and control group vary in any of individual characteristics. We did not find any statistical
difference between treatment and control group at the baseline indicating that there is no imbalance in the sample. Annexure
Table 1 provides the distribution of treatment and control group for selected variables.
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school itself. This information was collected at three points: Baseline, Midline and Endline to
understand the effect size and the trajectory of the MT programme.

Table 1: Details of period during which primary survey was undertaken
Period

Months

Alignment with Program Activity

Baseline

June – October 2015

Student entry into Grade 8 (High School)
Student entry into the program
Prior to start of any program activity

Midline

June

–

September Student completion of Grade 9

2017

Completion of formal 1.5 – 2 years of the Mentor Together
program involving primarily 1-1 mentorship, and some
group mentorship & activities

Endline

April-August 2018

Student completion of Grade 9
Completion of formal 1.5 – 2 years of the Mentor Together
program involving primarily 1-1 mentorship, and some
group mentorship & activities

It should be noted that the data collection at these three points was aligned to programme activities
and ensured that adequate time period is given for the programme activities to take place and have an
effect on the mentee (see Table 1). Thus, the baseline survey was conducted between June – October
2015 representing the observed values of the outcome variables before any programme exposure. In
addition, the information from household survey was used to calculate and identify at-risk youth who
were then randomly assigned to treatment and control group. This was followed by the matching
process where each identified mentee was matched with a mentor and only after that the survey
related to psychometric measures were conducted. The midline survey was conducted between June –
September 2017 and endline survey was conducted between April – August 2018.
5. Identification of At-Risk Youth for Random Assignment:
The approach towards assessing risk takes centre stage as it determines the individuals to whom the
programme was offered. Herrera et al (2013) describes risk faced by youth as a continuum varying by
the degree of problems that a young person may face in the future. In other words, youth who face
higher degree of risk may require intervention to ensure that they are able to pursue their aspirations
and live a decent life. On the other hand, youth who face less/no risk may be able to do that without
any intervention. While this description may facilitate in understanding the concept of risk, it
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understates the difficulty in quantification of factors that may inhibit the progress of a young person.
The problem lies in capturing all the factors and its severity.
Recognizing that it is impractical to capture all the facets of risk, Herrera et al (2013) base their
assessment of risk by the “number of risk faced by a young person and extent to which they
experienced these risks in multiple domains of their lives”. The multiple domains of risks were
brought together under two categories of individual and environmental risk (DuBois et al, 2011).
Guided by the above stated works, our risk assessment model similarly categorised risk into three
domains namely individual, family and economic. The domain individual constituted of variables that
reflected the youth’s attitude towards education, influence of peers on his/her behaviour, and whether
he/she was attending the age-appropriate education level. The domain family constituted of variables
that reflected the relationship with parents and the socio-cultural status of the household. The domain
economic constituted of variables that reflected the economic status of the household.
Table 2: Details of Individual and Environment risk considered
Domain

Endogenous or

Variables Considered

Exogenous to Youth
Individual/Youth

Endogenous

Attitude towards education,
Time spent on educational activity (per week),
Influence of peer, and
Parent’s interest towards child’s education.

Family

Exogenous

Age-appropriateness of education level.

Endogenous

Relationship between Parents and Mentee

Exogenous

Single Parent,
Financial distress,
Conducive home environment,
Caste,
Education status of Parents and Substance abuse
by family members

Economic

Endogenous

None

Exogenous

Type of house,
Income,
Asset ownership,
Occupation status of father and mother.

The data collected on the components of individual, family and economic risk factors was normalized
with the below formula:
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Where i indexes the components considered in our risk assessment model, and t indexes the period –
Baseline, Midline and Endline. Thus, each of the components will range between 0 to 1, where any
value closer to 0 signifies lower risk and any value closer to 1 signifies higher risk. The Composite
Risk Index (RI) was calculated by taking a geometric mean of the standardized scores of each
component of the risk faced by a young person. The formula to derive the final risk index of each
youth enrolled in 8th grade in the four government schools is given below:

The selection strategy ensured that the programme reaches youth who are at the higher risk spectrum
and also those who face considerable challenges on either the individual or environmental risk. This
strategy was adopted to capture risk in a comprehensive manner through a layered approach rather
than on the basis of a single latent variable, composite risk index in this case. Thus, any youth who
satisfied any one of the following criteria was considered for the programme:
(a) Composite Risk Index in the range of 0.60 – 0.95;
(b) Sub-Indices (Individual / Family / Economic Risk Index) in the range of 0.60 – 0.95;
Once the identified youth received parental consent to participate in the programme, Mentor Together
began its process of identification of mentors and matching them with mentees according to their
degree of compatibility and strengths. As mentioned before, the factors considered to measure the
degree of a mentor’s compatibility and strengths are language, location, mentoring ability and
experience, skill, capabilities and willingness to invest time and effort on their mentee. Language
plays a significant role in determining a match as communication between a mentor and mentee is
essential for the one-to-one mentorship. In some cases, the aspiration of the mentee and the mentor’s
professional occupation will play a significant role in determining a match. For instance, a mentee
who aspires to be a computer engineer will be matched with a mentor who is in the same field to
ensure that the mentee is guided properly to fulfil his/her aspirations. The presence of a common
ground for the mentor and mentee to explore helps in the establishment of a trusting and functional
relationship. A functional relationship between the mentor and mentee in turn ensures that the
mentee’s goal is achieved with proper guidance.
6. Balance of the Risk Scores between Treatment and Control Group:
As explained above the random assignment of the youth enrolled in 8th grade was on the basis of risk
scores. The risk scores reflect the degree of individual, family and economic risk faced by a youth.
The random assignment ensures that the researcher, or any individual, has no control over the
assignment of youth into treatment and control thereby alleviating the problem of any subjective bias
7

in sample selection. But the random assignment doesn’t guarantee a balance between treatment and
control group. To explain, we had collected information on the variables for 344 youth enrolled in 8 th
grade which was then used to construct the risk scores. Of the 344, youth who satisfied any one of the
four criteria specified in section 5 formed our initial sample. Then, 100 youth were randomly assigned
to the treatment group and another 100 youth were randomly assigned to the control group from the
initial sample. But this random assignment may not guarantee a balance between treatment and
control group. By that, we mean that there is always a chance that the composite risk index, or one of
the components, of treatment and control group are statistically different. In essence, the treatment
and control group are characteristically different in terms of the risk scores. We test for the balance
between treatment and control group by employing a student’s t-test.
Table 3: Balance between Treatment and Control Group – Baseline
Variable

Treatment Group
Mean

Standard

Control Group
Mean

P-Value != 0

Standard

Deviation

Deviation

(SD)

(SD)

Composite Risk Index

0.521

0.141

0.533

0.103

0.509

Normalised Individual

0.434

0.228

0.412

0.200

0.462

0.547

0.194

0.567

0.165

0.426

0.728

0.136

0.738

0.135

0.586

Risk Score
Normalised Family Risk
Score
Normalised Economic
Risk Score

From the above table, it is important to examine the column named “P-value” which represents the
probability of the treatment and control group being different. Two groups are considered to be
statistically different if the probability value (p-value hereon) is less than 0.05 (5 percent). Consider
the Composite Risk Index where the mean (sd) of treatment and control group is about 0.521 (0.141)
and 0.533 (0.103) respectively. Therefore, the difference between treatment and control group is only
about 0.012 with a pooled standard deviation of 0.124 which translates to the distribution of treatment
and control group overlaps significantly (see Figure 2). Overall, there exists balance between the
treatment and control group or in other words the treatment and control groups are not statistically
different from each other. The same is true for the components of Composite Risk Index namely –
individual, family and economic risk.
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Figure 2: Kernel Density Plot of Composite Risk Index by Treatment and Control
Note: Red represents treatment group and Blue represents control group. The y-axis represents the probability
density estimate and the x-axis represents the values of Composite Risk Index.

7. Baseline Characteristics of Treatment and Control Group:
In our sample, there is equal representation of male and female at-risk youth owing to the stratified
random assignment strategy adopted. Majority of our sample are Hindu who reside in rented semipucca houses with parents who are either illiterate or have completed up to primary education. The
average monthly household income of treatment and control group is about INR 11,718 and INR
12,010 respectively. About 32 percent belong to Scheduled Caste, followed by General caste (22.5
percent), Other minority groups (21.5 percent), Other Backward Caste (18.5 percent) and Scheduled
Tribes (5.5 percent). Thus, our sample constitutes of youth who belong to socially and economically
marginalized communities.
All the at-risk youth in our sample, including treatment and control, were enrolled in four schools
namely A1 school, B1 school, E1 school and M1 school which operated in the catchment area of MT
programme.3 Of the total sample, about 56 percent was enrolled in A1 school who constituted about
59 percent and 53 percent of the treatment and control group respectively. About 33 percent of the
sample was enrolled in B1 and M1 school, with the remaining 11 percent enrolled in E1 school. The
higher concentration of students enrolled in A1 school is due to the fact that the school is bigger
thereby accessed by many households residing in that area. There is also no significant difference
between treatment and control group by sex, religion, caste, education level of parents and monthly
3

The names of the school have been changed to ensure that the identity of the school and the students are
protected.
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household income in terms of who is accessing A1 or B1 or E1 or M1 school. Therefore, the
distribution of our sample by school is a representation of the status of school enrolment in the
catchment area.
Table 4: Comparison between Treatment and Control Group at Baseline
Selected Variables

Baseline (N)

Column Percentage

Treatment

Control

Treatment

Control

100

100

A1

59

53

59.00

53.00

B1

16

17

16.00

17.00

E1

10

12

10.00

12.00

M1

15

18

15.00

18.00

Male

50

50

50.00

50.00

Female

50

50

50.00

50.00

Hindu

86

82

86.00

82.00

Islam

10

12

10.00

12.00

Christianity

4

6

4.00

6.00

ST

8

3

8.00

3.00

SC

29

35

29.00

35.00

OBC

17

20

17.00

20.00

General

25

20

25.00

20.00

Others

21

22

21.00

22.00

Tinsheet

7

4

7.00

4.00

Kutcha

14

14

14.00

14.00

Semi-Pucca

69

68

69.00

68.00

Pucca

10

14

10.00

14.00

Owned

17

10

17.00

10.00

Rented

79

87

79.00

87.00

Leased

2

2

2.00

2.00

No Rent / No Lease

2

1

2.00

1.00

Number of Mentee/Youth
By School

By Sex

By Religion

By Caste

By Type of House

By Ownership Status

10

8. Attrition of Sample over the time period:
As stated earlier, there were 100 at-risk youth in treatment group and another 100 in control group at
baseline. But there was attrition in both treatment and control group owing to families moving to a
new locality within the study state, migrating out of study state, returning to their home village,
individuals dropping out of school to enter labor market and non-response to repeated attempts in reestablishing contact. The reasons for attrition faced during this study were not in control of either the
MT team or adolescents or household. Future studies should take note of this fact and probably oversample especially for the control group to account for such attritions.
At mid-lineOur sample included 66 at-risk youth in treatment group and 52 at-risk youth in control
group. The final sample for whom the entire data of household socio-economic characteristics, risk
scores, and scores for all psychometric measures included 64 at-risk youth in treatment group and 43
at-risk youth in control group at endline. Thereby, there was an attrition of 36 and 57 (% of attrition in
each of the stages would be useful) in treatment and control group respectively. While it was expected
that there would be relatively greater attrition from the control group, the magnitude of attrition in
both treatment and control group is higher than expected. This has implications for the power
calculation thereby the ability to capture effect size of say 20 percent on which our initial sample
estimation was carried out. Our power calculations indicate that the current sample would be able to
effect size of 42 percent at standard deviation of 0.45, power of 80 percent and alpha of 5 percent. In
other words, the final sample will not be able to detect a lower effect size of 20 percent due to the
problem of attrition.

60
50
40
30
20
10
0

Control

50 50
35

Baseline
Male

31

Midline
Female

35

29

Endline

Number of Youth'in Control
Group

Number of Mentees

Treatment
60
50
40
30
20
10
0

50 50
35
17

Baseline
Male

Midline

29
14

Endline

Female

Figure 3: Number of youth in treatment and control group – Baseline, Midline and Endline
The socio-economic dynamics of treatment and control group was not affected due to this attrition.
Majority of our endline sample are Hindu who reside in rented semi-pucca houses with parents who
are either illiterate or have completed up to primary education in addition to similar distribution by
caste. But the attrition has resulted in affecting the gender distribution of treatment and control group.
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The treatment group constituted about 55 percent and 45 percent of male and female respectively. On
the other hand, the equal representation of male and female in the control group at baseline is skewed
at endline as about 68 percent of control group is female at the endline. This has implications for the
both the outcome measures and in estimation of the effect size of MT programme. In specific, there is
possibility of self-selection and the final sample constitutes of individuals who may be qualitatively
better-off relative to those who we were not able to contact for our survey. This could be the case for
the control with higher levels of attrition especially among boys who may have dropped out of school
to attain low-wage jobs due to economic constraints at the household level.
Table 5: Composite Risk Index and its components at Baseline, Midline and Endline
Variables

Treatment Group

Control Group

P-Value

Mean

SD

Mean

SD

!= 0

Baseline

0.530

0.125

0.516

0.117

0.569

Midline

0.415

0.198

0.358

0.189

0.140

Endline

0.470

0.189

0.391

0.191

0.038

Baseline

0.422

0.204

0.368

0.168

0.151

Midline

0.377

0.253

0.274

0.198

0.027

Endline

0.365

0.226

0.287

0.193

0.069

Baseline

0.561

0.183

0.571

0.179

0.788

Midline

0.546

0.159

0.565

0.153

0.541

Endline

0.532

0.193

0.517

0.157

0.674

Baseline

0.742

0.114

0.747

0.150

0.839

Midline

0.507

0.264

0.501

0.226

0.915

Endline

0.694

0.197

0.582

0.196

0.005

Composite Risk Index

Individual Risk Index

Family Risk Index

Economic Risk index

In order to ascertain the presence or absence of any self-selection, we examine the descriptive
statistics of risk scores and its components for those who are available at baseline, midline and
endline. From Table 5, it emerges that risks faced by the treatment group is relatively similar to
control group at baseline. Similar comparability of average scores of sub-components such as
individual, family and economic risk between treatment and control group at baseline is observed.
Therefore, attrition has not resulted in statistical difference between treatment and control group in
terms of their risk characteristics.
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9. Inter-temporal changes in Risk Scores:
Besides being the measure on which random assignment was undertaken at Baseline, the Composite
Risk Index and its components represent the degree of risk faced by the youth at a particular time
period. It is thus bound to vary over the time period irrespective of attrition or not. The inter-temporal
variation of the degree of risk can have an influence on the performance of youth. To explain, the
lesser risk faced by the youth can lead to better performance on the outcome variables and vice versa.
Therefore, it is important to understand the changes in Composite Risk Index and its components over
the time period. Table 5 provides the descriptive statistics of Composite Risk Index and its
components at Baseline, Midline and Endline.
At Baseline, the youth constituting our treatment and control group face higher level of economic risk,
on average, followed by risks emanating from socio-cultural status of the household and the parent’s
perception of the youth involvement in educational activities. The calculated value of Composite Risk
Index and its components reduced over the time period from baseline. The greatest reduction has been
observed for the economic risk – where the average score was 0.742 and 0.747 for the treatment and
control group respectively at Baseline. But this reduced drastically to 0.507 and 0.501 for the
treatment and control group respectively at Midline, which then increased to 0.692 and 0.582 for the
treatment and control group at Endline. The greater increase in economic risk for the treatment group
relative to the control group meant that the two groups are statistically different. This appears to be
driving the level of difference between the two groups in terms of Composite Risk Index at Endline as
well. The treatment group faces greater economic and overall risk than the control group at the
Endline, which in turn can have influence on the performance of youth on outcome variables. Given
this, we specifically include the Composite Risk Index in the regression models to account for its
time-varying effect on the mentee’s outcomes.
10. Defining Outcome Variables
Given the programme objectives, the evaluation study aims to measure the impact of the mentorship
program on three groups of variables which are as follows:
a. School Related Attitudes and Values – This group comprises primary data on well-being
in school, marks and attendance.
b. Personal and Social Well-Being – This group comprises primary data on relationship with
mother and father, emotional well-being, social well-being and self-esteem.
c. Future – This group comprises a single measure on educational aspiration.
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General well-being has been defined as encompassing people’s cognitive and affective evaluations of
their lives. The three outcome measures on well-being namely (a) Emotional well-being, (b) Social
well-being and (c) School well-being were sourced from the instrument developed by Dr. Askok K.
Kalia and Ms. Anita Deswal. Emotional well-being is adopted to assess the adolescents’ perception
and evaluation of their own emotional state in terms of being happy, focussed, secure, coping,
loneliness, anger and ability to share feeling with peers or parents. Social well-being primarily
assesses his/her own perception of trust, communication, sense of belonging, and actively
participating in social activities especially in the company of his/her peers. School well-being was
used to assess the adolescents’ degrees of comfort, engagement with peers and teachers, curiosity,
sense of belonging and trust in a school environment.
We make use of the Inventory of Parent and Peer Attachment (IPPA) developed by Gay Armsden
and Mark T. Greenberg to assess adolescents’ perceptions of the positive and negative
affective/cognitive dimension of relationships with their parents and close friends -- particularly how
well these figures serve as sources of psychological security. Three broad dimensions are assessed:
degree of mutual trust; quality of communication; and extent of anger and alienation. Among early to
middle adolescents, parent attachment, and to a lesser extent, peer attachment, were found to be
associated with lesser hopelessness and less externally oriented locus of control and with greater selfmanagement (coping) skills. Among late adolescents, parent and peer attachment are correlated with
positiveness and stability of self-esteem, life-satisfaction, and affective status (depression, anxiety,
resentment/alienation, covert anger, and loneliness). The relationship of attachment and affective
status holds even when degree of negative life-change is controlled. Quality of attachment to parents
and to a lesser extent, peers, is associated with self-reported tendencies toward the use of more
problem-solving coping strategies relative to emotion managing efforts in stressful situations.
The Educational Aspiration scale measures orientation and striving towards educational goals which
are spaced in a continuum of difficulty and social prestige and arranged in an educational hierarchy.
The measure explores an individual’s own perception of his ability to complete homework, succeed in
examination, set educational goals, engagement with parents and teachers in relation to education and
to understanding of success or failure in terms of educational outcomes such as completion of
homework, examination and marks. In sum, the scale helps in understanding the current situation of
an individual effort and attitude towards education, setting goals to improve own status, and in
achieving the set goals.
Finally, we make use of Rosenberg scale to assess the self-esteem of adolescents primarily to
understand their own perception of their own qualities, self-content, positive attitude and social status.
Table 6: Reliability tests of the seven psychometric measures
Variables

Baseline

Midline

Endline
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Emotional well-being
Social well-being
School well-being
Relationship with mother
Relationship with father
Self-Esteem (Rosenberg)
Educational Aspirations (LEAT)

0.60
0.69
0.76
0.77
0.75
0.51
0.62

0.68
0.67
0.78
0.83
0.83
0.63
0.65

0.72
0.76
0.81
0.82
0.86
0.72
0.74

We undertook primary survey to collect responses from the treatment and control group at Baseline,
Midline and Endline on these seven psychometric measures. Reliability of majority of the measures
lay in the range of 0.6 – 0.88 or slightly above. This represents an acceptable range for internal
consistency. Generally, a range of 0.7 and above is considered to indicate good reliability. 3 out of 7
measures satisfied this criterion.
Table 6 reports the reliability measures at each period of survey. The lesser than desired reliability
score for self-esteem scale is due to fact that our sample adolescents found it to be difficult to
understand. The gap in comprehension was attributed to the following observations by the program
team: (a) significant amount of time taken to administer the questionnaire, and (b) need to explain
several times the underlying concept of the sentences given in the questionnaire. The difficulty was
specific to the concept and not to the words used in the questionnaire.
Besides the psychometric measures, we also collected the attendance of youth in our sample when
they were enrolled in 8th, 9th and 10th grade. In addition to this, we collected the academic scores for
the subjects namely Mathematics, Science, Social Science, Kannada, Second Language, and Third
Language obtained by the youth in our sample in their final exams.
11. Quantitative Method:
The primary objective of the study is to understand the effect of the MT programme on the outcome
parameters stated earlier. The study also attempts to unravel the trajectory of the effect of MT
programme over the period of three years. In this section, we discuss the methods adopted to estimate
the effect of the mentorship offered by Mentor Together over a period of three years on the mentee’s
emotional state, attitude towards social activity, attitude towards school, relationship with mother and
father, self-esteem and educational aspirations. Further, we hypothesize that effect of mentorship on
these outcomes would lead to a positive effect on the school attendance and academic performance of
mentees. It should be noted here that this will be an induced effect as the mentorship primarily
focussed on developing relationship and establishing trust with mentors to enable improvement in
cognitive and non-cognitive skills. In other words, the programme delivery was not focussed on
conducting academic classes to improve academic performances per se. Thus, we expect that the
induced effect on the school attendance and academic performance to be small in nature.
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Estimating the magnitude of programme effect:
Given this, our primary task is to estimate the magnitude of programme effect on the outcome
variables. There are two approach to derive this estimate where the first involves making use of the
differences in unadjusted average scores of outcome variable between the treatment and control group
over the time period; and the second approach involves adopting regression model to accurately
estimate the magnitude of programme effect after adjusting for the influence of risk faced by youth,
sex, age and so on.
In the first approach, one just calculates the average scores of outcome variables obtained by the
treatment and control group; and then calculate the difference between treatment and control group to
arrive at the magnitude of programme effect. It is derived using the following formula:
Dt = [Mean of Treatment Group – Mean of Control Group] at Baseline/Midline/Endline

(1)

Where Dt represents the difference between treatment and control group at each time period. The
programme effect is defined as follows:
Magnitude of Programme Effect after two years of exposure = [Dt at Midline – Dt at Baseline]

(2)

Magnitude of Programme Effect after two and half years of exposure = [Dt at Endline – Dt at
Baseline]

(3)

But there is a chance of over or under estimation of the programme effect as this measure does not
take into control for the influence of other variables on the performance of youth on outcomes.
To circumvent this problem, we make use of regression techniques to try and estimate accurately the
magnitude of programme effect after adjusting for the influence of other variables. We make use of a
difference-in-difference estimator controlling for other individual and school level characteristics
using the following specification:

where i indexes an individual (mentee or adolescent in the control group), and t indexes the time
period.
The dependent variable,

, denotes the outcome variable derived from the responses to our

psychometric instruments implemented through primary survey approach. For our purposes, the
primary variable of interest is the interaction variable -

– where

takes a value of 1 for

those adolescents to whom the mentorship programme was provided and 0 for those adolescents who
were assigned to the control group, and

is a categorical value taking the value of 0 for Baseline,

1 for Midline and 2 for Endline.
The interaction variable -

– (or its coefficient

) would provide us the estimated

difference between treatment and control group at Baseline, Midline and Endline. Once these base
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values are estimated, we can then estimate the programme effect after two years of exposure and twoand-half years of exposure using the same logic as illustrated in equation (2) and (3).
The control variables include

– Composite Risk Index capturing the child-related, family and

economic risk faced by each individual varying over the three-year period, and collection of variables
to control for individual level characteristics such as sex, caste, age, parent’s education and type of
house denoted as

in equation 4. We included school dummies denoted as

to control for any

school-level characteristics. Further, the equation is estimated with robust standard errors.
We employ appropriate regression models to arrive at the unbiased coefficients. To explain, we make
use of least square dummy variable model to estimate the coefficients for outcome variables such as
emotional well-being, social well-being, school well-being, relationship with mother and father, selfesteem, and educational aspirations. On the other hand, we make use of fractional logit model to
estimate the coefficients for marks and attendance owing to the nature of the variable ranging between
0 to 1. In addition to this, we also employ random effect regression model to examine whether the
coefficients change when the individual specific effects are uncorrelated with the independent
variables.4 This is a robustness check to ensure that robust and accurate magnitude of programme
effect is reported.
Estimating the Effect Size of the programme:
The previous sub-section was purely focussed on arriving at the accurate measure of the magnitude of
the programme effect. We still need to estimate the effect size to answer the question – does the
programme effect a change on the outcome variable or not. The Cohen’s D effect size here is relevant
as it facilitates in understanding the impact of the programme. Second, it is a measure of effect size
which does not place emphasis on the significance test or sample size which is beneficial in our case
especially given the reduced sample size owing to attrition over the time period.
Effect Size = [(Dt at Endline/Midline – Dt at Baseline)/ (SD at Baseline)]*[Correction Factor for
Small Sample]

(5)

Where
SD =

4

One exception here is the employment of population-averaged estimator for the outcome variables namely
marks and attendance, instead of the random effects estimator. The primary reason is that the STATA, the
statistical software used, doesn’t have the random effects estimators for variables with fractional probit
functional link. While the definition of beta coefficient estimated under random effects and population-averaged
estimators are different, the population averaged estimator allows for the individual specific independent
variables to be estimated. Second, estimated beta coefficient in itself should be closer to each other. The
estimates from the population-averaged estimators for marks and attendance should provide us with insights on
whether allowing the individual-specific effects being uncorrelated with independent variables changes the
magnitude of the effect or not.
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= Control at Baseline;
N.T = Number of Observations in Treatment and N.C = Number of Observations in Control
Correction Factor =
12. Results
In this section, we present and discuss the results from the regression model followed by a discussion
on the effect size of the MT programme. The descriptive statistics containing the mean and standard
deviation of the outcome variables at Baseline, Midline and Endline by the treatment and control
group is given in the Appendix Table A1. For the sake of brevity, we make use of the coefficients
estimated from the ordinary least square models for the psychometric measures namely emotional
well-being, social well-being, school well-being, relationship with mother and father, self-esteem and
educational aspirations; and the coefficients estimated from the fractional probit models for the
outcome variables related to marks and attendance. The primary reason to make use of this estimates
is because the estimated coefficients from random effects models are not drastically different. The
estimated coefficients for both the models are given in the Appendix Table A2, A3, A4, A5, A6 and
A7.
We move on to discuss the coefficients estimated using the regression model in detail. We begin the
discussion with the direct effects of the programme and then move on to discuss the induced effects of
the programme. Thus, the following sub-section is structured with a discussion on psychometric
measures namely relationship with mother and father, followed by emotional well-being, social wellbeing and school well-being, self-esteem, and educational aspirations. This is followed with
discussion on outcome variable related to the induced effects namely school attendance and marks
obtained. It is important to note that the primary focus here is to understand the magnitude of the
programme effect on the outcome variables and the change observed over the time period. Given the
attrition thereby the under-powered nature of the study, it is advised to give importance to the
magnitude and directionality of change over the time period and not on the statistical significance
levels.
This sub-section is followed by a discussion on moderator variables, and then ends with a discussion
on effect size of the programme using the Cohen D’s effect measure.
Discussion of the magnitude of the programme effect – Direct and Induced Effects
Relationship with Mother:
Figure 4: Estimated coefficients of the outcome variable – Relationship with Mother
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Note: The y-axis represents the estimated coefficient of Relationship with Mother and the x-axis represents the
different time period – Baseline, Midline and Endline.

The outcome variable Relationship with mother is an assessment of adolescents' perceptions of
positive and negative affective/cognitive dimension of relationships with their mother, particularly
how well these figures serve as sources of psychological security. Three broad dimensions are
assessed: degree of mutual trust; quality of communication; and extent of anger and alienation. An
index is created by taking an arithmetic average of the questions related to these three dimensions to
construct the score for the outcome variable - Relationship with Mother. The score ranges from 1 to 5
where any value closer to 5 indicates better relationship with mother and vice versa.
The estimated coefficient for the treatment group hovers around 3.25, on average, at baseline, midline
and endline indicative of the stabilisation in relationship between mother and the mentee. On the other
hand, the estimated coefficient for control group at baseline is 4.03, on average, which drops sharply
to 3.282 at midline and then even further to 3.265 at endline. This translates to a youth in the control
group having better relationship with mother, on average, than the youth in the treatment group at
Baseline. But the drastic decline in relationship status between mother and youth in the control group
at Midline has resulted in no difference between the treatment and control group at Midline and
Endline. In sum, the estimated coefficients reveal that the relationship with mother for the youth in the
treatment group has remained stable over the time period – Baseline, Midline and Endline; whereas
the relationship with mother for the youth in the control group has declined drastically from Baseline
to Midline. We do not observe any continued decline in relationship status for the control group from
Midline to Endline which could be because of the short time duration between Midline and Endline.
This in turn meant that the difference in estimated coefficient between the treatment and control group
at Midline, relative to Baseline, which gives the magnitude of programme effect after 2 years of
exposure, is about 0.754 (significant at five percent). The difference in estimated coefficient between
the treatment and control group at Endline, relative to Baseline, which gives the magnitude of
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programme effect after 2.5 years of exposure, is about 0.774 (significant at five percent). In essence,
this means that the programme has led to a positive and better relationship between the youth in the
treatment group and their mother. Here, it is important to note that this improvement in relationship is
driven by stabilisation of relationship over the time period, and not an upward momentum as one
would normally associate with positive effects. But it is still important to consider this result in the
context that stabilisation of relationship between mother and at-risk youth is a very significant
positive effect of the programme especially when the alternative, which is without the support of
mentors, is a case of deterioration in relationship with one’s own mother.
Relationship with Father:
Figure 5: Estimated coefficients of the outcome variable – Relationship with Father

Note: The y-axis represents the estimated coefficient of Relationship with Father and the x-axis represents the
different time period – Baseline, Midline and Endline.

The relationship with father is assessed on the basis of three dimensions namely degree of mutual
trust; quality of communication; and extent of anger and alienation and constructed using the same
method as adopted with the outcome variable – relationship with mother.
The estimated coefficient for the treatment group hovers around 3.23 at Baseline and Midline, with a
marginal increase to 3.25 at Endline indicative of the stabilisation in relationship between father and
the mentee. On the other hand, the estimated coefficient for control group at Baseline is 3.864, which
drops sharply to 3.271 at Midline and then a slight improvement to 3.289 at Endline. This trend in
estimated coefficients is very similar to the changes observed for the outcome variable – relationship
with mother over the time period.
While there is no significant difference between treatment and control group (at five percent level) at
Baseline, Midline and Endline. the drastic fall in relationship status between father and individual in
the control group at midline has resulted in a positive and significant difference between treatment
20

and control group of 0.59 points from Baseline to Midline. There is no difference between treatment
and control group from Midline to Endline owing to non-changing nature of estimated coefficient for
treatment group. The slight improvement in estimated coefficient for the control group did not have
any effect on the level of difference between treatment and control group from Midline to Endline.
Thus, the stabilisation of relationship with father for the mentee have resulted in the positive effect,
whereas the relationship has deteriorated for the youth in the control group over the time period.
Emotional Well-Being:
Figure 6: Estimated coefficients of the outcome variable – Emotional Well-Being

Note: The y-axis represents the estimated coefficient of Emotional Well-Being and the x-axis represents the
different time period – Baseline, Midline and Endline.

Emotional well-being measures the adolescents’ evaluation of their own emotional state in terms of
being happy, focussed, secure, coping, loneliness, anger and ability to share feeling with peers or
parents. An index is created by taking an arithmetic average of the responses to individual questions
to construct the score for the outcome variable – Emotional Well-being. The score ranges from 1 to 5
where any value closer to 5 indicates better emotional state and vice versa.
The estimated coefficient of treatment group at Baseline was estimated to be about 3.332 relative to
marginally higher coefficient of 3.344 estimated for the control group. The estimated coefficient for
treatment group was observed to increase at Midline and Endline to 3.445 and 3.490 respectively. On
the other hand, the estimate for control group fell from 3.344 at Baseline to 3.261 at Midline and then
improved marginally to 3.382 at Endline. It should be noted that there is a tendency of reversion here
as the estimated coefficient of 3.382 at Endline for the control group is similar to 3.344 estimated at
Baseline. Thus, the estimated coefficient of treatment group depicts of an initial upward momentum
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which continues to improve at a marginal rate whereas the estimated coefficient of control group is
that of V-shaped curve where there is a very small change between Endline and Baseline.
The different nature of curves observed for treatment and control group has implications for the effect
of MT programme at each period. At Baseline, the difference in estimated coefficient between
treatment and control group was about -0.008 points. At Midline, the difference in estimated
coefficient between treatment and control group was about 0.178 points primarily driven by the
improvement in emotional well-being for the treatment group and decline of the same for the control
group. This difference between treatment and control reduced to about 0.135 points at Endline.
Consequently, the estimates of difference-in-difference between treatment and control over Midline
and Baseline indicate that there is effect of MT programme of about 0.186 points on the emotional
well-being of the treatment group. The magnitude of programme effect declines by -0.043 points
between Endline and Midline to 0.143 points. In sum, the estimation results show that there has been
considerable change in emotional well-being of treatment group over the period. Although the
estimated difference-in-difference coefficients are not significant, the level of emotional well-being
has improved over the period for the treatment group whereas there is no change for the control group
during the same period.
Social Well-Being:
Figure 7: Estimated coefficients of the outcome variable – Social Well-Being

Note: The y-axis represents the estimated coefficient of Social Well-Being and the x-axis represents the
different time period – Baseline, Midline and Endline.

Social well-being assesses the adolescents’ evaluation of trust, communication, sense of belonging,
and actively participating in social activities especially in the company of his/her peers. It follows the
same interpretation as the emotional well-being, where the values range between 1 and 5, and any
value closer to 5 indicates better social well-being and vice versa.
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The estimated coefficient of treatment group at Baseline was about 3.831 relative to marginally higher
estimated coefficient of 3.941 for the control group. The estimated coefficient for treatment group was
observed to increase at Midline to 4.091 and then declined marginally to 3.938 at Endline. Here again,
the estimated coefficient of social well-being appears to return to the level observed at Baseline after
the initial upward momentum at Midline. On the other hand, the estimated coefficient for control
group at Midline was about 3.894 slightly lower than the estimated coefficient of 3.941 at Baseline.
The estimated coefficient, then, declined marginally to 3.875 at Endline for the control group.
The different nature of curves observed for treatment and control group has implications for the effect
of MT programme at each period. Interestingly, the estimated coefficient for treatment group was
lower relative to control group at Baseline. It was about 0.11 points lower relative to the control group
at Baseline. But the initial upward momentum observed for treatment group has resulted in difference
of 0.197 points between treatment and control group at Midline. This was followed by a dismal
positive difference of 0.062 points between treatment and control group at Endline.
The estimates of difference-in-difference between treatment and control over midline and baseline
indicate that there is a significant effect of MT programme about 0.307 points on the social well-being
for the treatment group. The magnitude of programme effect then reduces to 0.125 points from
Midline to Endline. Thus, there is positive effect on social well-being over Midline and Endline. But
the estimated coefficient of social well-being appears to be reverting back to its pre-intervention
estimated coefficient. This reversion in directionality of estimated coefficient for treatment group
explains the small effect size observed for the MT programme after two-and-half years of programme
exposure. Yet, there is a need to explore why this reversion occurred between Midline and Endline
period.
School Well-Being:
Figure 8: Estimated coefficients of the outcome variable – School Well-Being

23

Note: The y-axis represents the estimated coefficient of School Well-Being and the x-axis represents the
different time period – Baseline, Midline and Endline.

School well-being assesses the adolescents’ evaluation of degrees of comfort, engagement with peers
and teachers, curiosity, sense of belonging and trust in a school environment. It follows the same
interpretation as the emotional well-being, where the values range between 1 and 5, and any value
closer to 5 indicates better school well-being and vice versa.
The estimated coefficient of treatment group at Baseline is about 3.670, which is lower than the
estimated coefficient of 3.842 for the control group. We observe the estimated coefficient for
treatment group improve from 3.670 at Baseline to 3.725 at Midline, which continues to improve to
3.849 at Endline. Thus, there is upward momentum in estimated coefficient of school well-being for
the treatment control over the time period. On the other hand, the estimated coefficient for control
group reduces marginally from 3.842 at Baseline to 3.753 at Midline, which then slightly improves to
3.762 at Endline. There is definite difference in directionality between the treatment and control group
over the time period. The estimated coefficients continue to improve for the treatment group whereas
it declines for the control group initially then stabilises from Midline to Endline.
Despite this, the level of difference between treatment and control group is not statistically significant
because of the directionality of change for the treatment and control group over the time period. Most
important to consider is that the estimated coefficient for treatment group was lower than the control
group before MT programme which then improves and ends up with being higher than the control
group by Endline. This translated to the difference between the treatment and control group at
Midline, relative to Baseline, was about 0.143 points; and then improves to 0.253 points when one
considers the difference between the treatment and control group at Endline, relative to Baseline.
Thus, it can be argued that MT programme has had a considerable and positive effect on the school
well-being of mentees.
Self-Esteem
Figure 9: Estimated coefficients of the outcome variable – Self-Esteem
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Note: The y-axis represents the estimated coefficient of Self-Esteem and the x-axis represents the different time
period – Baseline, Midline and Endline.

Self-Esteem assesses the self-confidence, trust in ability and capability, critical thinking to manage
assessment and overcome critical situation (expected/unexpected). The variable ranges between
values 1 and 4 where any value closer to 4 indicates better self-esteem and vice versa.
The estimated coefficients of the treatment group follow the same trend as the control group over the
time period – Baseline, Midline and Endline. The estimated coefficient for treatment group is about
3.396 at Baseline, which is slightly lower than the estimated coefficient for control group of 3.452.
From Baseline, the estimated coefficient for the treatment group improves to 3.475 at Midline and
then marginally reduces to 3.35 at Endline. Similarly, the estimated coefficient for control group
improves from 3.452 at Baseline to 3.491 at Midline which reverts back to 3.471 at Endline. Thus,
level of change for treatment group over the period is too small therefore not significantly different
from the control group at all periods: Baseline, Midline and Endline.
Educational Aspirations:
Figure 10: Estimated coefficients of the outcome variable – Educational Aspirations

Note: The y-axis represents the estimated coefficient of Educational Aspirations and the x-axis represents the
different time period – Baseline, Midline and Endline.

Educational Aspirations measures the individual’s aspiration towards educational goal/s. Here,
aspiration is defined as striving for some goal higher than oneself or one’s present status, which is
regardless of social appreciation. The scale ranges between 0 and 1 where any value closer to 1 means
higher level of aspirations and vice versa.
The estimated coefficient of treatment group is about 0.730 at Baseline, which is lower than the
estimated coefficient of 0.769 for the control group. The nature of momentum in estimated coefficient
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is different for treatment and control group. The estimated coefficient increases from Baseline to
Midline, and then reduces considerably by Endline for the treatment group. On the other hand, the
estimated coefficient has remained hovers around 0.770 for the control group over the time period.
However, the difference between treatment and control group is marginal at about -0.039 at Baseline,
-0.012 at Midline, and -0.049 at Endline. Given this, the difference in estimated coefficients between
treatment and control group at Midline, relative to Baseline, is only about 0.027; and about -0.010 for
Endline, relative to Baseline. Thus, the magnitude of the programme effect on mentees to strive for
goal higher that oneself or one’s present status is very marginal.
School Attendance:
Figure 11: Estimated coefficients of the outcome variable – School Attendance

Note: The y-axis represents the estimated coefficient of School Attendance and the x-axis represents the
different time period – Baseline, Midline and Endline.

School Attendance is constructed by taking the average of the percentage of days attended by each
individual during an academic year. Higher rate of attendance is assumed to lead to better academic
performance, in terms of marks obtained, and vice versa. The discussion here will be in percentage
terms which arrived by multiplying the estimated coefficients with a value of 100.
The estimated coefficient of the treatment and control group reveal that youth irrespective of the
treatment status attend about 87 percent of school days at Baseline. The estimated coefficient of the
treatment group was about 89 percent at Baseline, which is slightly higher than 87 percent observed
for the control group. The rate of attendance reduces slightly by about one percentage point for both
treatment and control group from Baseline to Midline. The rate of attendance improves marginally for
the treatment group improves from 87 percent at Midline to 88 percent at Endline; whereas the rate of
attendance reduces marginally for the control group from 86 percent at Midline to 85 percent at
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Endline. The rate of change is marginal for both the treatment and control group, about one
percentage point, even though the directionality is different. Given this, the difference in rate of
attendance between the treatment and control group at Midline, relative to Baseline, is about negative
one percentage point; where as it is about one percentage point when one estimates the difference
between treatment and control group at Endline, relative to Baseline. Thus, the magnitude of the
programme effect on school attendance is negligible. Having said that, it still needs to be pondered
whether any drastic or significant positive change is possible especially when the attendance rate is
already at the 85 percent level at Baseline.
Marks obtained in Kannada:
Figure 12: Estimated coefficients of the outcome variable – Marks obtained in Kannada

Note: The y-axis represents the estimated coefficient of marks obtained in Kannada and the x-axis represents the
different time period – Baseline, Midline and Endline.

Here, and the subsequent variables related to marks obtained, the outcome variable represents the
marks obtained in the final examinations of 8th, 9th and 10th grade by the youth in our sample. The
discussion here will be in percentage terms which arrived by multiplying the estimated coefficients
with a value of 100.
The estimated coefficient of marks obtained in Kannada for the treatment group is about 66 percent at
Baseline, which is marginally higher than the estimated coefficient of about 65 percent of the control
group. While the estimated coefficient for the treatment group improves by one percentage point to 67
percent at Midline for the treatment group, the opposite is observed for the control group where the
estimated coefficient declines considerably by four percentage points to 61 percent at Midline. Both
the treatment and control group obtain similar marks at around 62 percent in their tenth board
examination, or at Endline. Given this level of change, the difference between treatment and control
group at Midline, relative to Baseline, is about six percentage points indicating that the youth in the
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treatment group scored higher marks than the control group in 9th grade relative to 8th grade. However,
the difference between treatment and control group at Endline, relative to Baseline, is about negative
0.3 percentage points indicating no or dismal magnitude of the programme effect. Thus, it can be
argued that the programme has little or no effect on the marks obtained in kannada.
Marks obtained in Second Language:
Figure 12: Estimated coefficients of the outcome variable – Marks obtained in Second Language

Note: The y-axis represents the estimated coefficient of marks obtained in second language and the x-axis
represents the different time period – Baseline, Midline and Endline.

The estimated coefficient of marks obtained in second language by the treatment group is about 61
percent at Baseline, which is marginally higher than the 59 percent obtained by the control group.
This then reduces to 58 percent and 57 percent for the treatment and control group at Midline. The
decline further continues as observed by the marks obtained in the Endline, only that the level of
decline is higher for the control group. The marks obtained by the control group decline by 7
percentage points from 57 percent observed at Midline to 50 percent at Endline; whereas the marks by
the treatment group declines by 2 percentage points from 58 percent at Midline to 56 percent at
Endline. The difference between treatment and control group is marginal at Midline, but then the gap
increases at Endline. Thus, the marks obtained by the treatment and control group declines over the
time period, but then the rate of decline is arrested for the treatment group from Midline to Endline
resulting in a positive magnitude of the programme effect of about 5 percentage points after two-andhalf years of exposure to mentorship.
Marks obtained in Third Language:
Figure 13: Estimated coefficients of the outcome variable – Marks obtained in Third Language
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Note: The y-axis represents the estimated coefficient of marks obtained in third language and the x-axis
represents the different time period – Baseline, Midline and Endline.

The estimated coefficient of marks obtained in third language by the treatment group was about 63
percent, relatively higher than the 60 percent obtained by the control group at Baseline. This then
reduces to 59 percent and 57 percent for the treatment and control group respectively at Midline, and
continues to hover around that level at Endline. At all time period, the marks obtained by the
treatment group is higher than the control group even though the level of difference is small in
magnitude. At Baseline, the difference between treatment and control group is only about 4
percentage points, which then reduces to about 2 percentage points at Midline. The difference
between treatment and control group improves to 4 percentage points at Endline primarily owing to
the fact that the marks obtained by the treatment group increased slightly from 59 percent at Midline
to 60 percent at Endline, whereas the marks obtained by control group was around 56 percent at both
Midline and Endline. Given this, the magnitude of programme effect was about 0.4 percentage points
or lower over the time period.
Marks obtained in Mathematics:
Figure 13: Estimated coefficients of the outcome variable – Marks obtained in Mathematics
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Note: The y-axis represents the estimated coefficient of marks obtained in mathematics and the x-axis represents
the different time period – Baseline, Midline and Endline.

The estimated coefficient of marks obtained in maths was about 60 percent by the treatment group,
relative to 58 percent by the control group at Baseline. The marks obtained by both the treatment and
control group reduced considerably from Baseline to Midline. The marks obtained by the treatment
group reduced from 60 percent at Baseline to 53 percent at Midline, whereas the control group
experienced a much higher reduction from 58 percent at Baseline to 47 percent at Midline – a decline
of 11 percentage points over the same period. While the marks obtained by the treatment group
continued to decline by another 4 percentage points from Midline to Endline, the marks obtained by
the control group slightly improved by 2 percentage points thereby an average mark of 49 percent at
Endline. In essence, the performance of treatment and control group were similar at Baseline but then
the difference between these group widened by Midline owing to greater rate of decline for the
control group, which then stabilised thereon to perform at the same level as the treatment group by
Endline. In terms of magnitude, the difference between the treatment and control group at Midline,
relative to Baseline, was the highest at about 4 percentage points; and the difference between
treatment and control group at Endline, relative to Baseline, was observed to be at negative two
percentage points. The estimated level of difference is very small in nature, in addition to the fact that
the decline in marks obtained by the treatment group continued unabated over the time period.
Marks obtained in Science:
Figure 14: Estimated coefficients of the outcome variable – Marks obtained in Science
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Note: The y-axis represents the estimated coefficient of marks obtained in science and the x-axis represents the
different time period – Baseline, Midline and Endline.

The trend observed here is similar to the change in estimated coefficients of marks obtained in maths.
In that, the performance of at-risk youth in science kept declining from the starting point of Baseline
irrespective of being in the treatment or the control group. At Baseline, the marks obtained by the
treatment and control group were similar at around 59 percent. This then declined to about 54 percent
and 51 percent for the treatment and control group by Midline, and continued to decline further by
another five percentage points by Endline. Thus, the marks obtained in science by the treatment and
control group in their tenth board examination was around 46 percent. There does exist a four
percentage points and 3 percentage points in terms of magnitude of programme effect after two years
and two-and-half years respectively. But this particular magnitude of programme effect has to be
viewed with the understanding that the performance of the at-risk youth declined considerably over
the time period. Hence, the small and positive magnitude of programme effect after two years and
two-and-half years has to be considered with caution.
Marks obtained in Social Science:
Figure 15: Estimated coefficients of the outcome variable – Marks obtained in Social Science
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Note: The y-axis represents the estimated coefficient of marks obtained in social science and the x-axis
represents the different time period – Baseline, Midline and Endline.

The estimated coefficient of marks obtained in social science is about 58 percent and 60 percent for
the treatment and control group respectively at Baseline. The estimated coefficients reveal that the
performance of the treatment group, on average, improved considerably from Baseline to Midline
where the marks increased from 58 percent at Baseline to 62 percent at Midline, an improvement of
four percentage points. On the other hand, the performance of the control group, on average, declined
slightly from 60 percent at Baseline to 58 percent at Midline. Thus, the difference between the
treatment and control group of about four percentage points at Midline.
The marks obtained in social science by the treatment and control group reduced from Midline to
Endline by eight percentage points. The estimated coefficient for the treatment and control group was
about 53 percent and 49 percent respectively at Endline. The similar rate of decline in marks obtained
from Midline to Endline resulted in the level of difference between treatment and control group being
maintained from Midline to Endline. Thus, the magnitude of programme effect after two years and
two-and-half years of exposure to mentorship was about five percentage points in this case. This
particular result has to be considered with caution because of the similar level of change in marks
obtained for at-risk youth from Midline to Endline irrespective of treatment status. In other words,
there exists a small and positive magnitude of programme effect on marks obtained in social science
but there appears to be no unique or distinct nature of inter-temporal variation observed for at-risk
youth in the treatment group relative to the control group.
Discussion on the Moderator Variables:
We find that the risk faced by the youth irrespective of being in treatment or control group do not
have any significant effect on the outcome – psychometric or academic performance. Second, we find
that the gender of the youth does have an influence on the outcome variables namely relationship with
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mother and father, educational aspirations in addition to academic performance. With respect to
relationship with mother and father, we find that the female adolescents have better relationship than
male adolescents as indicated by the difference in coefficients of about 0.099 (approximately) and
significant at five percent level. With respect to educational aspirations, the difference between female
and male adolescents is marginal at about 0.04 (significant at five percent level). With respect of
academic performance, including attendance and marks, the difference between female and male
adolescents is in the range of 0.14 to 0.45 (significant at five percent level). This indicates that the
female adolescents not only aspire to do well in academics but also score higher marks in kannada,
second language, third language, maths, science and social science. This result is in expected lines of
the trend observed in the general population since recent surveys by ASER and pass percentages of
tenth board examination do indicate better performance of girls than boys. Finally, students enrolled
in English medium perform better, or score higher marks of about 17-20 percentage points, than those
enrolled in Kannada medium. This could be reflective of intrinsic and qualitative characteristics in
play here, where those who enrol in English medium may constitute of better students or being
academically inclined than those who are enrolled in Kannada medium. In sum, the effect of the
programme can be moderated by gender (female especially) and intrinsic characteristics of being
inclined towards doing better in general.
Discussion on the Effect Size of the Programme:
In this sub-section, we focus primarily on answering the question “did the programme have any effect
on the outcome variable or not?”. Figure 16 provides the effect size of MT programme on outcome
measures on which the programme would have a direct effect especially given its focus and
curriculum content. We discuss the effect size in the order of large, medium, and small categorization
according to Cohen’s standard. Also, we have reported two types of effect size – (a) effect size (based
on unadjusted averages) and (b) effect size (based on estimated coefficients). For the discussion here,
we make use of the effect size calculated using the estimated coefficients.
To begin with, we find MT programme to have had a large effect on the mentee’s relationship with
mother and father. The effect of the programme after two years of exposure on mentee’s relationship
with mother is about 1.91 standard deviations above the average control group, which is at the 97th
percentile of the control group. The observed effect is about 1.97 standard deviations above the
average control group after two-and-half years of programme exposure. In essence, the observed
effect does not vary drastically between two years of exposure and two-and-half years of exposure to
mentorship. This is expected as the relationship between two individuals can only increase up to a
threshold, after which it is more about maintaining that level of trust, communication and comfort in
that relationship. Similar to mentee’s relationship with mother, the effect on mentee’s relationship
with father is observed to be large where it is about 1.20 standard deviations above the average
control group which is at the 88th percentile of the control group. Further, the betterment in
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relationship between the mentee and his/her father has been maintained from two-years of programme
exposure to two-and-half years of programme exposure.
Figure 16: Effect Size of the Programme on Outcome Variables related to Direct Effects
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After two years of exposure to MT programme, we find that there has been medium effect on
emotional and social well-being of a mentee. The effect has been about 0.42 standard deviations
above the average control group for emotional well-being, which is at the 66th percentile of the control
group. The effect has been about 0.59 standard deviations above the average control group for social
well-being, which is at the 72th percentile of the control group. In both these outcome measures, the
effect of MT programme reduces to 0.26 standard deviations and 0.35 standard deviations for
emotional and social well-being respectively between the two-years and two-and-half years
programme exposure. While there is still small effect of MT programme after two-and-half years, the
drastic reduction in emotional and social well-being over a six-month period is puzzling. One of the
probable reasons could be that the endline survey (two-and-half years of programme exposure) was
conducted right after the 10th board examination. There is a strong possibility that the examination
results could have had a negative effect on both the emotional and social well-being. On the other
hand, school well-being which could face similar effect sizes portrays an unexpected picture. The
effect size actually improves in the six-month period, from 2 years to 2.5 years of programme
exposure, by about 1.81 times. It improves from being 0.21 standard deviations above the control
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group after two-year of exposure to about 0.38 standard deviations above the control group after twoand-half years of exposure. This is puzzling and needs to be examined by unravelling the trajectory of
average scores of treatment and control group over the time period. An examination of the trajectory
in the earlier sub-section reveal that the attitude of mentees towards school and its environment
improved continuously from Baseline to Midline, and improved even further from Midline to Endline.
Moving on, the programme has had a small effect on the educational aspirations of mentees. It is
about 0.23 standard deviations above the average control group after two years of programme and
0.08 standard deviations below the average control group after two-and-half years of programme. In
other words, the mean of mentee/treatment group is at the 60th percentile of the control group after
two years of programme and about 45th percentile of the control group after two-and-half years of
programme. This is expected given the trajectory observed for this measure for an average mentee
which was always below the level observed for an average at-risk youth in the control group. Further,
the score attained by an average mentee reduced considerably from Midline to Endline, while the
score of an average at-risk youth in the control group remained stable throughout the entire period.
Next, we move on to discuss the effect size of the programme on school attendance. The first thing to
consider here is that the estimated rate of attendance was already around 85 percent for both treatment
and control group. There is a strong chance of threshold where the existing status is at a maximum
and any incentive or structured program like MT program will not result in greater increase in the rate
of attendance. Dubois et al (2011) find that the effect size of mentorship on school attendance to be
0.19, and it has to be stated that effect size from our study is much lower than this. After two years of
programme exposure, the effect size on school attendance was about -0.083 standard deviations from
the average youth in the control group. But the picture is very different if one considers the effect size
of the programme after two-and-half years of exposure. The effect size here is about 0.115 standard
deviations above the average control group. While it is still below the 0.19 effect size observed in the
literature, it is important to note that there exists higher probability of mentee attending school than an
average at-risk youth in the control group during the critical period of 9th and 10th grade. Thus, the
effect size of 0.0115 after two-and-half years programme may be small in magnitude but very critical
in having ensured higher attendance of an average mentee relative to those in the control group.
Figure 17: Effect Size of the Programme on School Attendance
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Figure 18: Effect Size of the Programme on Marks Obtained
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The effect size calculation reveal that the mentee provided with MT programme have performed
better in kannada (first language), mathematics, science and social science after two years of
programme exposure. The effect size in these subjects is even higher than the average effect size
observed in other mentorship programmes around the world as reported by Dubois et al (2011). While
this is very promising, the result has to be considered with caveat. First, the discussion on the
trajectory of the marks obtained by the treatment and control group in the earlier sub-section reveal
that the absolute performance of at-risk youth irrespective of treatment status declines over the time
period – Baseline, Midline and Endline. The only differentiating factor is that the rate of decline in
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marks obtained for the treatment group was much lower than the rate observed for the control group.
The effect size observed here is an artefact of mathematical operation, and not that of an improvement
in performance as one would have expected it to be. Second, the effect size dissipates if one considers
the two-and-half years of programme exposure. It is very difficult to argue that the performance of an
average mentee improved considerably from 8th to 9th grade but does not appear to be the case when
one considers academic performance between 8th and 10th grade. Therefore, we report the positive
effect size as observed but advise that these results to be considered with caution.
13. Perspectives and Experiences from Mentor and Mentee
We undertook semi-structured interviews of mentor and mentees to capture the salient experiences
from the programme. Through this, we explored their background, motivations, evolution, and
challenges faced during the period of mentorship. It should be noted that the qualitative interviews
were not meant to examine or explore the findings from the quantitative evaluation. It was aimed to
capture the experiences of mentor and mentees through the entire course of mentorship – from
beginning to the end. To do this, the mentees were first identified on the basis of their risk-profiles
and engagement with the programme. Then, the corresponding mentors were selected for the
interviews. Table 7 provides the details of the mentor-mentee pair who were interviewed. The
interviews with the mentees was conducted in the local language – Kannada – and ranged between 45
minutes to 75 minutes. The interviews with the mentors was conducted in English and ranged
between 60 minutes to 100 minutes. The interviews were transcribed which was used to identify
emerging themes and create themeatic memos that summarised and collated information regarding
these themes. All names used in the report are pseudonyms given by the author to protect their
identities.
Table 7: Details of interviewee names – mentors and mentees
Sno
1
2
3
4
5
6
7

Mentor Name [Pseudonym]
Archana
Abhay
Vikram
Shruti
Shankar
Rashi
Sania

Mentee Name [Pseudonym]
Rashi
Praveen and Rishi
Syed
Priya
Rajini
Swati
Suganya

13.1. Experience of the mentors:
Background of mentors:
All the mentors interviewed were educated till graduation level and currently employed by multinational companies, except for Sania who runs her own business. All of them had participated in
social or charitable activities prior to engaging with Mentor Together. These activities involved

37

teaching academic subjects (especially English and Mathematics), conducting sports activities, and
contributing to monetary or in-kind donation to children belonging to marginalised sections; in
addition to, working together with other volunteers to clean up the streets in Bengaluru, India.
There were varied reasons for participating in the social or charitable activities ranging from the
altruistic notions, such as the personal motivation of wanting to give back to t society, to personal
gains such as opportunity to make new friends, personal satisfaction, gaining a different perspective,
handling challenges faced through these social activities or making an impact on the children’s life.
“I was always drawn to doing something for the society. I personally felt that education and whatever
is a part of life but apart from that whenever I had free time I did not want to waste it. I wanted to do
something beneficial and I felt that it was always helping me in some way or the other.” – Shruti
The desire to give back to the society is one of the motivating factors to engage in social or charitable
activities for Shruti. Beyond that, there was an element of perceived benefits that guided the decision
to participate in these activities. The perceived benefits can be categorized into learning opportunities
and personal gratification. The learning opportunities was facilitated by the willingness of the mentor
to step into the shoes of the children, understanding their social conditioning, challenges or constraints
faced, and internalising that experience to identify either an attitude or approach that can be adopted
to his/her own life. In one example, Shruti described her experience with children about 7-8 years old
suffering from severe life-threatening ailment and being treated with dose of medications and
injections on a daily basis. Yet, these children were positive about life and carried on to undertake
their day-to-day activities. The positive attitude towards life was identified as a learning from this
experience which Shruti wanted to adopt in her own life. In another example, she described about the
challenges faced in teaching academic subjects to children belonging to marginalised sections. The
challenges were related to getting the attention of the children to create an interest in the subject and
also make them do their homework. These in turn made her think about (a) how to interact with
children; and (b) how to create an interest in the subject and carry out their daily tasks by themselves
rather than guiding or directing them at every step. This process helped her not only identify
mechanisms to facilitate the learning for the children but also in improving her own personality and
ability to interact with other people.
The personal gratification constitutes the general sense of satisfaction that the mentor derived from
doing something good or helping individuals from the marginalised sections of the society. At least
one mentor believed that the benefits attained by the poor through these activities, in turn could
benefit her in one way or the other.
Second, there was the realisation that time and effort invested by the mentors had actually contributed
to positive change in a person’s life. It is important to note that there were variations in understanding
of what a positive change meant among the mentors. For example: Shankar spoke about positive
change as being visually able to see the improvements in the performance of children in English or
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participation in sports competition to show that they excel in extra-curricular activities as well. On the
other hand, Abhay spoke about positive change not only in terms of tangible and visual improvements
in end goals but also about improvements in processes or practices which could induce personal
transformations or experiences of the children, or beneficiary of a programme. While there were these
variations, all of the mentors interviewed held that positive change doesn’t have to be drastic or big in
magnitude. Even the chance of creating a slightest improvement in a person’s life is sufficient
motivation to participate and engage in a social or charitable activity.
Prior Experience of Mentoring Adolescents:
The interviewees did not have any experience of mentoring adolescents in general or children
belonging to any age-group from marginalised sections in specific. The experience as mentors or
mentees in a structured and formal setup was through the buddy program or mentoring program
organized by their employers. Here, the mentorship was organized as an informal exchange of ideas,
topics, and issues between employees within the same organization. While these mentorship
programmes allowed for broader discussions, the interviewees stated that career development, and
management of professional relationships were an important topic that was discussed during these
informal meetings.
Having said that, the interviewees mentioned gaining a different perspective or learning from their
engagement in the mentorship programme organised at workplace. In terms of perspective, the
interviewees realised that there was difference between the mentors and mentees which obviously
included aspects such as skills and experience. Much more than that, Abhay spoke about the
difference in the thinking of his mentees, who were younger and belonged to different generation,
which was not constrained by the demands of the organization goals or objectives.5 He stated that the
mentee’s knowledge, ideas, and visions were attuned to wider experiences thereby enjoyed a greater
chance of bringing in out-of-box and new ideas. In essence, he became aware of the differences in
experience, capabilities, knowledge, and ideas between the mentor and mentee in this setup and yet
was able to understand the advantages and disadvantages that may arise from such differences.
Therefore, he had adopted an approach of being a sounding board to his mentees with an aim to
facilitate in shaping the mentee’s ideas and visions rather than directing them at every step.
The other interviewees spoke about mentoring as a process where the mentor understands the mentee
holistically and work towards making them realise what they wanted to do and identify the reasons to
understand why they wanted to take up a particular activity. Further, they stated that the mentors were
supposed to provide guidance rather than telling the mentees what to do and what not to do.
Therefore, the interviewees realised that there exists difference between a mentor and mentee in terms
of age, exposure, skills, capabilities, and experience, but mentoring involves a two-way process where
5

In this sub-section, mentees are employees who subscribed to the mentorship programme organised by their
employer and wanted to get guidance from mentors who are senior employees in the same organization.
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the role of the mentor is to help the mentees in understanding “why” an activity or aspiration is to be
pursued and guide in identifying “what” needs to be carried out to complete the activity or attain the
aspired goal.
Motivations to Enrol as Mentor with Mentor Together:
“I thought this will be a good way to understand where we can further education for kids who come
from not so privileged background, so that’s there where I thought that some experience I can get,
and understand what all the circumstances that they go there.” – Abhay.
“When I spoke to the colleague of mine right, he mentioned about that things that is going to have
good everlasting impact on the student and that is where I thought ok, let me give it a try.” – Shankar.
In this sub-section, we explore the factors that motivated the mentors to enrol with Mentor Together
especially since they had no prior experience of mentoring any children through formal mentorship.
We find that the motivation to enrol as a mentor with Mentor Together was diverse and multifarious
in nature. First, and similar to motivation to participate in social or charitable activities, there was a
desire to give back to the society. This coupled with the programme focus on children from
marginalised sections created an interest among the mentors to enrol with Mentor Together. In
addition to this, mentors mentioned that they had heard about in-depth and intensive experience by
engaging with Mentor Together.6 In specific, three mentors namely Vikram, Shruit and Shankar
mentioned that they wanted to participate in programmes or social activities which provided an
opportunity for greater and continuous engagement with children beyond teaching or giving talks
about general topics. They stated that this type of engagement would allow for creating a greater
impact for the children and also in deriving a meaningful experience for themselves. It should be
noted that the interviewees spoke about this chance at meaningful experience as an aspect that was
lacking in their previous engagements in social or charitable activities. The discussions with
colleagues, who were former mentors with Mentor Together, gave confidence that deriving the
desired type of experience was possible by enrolling as a mentor with Mentor Together.
Another factor that guided the decision was the learning opportunity that was offered by the
mentorship. All the interviewees were signing up to be mentors for adolescents for the first time. This
created a curiosity in how they would adapt to this role, interact with adolescents who are in a critical
stage of their life, and handle different situation that may arise during the course of mentorship. This
was not a familiar scenario for these interviewees who are educated and employed by multi-national
companies. The non-familiarity contributed to interviewee’s curiosity wherein they thought that this
engagement would provide diverse learnings which then could be imbibed or adapted to their own
life.
6

This was possible because of the fact that majority of mentors were recruited from companies with whom
Mentor Together had previously engaged with. This provided an opportunity for interested employees to learn
and discuss about Mentor Together and its work with children from their own colleagues who had earlier
engaged with the programme.
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Finally, one mentor – Abhay – spoke about his own personal interest in starting a scholarship for
children in his hometown, which is in the rural sector, as a motivating factor. He stated that the
mentorship provided an opportunity to develop a comprehensive understanding of the children
including the environment that they inhabit, and challenges or constraints faced by them on the dayto-day basis. Further, he mentioned that this would provide an opportunity to identify the necessary
infrastructure that would be required to create enabling conditions for children to continue pursuing
their education. He stated that this was one of his primary motivation to enrol as a mentor wherein he
could take his learnings from his experience as a mentor and being part of the Mentor Together
ecosystem and adopt it to start its scholarship for children in his hometown in rural Karnataka.
Enrolment and Training of Mentors:
The interviewees were introduced to Mentor Together and its work by the corporate social
responsibility team or colleagues who had engaged as mentors during the earlier years. The interested
individuals expressed their interest to be a mentor by submitting an application form. The team at
Mentor Together then contacted shortlisted candidates to conduct interviews thereby understand the
background, interest, commitment and ability of the individuals. Once these processes were
completed, the individuals were informed about their successful application and invited to participate
in a one-day workshop.
The interviewees mentioned that the details of the programme, its objectives, focus and curriculum to
be delivered to mentees was formally discussed during the workshop. In addition to this, the
interviewee explained that they learnt about the do’s and don’ts of mentorship during the workshop.
Mentors understanding of the programme objectives:
First, we begin by exploring the interviewees understanding of the programme objectives which was
discussed during the workshop. A greater understanding of the programme objectives by the mentor
will enable him/her to implement or deliver the curriculum and related activities in its true spirit
thereby ensuring the achievement of intended benefits for each mentee and also creating greater
impact of the programme as a whole. The goal and objectives of the programme is discussed in detail
in section 2.
The interviewees stated that the primary objective was to establish a bond between the mentor and
mentee through a process of instilling confidence and trust. They felt that establishment of a strong
bond is critical for the mentees to trust and share their thoughts, issues, questions, experiences and
goals without any hesitation. Another objective of the programme was to provide guidance and
motivation to children to identify and achieve the goals as aspired by them. One of the interviewees
explicitly mentioned that these goals may not necessarily have to be academic in nature, but can
include sports, music or any extra-curricular activities as well. It was more about identifying pathways
and sharing experiences in order to facilitate the goals pursued by a mentee. For example: Archana
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spoke about her mentee, Rashi, interest in learning about computer and desire to establish a computer
learning centre. This then led to Archana teaching Rashi how to operate a computer and work with
tools such as Microsoft Office. In similar context, Priya who was Shruti’s mentee aspired to become a
software engineer. Shruti who had completed software engineer degree explained how her own
experience and knowledge can be leveraged in providing guidance for Priya to pursue and achieve her
aspiration.
In addition to this, Shruti mentioned other objectives of the programme according to their
understanding. Shruti mentioned that the programme aims to provide an opportunity for children to
introspect themselves. She said that the curriculum was activity-based wherein the mentee are
provided a chance to undertake the activity, introspect, realise and internalise the morale of that
activity.
Shankar was the only one interviewee who mentioned life skills as one of the programme objectives.
However, he explained that the objective was to equip the mentees with an understanding of the
importance of life skills. The focus was to make the mentees realise the importance to pursue and
learn different life skills, rather than just imparting the life skills that is given in the curriculum.
In sum, the interviewees stated that the primary objective was to establish a strong bond between
mentee and mentor; and provide guidance and motivation to mentees to pursue their aspirations. It is
good to observe that the interviewees felt that the primary objective was to listen to mentees
aspirations and provide guidance to achieve that goal. Although the development of life skills was not
articulated as one of the objectives, the mentors did focus on life skills by adhering to the curriculum
which is discussed in detail later.
Do’s and Don’ts of Mentorship:
The interviewees spoke extensively about the guidelines on what to do and what not to do as a mentor
during the one-day workshop. These guidelines include: (a) setting boundaries and expectations, (b)
encourage self-reflection, (c) provide guidance rather than direction, and (d) adhere to commitment.
Setting boundaries and expectations: Here, it was emphasised that both parties – mentor and mentee –
should establish clear and appropriate boundaries right from the onset of mentorship in order to
promote a safe and healthy relationship. This was critical as mentors may take up different role during
the course of mentorship. The interviewees were informed about being conscious of the importance of
developing a strong relationship and emotional connection with the mentee, but aspects that involve
personal or financial favours/assistance are not to be encouraged. For example: the interviewees were
informed that
In addition to this, the interviewees were informed to establish clear boundaries on personal space and
time availability so that both parties – mentor and mentees – do not perceive that the other would be
available for a session or discussion whenever they wanted to. This would facilitate in being aware of
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the personal engagements and spaces of each parties thereby in setting appropriate expectations for
both the mentor and mentee. For example: Sania mentioned that she was very clear on setting the
boundary on her availability during the day – especially between 9 am – 8 pm. Her mentees were
aware that she has her own personal and professional engagements during this time. This ensured that
the mentees were aware that her delayed responses, even if they had tried to reach between 9 am – 8
pm, was due to this reason and not because she did not care about them or the mentorship. This
proved to be crucial as it avoided the problem of miscommunication between the mentor and mentee.
Encourage self-reflections: The interviewees spoke about being introduced to the concept of openended questions and then provided with different scenarios to experiment how these questions should
be put forth with an intent to encourage mentees to critically question about an action, idea, issue or
anything that they wanted to be discussed. In one scenario, Shankar noted that the interviewees were
taught to be patient and listen to whatever was being shared by the mentee. Then, the interviewee was
to ask open-ended questions to make the mentee critically think about his/her action/idea/issue/topic.
In another scenario, Shruti and another mentor attending the workshop were asked to play the role of
mentor and mentee so that they can experience the difference in responses to close-ended and openended questions; and second, to understand the various ways in which they can ask open-ended
questions to encourage the mentee to share, question and discuss the way forward. In essence, the
interviewees were being taught to play the role of a facilitator wherein they facilitate the process of
self-reflection by asking open-ended questions. The interviewees realised that the main objective is to
let the mentee raise questions critically to become aware of the situation and identify the solutions that
needs to be undertaken by themselves.
Guidance rather than direction: This brings us to the emphasis on providing guidance to mentees and
not directing the next course of action. The interviewees stated that this was emphasized to encourage
self-realisation by mentees, come up with ways to handle the situation and identify the necessary
directions/solutions thereafter. For example: Sania mentioned that this made her realise about her own
character of being type-A kind where she would take charge of the situation and complete the
necessary tasks. As a result of the workshop, she consciously took steps to be more patient and not to
get overtly involved. In other words, she decided to take a step-back, listen to the mentee rather than
impose her own thoughts, and provide guidance where required.
Adhere to commitments: The interviewees spoke about the importance of scheduling the sessions and
adhering to that commitment as agreed upon by the mentor and mentee. The programme mandated
that mentor and mentee to have these sessions for about 6-8 hours per month. While they were
allowed flexibility to decide their own time and place as per their convenience, the interviewees were
informed to adhere to the agreement without any deviation. The interviewees were informed about the
negative consequences that may arise in the event of not committing 6-8 hours per month in addition
to not conducting the sessions at the agreed upon time. In one example: Abhay spoke about his
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discussion with one of the case managers on this matter. The case manager stated that building a
strong relationship between mentor and mentee is crucial for the proper implementation of the
programme. It was thus important to have as many sessions as possible to develop that trustworthy
bond between the mentor and mentee.
In the event that these sessions are not conducted as scheduled, the mentee who would have build up
expectations of meeting the mentor would feel let down thereby leading to breaking the trust or
resulting in a weak relationship between the mentor and mentee. More problematically, it could lead
to raising self-doubt in the mentee as he/she would perceive the failure of the mentor to show up for
the session as his/her own inability to meet the mentor’s expectations. This in turn can have farreaching negative consequences which could have been easily avoided in the first place. In essence,
the interviewees should be conscious of the negative consequences of failing to meet a commitment
wherein it could negatively affect the welfare of a mentee.
Evolution of Mentorship
After the workshop, the interviewees were introduced to their respective mentee in presence of an
employee from Mentor Together. The interviewees were provided a little background about the
mentee prior to that meeting. All the interviewees stated that they did not go for that first meeting with
any expectation. Yet, there was a bit of nervousness and anxiety about the first meeting with the
mentee. Shankar mentioned that the first conversation was the toughest in the entire mentorship as
this was his first time being a mentor and the act of being introduced to an adolescent in that capacity
was completely new to him. He also mentioned the same was true for the mentee and it took about
couple of meetings to be able share a sense of comfort and ease for both the mentor and mentee.
While the other interviewees did not explicitly mention this, they did indicate that they had similar
experiences in the first few meetings.
Besides this, Shankar mentioned that the mentees initially perceived him as a teacher. The primary
reason being that the mentees had only experiences with teachers or adults from NGOs or charitable
activities who were teaching academic subjects. This was the first time for the mentees to be engaging
with a non-family adult who was not tasked with the role of a teacher, but a mentor. Shankar had to
spend time and effort to make the mentee realise that he is someone the mentee can trust and share
frankly anything that he/she felt like. Thus, the mentor and mentee had to initially spend time just to
get an understanding of each other and worked towards alleviating any misconceptions.
“For me, mentor and mentee meant more than a friend, because if I was not a friend to her she would
not open up with me. So, I am just going to tell her something and she is going to listen to me.” –
Shruti.
The interviewees undertook efforts to make the mentee comfortable and encouraged them to share
their thoughts or experiences. All interviewees said that they began by sharing their experience during
that particular week thereby taking the first step in opening up a conversation apart from the activities
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mentioned in the curriculum. This in turn motivated the mentees to open up and share their experience
of events that happened during that week. This opened the path for the interviewee to build up the
confidence and trust with his/her mentee thereby in establishing a strong relationship with the mentee.
Here, the interviewees observed that conversing in the mentee’s native language helped in developing
a sense of closeness and belonging. It must be reiterated that one of the criteria for matching between
mentor and mentee is the ability of the mentor to communicate in the language comfortable to the
mentee. Abhay mentioned that the common language will facilitate in reducing the chances of
miscommunication. He further added that this may not ensure successful match or strong relationship
but at least it would eliminate the possibility of a match failing owing to communication, culture and
social factors.
In addition to these efforts, the interviewees mentioned that they adhered to the curriculum in their
sessions with the mentee. They believed that the curriculum was developed to aid in building a strong
relationship between mentor and mentee, in addition to enable positive changes in the mentee’s life.
Shruti recounted her experience of the first activity that was undertaken with her mentee. The activity
involved creating an image of a heart with their own fingerprints. She said that the activity highlighted
the fact that the mentor and mentee are different and unique in their own way. Yet, they are to work
together as team to complete the curriculum and achieve their goals during the period of mentorship.
The interviewees continued to implement the activities given in the curriculum. The approach adopted
by the interviewee was based on their understanding that the activities were not only for the mentee,
but also something that they have to undertake as well. They thought that this act of undertaking the
activity simultaneously and along with the mentee would facilitate a greater discussion between the
mentor and mentee thereby creating an opportunity to better understand the lessons from that activity
itself. For example: Shankar explained that there was an activity where one has to write down the list
of things that he/she likes or dislikes. In this, Shankar and his mentee, Rajini, wrote down the list of
things as prescribed in the activity. Then, both Shankar and Rajini started comparing and discussing
the reasons why they liked or disliked a particular activity. Thus, they were able to have a longer and
in-depth discussion wherein each were able to present a different perspective for liking or disliking a
particular activity.
Much more than that, Shruti stated that doing the activities along with her mentees provided a unique
opportunity to understand each other better which may not have happened by just sharing the events
or experiences during a particular week. She spoke about an activity where they had to create a board
with clips from newspapers or any other sources to depict the goals and aspirations. Both Shruti and
her mentee, Priya, created their own board with pictures and images depicting their goals and
aspirations. At the end, they realised that the two of them had a lot in common in terms of what they
aspired to become in the future. In addition, Shruti realised that her mentee had lot more aspirations,
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say travelling to different places and others, which did not come up in any of their earlier discussion.
Thus, both the interviewee and the mentee were delighted to realise that they had a lot of
commonalities in terms of goals and aspirations; and second, it was an opportunity for Shruti to
become aware of the other aspirations of the mentee. Overall, the interviewees stated that the practice
of doing an activity along with their mentees resulted in better understanding of each other, gain new
perspectives and additional information about the mentee.
Next, the interviewees stated that they would always go prepared for a session in terms of going over
the activity by themselves, collecting necessary material such as newspaper articles, youtube videos or
any other inputs which thought would aid in better understanding of the activity, and finally spend
time on understanding the lessons from the activity itself. They said that it was important to be
prepared as they wanted to ensure that the mentees were provided with every chance to understand
and imbibe the lessons from an activity. This did not mean that the interviewees would go for a
session and begin to deliver the curriculum as a teacher would in a classroom scenario. They were
well aware that the sessions should not meant to replicate a teacher-student scenario but provide a
platform for the mentee to engage with the activity, critically think, question and reflect upon the
lessons.
To explain better, a typical session would begin with the interviewee and mentee recollecting the
activities and lessons from the previous session. This facilitated in understanding whether the mentees
retained the lessons from the previous sessions. Second, it also helped in creating a sense of natural
progression from one activity to another; in addition, exploring the linkages from one activity to
another. After this, the interviewee and mentee would read through the activity scheduled for that
session. This was followed by explanations if the mentee found any difficulty in understanding the
activity. Once everyone had clarity about the activity, the interviewee and mentee would go on about
carrying out the exercises such creating a vision board, writing down list of likes or dislikes and so on.
Then, the interviewee and mentee would examine each other’s work and begin to share their thoughts
and experiences. These discussions were held with an objective of facilitating the mentee to arrive at
their own conclusions and lessons. The session was ended with reinforcing the lessons from the
current activity. The interviewee said that they would encourage the mentees to implement the lessons
the following week. The mentees were motivated to take the lessons and adopt in their own life – say
with friends at school or parents/siblings at home. This was another strategy adopted by the
interviewee to make the mentees realise that the lessons from these sessions are to be made use in
their day-to-day life. For example: Sania spoke about encouraging her mentees to practice active
listening with her parents and siblings at home, and with friends at school after a session that explored
active listening. The experiences of the mentee in these real-life exercises were then discussed in the
following session.
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The interviewees stated that they would plan to undertake the activities as described in the curriculum.
But they were willing to deviate from such plans whenever it was required. Syed who was being
mentored by Vikram faced a severe physical ailment because of which he was struggling with his
confidence and attitude towards life. Vikram mentioned that they would plan to undertake an activity
which was not necessarily sacrosanct. He would deviate from that plan and discuss other things which
were more pertinent to Syed in a session if the situation demanded such actions. Vikram felt that his
mentee needed someone to listen to the problems or issues faced on a day-to-day basis. In addition, he
thought that any lessons or activity will not have its true effect if Syed is struggling with his
confidence and trust issues. Thus, Vikram had conversations with Syed on these matters whenever
required rather than being focussed on just delivering and completing the curriculum.
It was not always the serious issues that made the interviewees to deviate from the activities planned
in a session. Rashi described a session where she found her mentee excited and wanting to tell her
about the sports day being organized by her school. She decided to have conversations about the
sport’s day and found out that her mentee was participating in an event during the sports day. Hence,
they spent the entire session discussing about what and how the mentee is going to perform, the
overwhelming anxiety she felt whenever she performed in public events, and exploring different ways
to overcome that fear. Thus, the interviewees were willing to deviate from planned activities to
informal discussions whenever they felt that it warranted such an action.
Apart from the curriculum, the interviewees stated that they also worked on improving the ability of
mentees to read and communicate in English. This was owing to requests from the mentee or their
parents who felt that this skill is really important to succeed in pursuing higher education and in the
labor market. Given this, the interviewees encouraged the practice of reading English newspapers, and
books in addition to conversing with the mentee in English. In addition to this, the interviewees also
played games and puzzles with the mentee just as a means to make the sessions from becoming
monotonous where they just keep doing the curriculum. They also felt that the games and puzzles
facilitated in bringing another side of the mentees to the fore thereby helping in establishing a deeper
bond.
As the end of one-to-one mentorship came about, which was 1.5-2 years since the beginning of
mentorship, the team from mentor together started providing group sessions such as career workshops
and tuition sessions for academic subjects. The tuition sessions for academic subjects were provided
to enable the mentees score higher marks in their tenth board examination. The career workshops
were aimed to provide information to the mentees about different job opportunities that were
available. In addition, it was to facilitate in the mentee’s decision about which stream (science, arts, or
vocational) to pursue in their senior secondary and tertiary education to attain the aspired job. All the
interviewees mentioned that the career workshop was an eye-opener to everyone – including
themselves. It expanded the horizon of their understanding of available jobs in the market. For
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example: interviewees narrated that the speakers at the career workshop asked everyone the different
elements that are required to make a pickle. They used this particular example to highlight the
different personnel in the chain of production to transform the raw materials into the final product and
then make it available for sale in the market.
In addition to this, the career workshop led to a detailed discussion with the mentees on identifying or
revising their aspirations. The mentees invested time and effort to map the course of action that needs
to be pursued to attain their aspired job. Abhay mentioned that his mentee, Praveen, had earlier stated
that he wanted to become Deputy Commissioner. The mentee later decided to revise his aspiration to
becoming a journalist. The decision was based on understanding that he wanted to raise questions
about the injustice and corruption prevailing in the society – which he felt that he will be succumbed
to be part of even if he becomes an IPS officer. He did not want to be part of it and looked at the next
best job opportunity that would allow him to do so and focused upon becoming a journalist. Further,
the mentee realised that the necessary efforts and time required to appear for the examination and then
become Deputy Commissioner may be too demanding on his resources especially given the economic
background of his household. Here, it is important to highlight that the mentee took an informed
decision considering all aspects of his life and still decided to identify a job which aligned with his
fundamental desire which is to raise questions about the current functioning of the society. Abhay did
mention that he thought the mentee had the determination and capabilities to become an IPS officer
and felt a bit disappointed that he chose to take up arts in pursuit of becoming a journalist. But he still
respected his decision to do so and continues to support him in his pursuit.
Similarly, other interviewees and their mentees continue to meet whenever both parties were free and
able to do so despite the fact that the formal programme is over. For example: Shruti said that she
heard that her mentee was waiting for her parents to get the admission forms for PUC colleges (senior
secondary level). Instead, Shruti decided to take her mentee from one PUC college to another picking
up admission forms and working on filling the admission form. Thus, the end of mentorship did not
mark the end of relationship between the interviewee and the mentee. Even at the time of our
interview, which was almost a year after the program completion, the interviewees are still in touch
with the mentee and vice versa. While the contact is not frequent as before, the relationship between
the interviewee and the mentee continues.
Difficulties faced by mentors during mentorship:
While we observed general pattern in how the mentorship evolved over the time period, the
interviewee did state there were certain difficulties that they faced during the course of mentorship.
The intrinsic characteristics of the mentees and the time constraints were two main difficulties that the
interviewees faced during their mentorship.
Intrinsic Characteristics of Mentee:
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While most interviewees did mention that the mentees were reserved and silent initially, they were
able to overcome this over the time period. The interpersonal dynamics played a significant role in
initial stages and also in developing the relationship over the time period. It also attenuated the
difficulties in cases wherein two mentees were being mentored by a single mentor. Among our
interviewees, there were two mentors – Abhay and Sania – who were tasked with the responsibility of
mentoring two mentees each. They stated that they were given the additional responsibility owing to
the fact that they can communicate in the native language of the mentee. In both these cases, the
interviewees felt that there were differences between the two mentees in terms of their willingness to
open up and share their thoughts and experiences, ability to understand and grasp the lessons from the
activity-based curriculum, and demands of the household.
We explain this by taking the example of Abhay and his mentees – Praveen and Rishi. Abhay felt that
Praveen was sharp, well-rounded, determined and extrovert whereas Rishi faced difficulty in
understanding activities, shy and timid in nature. In addition to difference in personality, Rishi was
expected to help his father in his business where he had to work long hours burning the night candle.
As a result, Rishi was physically exhausted thereby not being able to concentrate properly during the
sessions, Praveen did face expectations from his parents to carry out domestic duties, say taking care
of his siblings, but not as much as Rishi.
These differences played a role in how the mentorship evolved over the time period. Initially, Abhay
and his mentees would meet and go over the activities. The presence of two mentees did not cause any
problems in developing the relationship between Abhay and his mentees. This was because the two
mentees were close friends and knew about each other’s life which played a key role in being
comfortable and trust-building among the three of them. Abhay observed that it may have been
difficult to encourage a mentee to share their thoughts, issues and experiences in the presence of
another if they were not close friends. He further commented that efforts would have to be invested to
not only build a strong relationship between the mentor and mentee, but also between the two mentees
as well. Despite the closeness between the two mentees, Abhay did mention that he felt that he was
not able to get as close as possible because of the two different personalities.
During sessions, Abhay had to spend more time to explaining the activity or the lessons from the
activity to Rishi relative to Praveen. It was not that Praveen would understand everything the first
instance, rather it was just that Rishi needed much more time to comprehend and understand the
activity. Here, Abhay spoke about not being able to provide individualised attention with which they
were tasked with. However, he scheduled sessions and implement the curriculum as intended. The
fact that Praveen was pro-active about scheduling the sessions was helpful to carry forward the
momentum.
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Over the time period, Rishi dropped out of school and mentorship owing to the demand to actively
engage in his father’s business. This was despite several attempts made by case managers and other
members from Mentor Together to convince Rishi’s parents to send him for his sessions. For
example: Abhay mentioned a conversation with Rishi’s parents where the team from Mentor Together
was explaining that they would devise the mentorship which aligns with the vocational-based skills to
facilitate his engagement in business activities. Despite this, the parents decided not to send him to
participate in sessions. Once Rishi dropped out, it became one-to-one sessions with Praveen whose
proactiveness in scheduling meetings with his mentor facilitated in carrying forward the relationship
and also undertaking the activities given in the curriculum.
Time Constraints:
“Because I used to go for a lot of trekking that time in 2015 when I joined. I had to cut out on a lot of
things, those things, initially it was a challenge. But the time I realised that this has to be part of me
until I complete it at least, then I think once the expectation was set in my curriculum as well I think
that was ok” – Shankar.
All interviewees were duly informed about the time commitments of mentorship. They are selected to
engage with the programme as mentors only after ensuring that they can adhere to such commitments.
However, two interviewees spoke about the time constraints at different stages of the mentorship. In
the first case, Shankar faced the time constraint at the beginning of the mentorship programme.
Although he was informed duly earlier, he did not expect the quantum of time that would be required
to schedule and undertake a session in its true spirit. The prior experience of teaching academic
subjects or lecturing on specific topics to children did not take such commitments, thereby he had
wrongly adjudged the quantum of time and effort required to mentor an adolescent. He mentioned that
one has to be properly engaged at all the time to be able to mentor properly, which was not like the
teaching assignments where the contact with children was less frequent and demanding. Given this, he
experienced in managing his personal commitments and mentoring commitments during the initial
stages. But as the quote above states, the difficulty was overcome as he re-arranged his personal life
and revised his expectation towards mentorship.
In the second case, Abhay faced challenges in having time to meet with his mentees at a later stage in
mentorship. He was pursuing an educational course in addition to his regular employment. This meant
that he was engaged with the course work during weekends and holidays. Thereby he was constrained
for time and did not have much free time anyways to be able to attend to his commitments with
Mentor Together. This in turn translated to not being able to meet his mentees as much as the
programme demanded and also as much as he wanted to. Thus, the pace of mentorship and frequency
of sessions with the mentee reduced during this time period. But Abhay managed to retain the
relationship with his mentee – Praveen – by keeping in touch over the phone and meeting whenever
the occasion allowed him to do so. As mentioned earlier, a major reason for the relationship to
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continue uninterrupted by the time constraints faced by Abhay was due to the mentee’s effort and
interest in keeping a continuous engagement with his mentor – Abhay.
Striking the right balance between curriculum and mentee’s requests:
“Mostly when the exams were near, say we were meeting one day or two days before the exam we
would do that kind of an exercise….. Because when the exams were nearer it was very difficult to get
their attention on anything other than their subjects, so we ended up having that.” – Shankar.
Shankar mentioned that there were requests from his mentee to teach academic subjects, especially
just before their examination. It should be stated that this was qualified as a minor challenge that the
interviewee faced during his mentorship. While he understood that mentorship is much more than
teaching, and mentors should avoid being teachers thereby transforming the sessions into tuition
classes. He mentioned that this was reiterated several times by the case managers and other members
from the Mentor Together team. It should be noted that the team did not strictly outlaw such efforts
but reinforced that the fact the objective of mentorship is much broader. Second, it was important not
to leave scope for mentor and mentee to perceive mentoring sessions as tuition classes. While the
intent and necessity of this was very clear to Shankar, he mentioned that there were times – especially
during examination time period – that this was in direct conflict to the essence of mentorship. He felt
that this was a genuine request which was arising out of the need to score better marks in the
examination. Second, he felt that it was his responsibility to listen to and facilitate the efforts made by
his mentee. Third, he explained that his mentee was focussed on preparing for the examination
therefore requested for assistance in that effort. He felt that refusal to teach academic subjects as per
his mentee’s request would be counter-productive and harm the relationship between him and the
mentee. Therefore, he decided to teach them whenever there was a greater need to do so, but took
efforts to not encourage such requests in any other time. In sum, the challenge was to find the right
balance between that mentee’s desire to perform well in academics and the necessity to align with
objectives of the programme.
Role played by Mentor Together during the period of mentorship:
A team was assigned to provide guidance and support to the mentors and mentees, monitor the
progress of mentorship and organise activities such as the career workshop, summer workshop, trips
to amusements parks to facilitate greater experience of mentorship. The interviewees mentioned that
the team was very dedicated and pro-active about following up with mentors and mentees to
understand the progress and challenges, thereby providing guidance to correct the course of
mentorship whenever required. Overall, the role played by the team at Mentor Together can be
categorised into: (a) Being the sounding board, (b) Provide guidance and support, (c) Create learning
opportunities, and (d) Taking active steps in enhancing mentorship experience.
Being the sounding board: The interviewees mentioned that the team took up the role of being
sounding board. The mentors felt that the office and the personnel was always open to discuss the
51

curriculum, ideas for new activities, and issues that they faced during the mentorship. For example:
Vikram mentioned that the idea of career workshop came about during one of the discussions with the
team. He felt that the conducting the career workshop showed that they not only listened to the
suggestions or issues but actively made efforts to invest and implement the suggestions to promote
positive change and experiences for the mentees.
Providing guidance and support: The team had mandatory and regular check-ins which is a phone
conversation between the case manager and mentor to discuss the activities undertaken and progress
made every month. The interviewees felt that these regular check-ins provided opportunities to
discuss at length their thoughts, ideas and issues faced during that period. It also provided a platform
to listen the suggestions from the team on the next course of action. Given that the interviewees were
first-time mentors, they felt that the check-ins provided constant and continuous support thereby
enabling them to provide better mentorship to their mentees.
In addition to check-ins with the mentors, two-three personnel were constantly engaging with the
mentees at the ground level. The engagement with the mentees provided the team facilitated in
developing a bond and also facilitating in transparent discussion about their experiences from
mentorship. The interviewees stated that these engagements with the mentees by the team, and the
regular check-ins provided them with information to understand the experiences of the mentees
thereby correct the course of action or style of delivery whenever required. These engagements also
gave credibility to the suggestions as the interviewees felt that it incorporated experiences of the
mentees. Second, they felt that the mentees would get guidance from the Mentor Together team on
how to take forward their mentorship. They felt that it really helped to know that the personnel from
Mentor Together had a direct and close bond with the mentees as then they would be able to respond
to situations at all times. Thus, there was another source of support system to engage with for the
mentees.
Create learning opportunities for mentors: All interviewees stated that they took a lot of learning
from the regular check-ins from the Mentor Together team. Apart from that, the team organised
sessions for mentors to come together, share their experiences and thoughts on how to face or handle
a situation. This was informal where mentors voluntarily participated in these sessions. The
interviewees who attended these sessions, even though not regularly, stated that they learnt new
insights, different perspectives, and ways to approach a situation faced during mentorship. The
experiences shared by other mentors also made them realise that the problems that they are facing are
not unique to their mentor-mentee pair but a commonality across different mentor-mentee pairs. The
sharing of experience and voicing out their challenges helped in creating a bond between the mentors
itself. In addition, it provided opportunities for interviewees to learn about new activities, or
additional resources to deliver the curriculum, from other mentors.

52

Taking active steps in enhancing mentorship experience: In addition to one-to-one mentorship, the
interviewees mentioned that there were activities conducted by Mentor Together such as teambuilding activities, summer camps, and career workshop. Shruti mentioned that the team-building
activities provided an opportunity for mentors and mentees to come together and provide a platform to
discuss different topics. Next, the summer camps were organised during the holiday season right after
the final examination. These camps provided an opportunity for mentees to participate and showcase
their talents in drawing, paintings, dance and other co-curricular activities. Thus, these activities
helped in enhancing the experience from mentorship for both the mentors and mentees.
Perceived role of mentor in mentee’s life:
The mentors, with guidance and support from the Mentor Together team, developed a strong
relationship with their mentees; then encouraged mentees to critically think, discuss and derive
lessons from the activities given in the curriculum. But, as mentioned earlier, mentorship is much
more than imparting and learning lessons. So, what was the role did the mentors play in the mentee’s
life?
Not all interviewees were able to articulate clearly their larger role in the mentee’s life, beside the fact
that they discussed and encouraged the mentees to apply their skills such as time management,
emotional management, decision-making, and others in their life. Two interviewees namely Sania and
Shankar were able to articulate their role in the mentee’s life during the period of mentorship.
Sania stated that sharing about her education, and work, in addition to her travels to different places in
the world, created aspirations among the mentees as well. The mentees realised that they would also
do all they wanted in their life, especially to pursue their own dreams and travel to different places as
Sania did. In essence, she was someone who was aspirational for her mentees. In addition, she played
the role of trustable and knowledgeable adult with whom the mentee’s felt comfortable to share their
experiences and discuss the course of action to achieve their academic and other pursuits.
Shankar stated that his role was to instil confidence and better equip the mentee to learn life skills on
their own. He explained that one would look into specific role played by a mentor in different phases
of the mentorship but then the entire exercise was to ensure that the mentees are equipped with the
confidence to be independent and continue to pursue their own goals even after the completion of
mentorship.
Suggestions for future mentorship:
All interviewees stated that they did not have any recommendations for mentorship provided by
Mentor Together. They mentioned that the curriculum was structured in addition to being able to
guide mentors on the activities to be undertaken during a session. The same sentiment was expressed
with respect to selection, training and guidance for mentors during the mentorship period. While
Shankar mentioned that the workshop was organised well with activities such as role play and others
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to ensure the mentors properly trained, he did suggest that conducting another training session after
six months into the mentorship would have provided great value to the mentors. He explained that the
first workshop was good but it was before any real experience of mentorship for the mentors. On the
other hand, he explained that conducting a training at the end of six-months of mentorship would be a
good point as mentors would have had first-hand experience of mentorship. Another important factor
for the six-month period was that it took that time for him to establish and develop a proper
relationship with the mentee. Thus, he thought the experience of being a mentor, even if it is only for
about six months, would aid the mentor to understand and derive a greater value from training
sessions.
“The design is good but if the implementation is not good then it would not be useful as a programme
right” – Shankar.
On the need for a second training, he explained that the curriculum was well-developed and had
potential to have greater effect on the mentee if implemented properly. He stated that there is greater
need for explaining very clearly “why” a particular activity is to be undertaken and ensuring that the
mentors understand this without any ambiguity. Without the training, he felt that this would be left to
the interpretation of the mentor who could just go about explaining and discussing the activity to the
mentees, but not in its true intended objective. Therefore, the recommendation was to conduct another
training session at the end of six-months with a very specific focus on providing clarity to explaining
“why” a particular activity is to be undertaken.
13.2. Experiences of Mentees:
In this section, we provide accounts of the experience of mentees in a case-study fashion. The
primarily reason to adopt the case-study approach was to bring out the experiences and positive
changes in mentees owing to mentorship. While there are several commonalities in experiences across
mentees, there are also differences which raises questions about the scope of the programme and
broader role of the organisation itself. In the first case study, we present the experiences of Praveen
who was mentored by Abhay to highlight the difficult and constrained background of a mentee, yet
who is determined to work hard and pursue his goal of fighting against social injustices. In the second
case study, we present the experiences of Priya who was mentored by Shruti. Here, the narrative
highlights the influence a mentor can have a mentee in addition to providing insights into how a failed
mentorship was resurrected by assigning a second mentor who had lot more commonalities with the
mentee than expected. It captures the evolution of mentorship and positive influences on the mentee
when there is a strong relationship between the mentor and mentee. In the third case study, we present
a special case of a high-risk mentee – Syed – who was mentored by Vikram. The experiences arising
out of this mentorship raises question and need to establish the boundaries for the scope of the
programme itself.
Case Study 1: Life Story of a Mentee
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Praveen comes from a joint family who were involved in agricultural activities in a district in North
Karnataka. He had two younger siblings – a brother and sister. He enjoyed a good relationship with
his parents and siblings. When he was in class 4, the family experienced severe loss in agriculture
which affected their livelihood. In addition to this, the agriculture land owned by the family fell into
dispute making it untenable for his parents to earn a livelihood. As a result, the family decided to
migrate to Bangalore. He felt scared and weird about moving to Bangalore probably owing to the fact
that the move meant losing all his friends, his relationship with teachers and a safe environment. The
migration was sudden and unplanned coming at a wake of severe economic loss.

Figure 19: Journey of Praveen – before, during and after mentorship

Probably owing to this, Praveen was not enrolled in any school for about two years after migrating to
Bangalore. He attributed this to his parent being uneducated and may not have placed greater
importance in their children continuing their education. Another constraint was that the family failed
to collect transfer certificates from his previous school. The transfer certificate is a document required
for transitioning from one school to another school. Without this, the school authorities were not
willing to give admission to him.
Fortunately, his uncle took the necessary steps such as getting the transfer certificate and enrolled in
class 5th in one of the government school near his residence. He lost two years of education in this
process, thereby had to enrol at a level (class 5th) in stead of a class 7th if he had pursued his
education without any break. While he was happy to be enrolled in school again, there was a sense of
anxiety owing to new environment and teachers. This had a counterproductive effect on him as he was
no longer interested in studies reflecting in absence of improvement in his academic performance.
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Despite this, he managed to continue his education and progress from one grade to another. When he
progressed to class 8th, he had to move to a school in addition to transitioning from Kannada to
English medium. In essence, the move was a change in school and medium although he wanted to
take up English medium to facilitate his dream of becoming a Deputy Commissioner to fight against
crimes and injustice in the society. He felt scared and lost interest in education as the new school did
not encourage any sport activities and the teachers were very strict. He mentioned that he was good in
playing kabaddi and wanted to continue that even in his new school. But the teachers were very strict
and did not given him any opportunity to play the game. He was very sad that he wasn’t allowed to
play kabaddi at all in the new school. Thus, this period prior to beginning of mentorship was filled
with disappointment and loss of interest in educational activities owing to change of place and lack of
trusted persons in the mentee’s life. Yet he was determined to pursue his dream of becoming the
Deputy Commissioner therefore wanted to work hard and perform well in his studies.
His first contact with Mentor Together was when two team members visited the school, formed the
students into groups, spoke about the programme and requested them to fill out some forms. At this
point, he was not aware of what it actually meant or why these activities need to be undertaken. He
assumed that there would be some games or entertainment for him to play.
He was introduced to his mentor, Abhay, with whom he was able to establish and develop the
relationship with ease. His mentor pointed out that his interest in attending the sessions and
participating in the activities facilitated the entire process. Once the bond was established, the mentor
introduced him to the different life skills provided in the curriculum. The sessions would take place in
a park close to the mentor’s house. The reason for that was he did not want his mentor visit his house
because of the environment at his place. While he was not very clear on what he meant by
“environment” at his home, other interviews with mentees indicate that they weren’t comfortable with
sessions being taken at their place. They were conscious of being at home, and presence of their
parents or siblings in the same or next room. The mentors also realised this and felt that the home
environment was not suitable in aiding an open and transparent discussions.
In each session, his mentor would explain the activity and its importance for about five minutes, then
they would undertake the activity and discuss for the remainder of the session. He stated that these
activities were very inspiring and got him to think on questions such as how to lead our life? how to
set our goals? what kind of rapport to be built with our family, how to build relationship with friends?
Further, he stated that he learnt about verbal and non-verbal communication skills, managing
emotions, positive thinking, time management, self-awareness, critical thinking, decision-making,
team work, leadership skills, and goal setting.
To illustrate, he did not know about time management before it was introduced as part of the
curriculum by his mentor. His mentor explained the concept and use of time management then
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recommended an exercise of writing down the activities and respective time taken during a day. This
was juxtaposed with his short term and long-term goals to identify, discuss and understand the
activities that should be prioritised or activities in which time can be managed better. This facilitated
in the realisation that there were activities which was considered as “wasting time” which could be
spent towards his primary interests. In addition, he incorporated his mentor’s advice on the need to
study in time and be prepared well, especially as he was progressing to tenth class. He said that he
revised his plans with lessons from these sessions and focussed more on reading and doing his
homework in order to do well in exams. He was able to understand the importance of time
management and also adopted it to improve his welfare. The use of the time management skills
continues today where he has made use of it in allocating his time to focus on his 1st Pre-University
Course (PUC).
Another example shows his self-awareness in critical situation at home and school. Praveen
mentioned that he is normally silent and prefers to understand the problems thereby resolving it rather
than escalating it to a confrontation with the other person. He understood that the parents may discard
his advice especially given that the family dynamics that exists in any household. But he would stepin and provide his advice on the importance of resolving issues amicably in the hope of managing the
situation whenever his parents would get into confrontation with each other. The same was true for
conflict situations that arose among his friends at school. In essence, he would step-in to facilitate in
resolving the situation but understood that it really up to the parties involved to do it, thereby did not
get emotionally upset about it. He was not aware about the situation and his position in these
situations, he showcased instances of being able to critically think about the situation, manage his
emotions and come up with solutions that may aid in resolving the issue.
In addition to sessions with his mentor, he also mentioned that he gained a lot by taking part in the
tuition classes provided at Mentor Together office. These tuition classes were scheduled to help the
mentees in preparing for the tenth board examination. While he was studious and determined to do
well in exams, he found it difficult to do well in maths and science subjects. He felt that the teacher
did not take the class to the classroom, which was his perception of teaching at school, but to each
individual mentee. Further, he was able to work on problems with other mentees who were attending
these sessions. Thus, he said that he was able to score better marks in both these subjects in the tenth
board examination.
As the mentorship progressed, and as he began to think about his goals more seriously, he decided to
revise his goal of becoming a Deputy Commissioner to being a journalist. This change in goal was
informed by the understanding that he really wanted to fight against crimes and social injustice. But
there were events occurring in the broader world which showed that the police are given bribes and
case is dismissed; whereas the problem continues to prevail in the society. He did not want to be part
of corrupt system. Another factor which may have played a role is the time taken and resources
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required to become the Deputy Commissioner. He took these factors in to account and made an
informed decision to change his goal to becoming a journalist so that he can legally fight against the
injustice in the society. This was followed up by enrolling for arts in his PUC and making efforts to
look out for opportunities to gain experience in journalism.
The above narrative clearly shows that there are positive changes in Praveen during the mentorship
period. Praveen went a step further by becoming a natural mentor to his younger brother and sister.
He teaches them what he learnt through his mentorship and provides advice on what needs to be done
and how is to be done to ensure that his siblings are able to purse their own goals. This shows that the
positives of mentorship are not limited only to the mentee but does spill-over in the form of advice
and guidance to others.
Finally, it is important to understand that the mentees did face their own challenges during the
mentorship. Praveen mentioned that there was backlash from his mother as he started to focus on
studies thereby spending more time reading and doing his homework. He said that his mother would
complain that he doesn’t undertake as much domestic duties as he used to before enrolling with
Mentor Together. Consequently, Praveen started to not tell his parents about his engagement with
Mentor Together. For example: he did not inform his parents while going to meet his mentor for
mentoring sessions. He tried to manage the situation by undertaking the domestic duties as expected
by his mother, and quietly continued to attend the mentoring sessions as planned. While it does show
his ability to manage a tricky situation, it does highlight the repercussions the mentee faces in
breaking from their expected role and in actually working towards their goals.
In addition to this, he faced severe time constraint and was not able to meet his mentor as he
progressed to tenth class. The school management decided to extend the class hours and schedule
tuition classes after school hours for students in the tenth class. These classes went on about till 5 pm.
After this, there was lot of homework to complete and study to prepare for classes. This meant that he
would only get done with school activities only late in the evening thereby not allowing for any time
to meet his mentor. Due to this, the one-to-one sessions were stopped so that he can focus on his
academics. Mentor Together organised for group activities such as career workshops to facilitate his
transition from high school to PUC level.
Case Study 2: Evolution of Mentorship – Failure to Success
Priya, the mentee, resides in Bangalore with her parents and younger sister. Her father is employed as
a gardener and mother is employed as a help in school. She describes her relationship with her parents
as good, but it appears to be much more complex. To explain, she doesn’t talk to her father much as
he consumes liquor on a daily basis. But she still likes him as he is never strict with her and her sister;
and doesn’t get angry and scold them if they question about his drinking habit. On the other hand, she
finds her mother to be very strict as she would go and talk to her teacher about her studies, ask her
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questions to understand the problem if she doesn’t score very well or whenever she steps out of the
house. Her younger sister is the only person with whom she is comfortable to share her experiences
and thoughts transparently. In terms of dynamics between her parents, she mentioned that there were
lot of fights at home. She did not understand why they were fighting and what they were fighting
about. At a later point, she understood that the fights were primarily due to economic difficulties and
children’s future career.

Figure 20: Shruti (Mentor) and Priya (Mentee) perspectives of their relationship

With respect to her, she went to school regularly, performed well in her studies and spent time playing
with her friends at school. She went about by-hearting the given material in order to score good marks
in examinations without any attempt to understand the subjects. But this changed as she enrolled in a
different school when progressing from 7th class to 8th class. This change had a negative effect on her
as she lost confidence in herself and interest in education. She did not specify any particular factor
such as new teachers, infrastructure or change in medium of instruction (say Kannada to English)
which triggered this negative effect.
Similar to Praveen, her first contact with Mentor Together was when two team members organised an
activity to inform about the programme and requested her to fill some forms. She also did not
understand the programme and its objectives at this point. Later, her friends shared their experience
with the programme and told her that they learnt about life skills and other things from their mentors.
This motivated her to approach one of the team members on when she would get a mentor – like her
friends did. She was introduced to her mentor – Vibha – who was much more interested in
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implementing the curriculum. She did not connect with the mentor as Vibha would come for a
session, teach the curriculum and enquire on what she learnt from the session. In retrospect, she
observed that it was a very disappointing experience. After only one month of mentorship, she was
informed that her mentor wouldn’t be coming for any more sessions. She felt very disappointed about
it and did not understand the reason for the mentor to stop the mentorship. She was then assigned to
her second mentor – Shruti – with whom she had a stronger relationship as both mentor and mentee
learnt from each other over the time period.
In their first meeting, she felt that her new mentor – Shruti – was communicative and confident than
her. She appreciated this characteristic of her mentor and embraced it into our life. This helped her in
being able to communicate with others more confidently, especially teachers and friends. It also paved
the path for her to go and spend time with her relatives and neighbours – something which she did not
do before meeting her mentor.
She noted that Shruti’s approach to delivering the curriculum was very different from the approach
adopted by her first mentor. In a session, Shruti would encourage her to think about the activity even
before beginning to undertake any exercise related to the activity. Shruti would ask her questions on
what the activity was about and whether she knew about this particular activity from her own life
experiences. Next, Shruti would go about the activity by undertaking each exercise simultaneously
with her. Then, they would compare what they have done and discuss to understand the different
perspectives thereby arrive at the lessons from the activity together. In addition to this, she mentioned
that Shruti would show her videos and other materials which helped her in understanding the activity
better.
As a direct result of mentorship, she was able to identify her career goals and undertake steps to
achieve that goal. She mentioned that there was no clarity about her career choices despite having
several doubts about it. She has had discussions with her friends about this earlier but unfortunately it
did not result in any definite plans or goals. During one of the mentoring sessions, Shruti had enquired
about her goals and career plans. She used this opportunity to enquire about the opportunities that are
available for students who take up science stream for their PUC levels. This led to the conversation on
why she wanted to take up science stream and which subject she wanted to pursue within the science
stream. At the end of this, she was able to identify computer science as the subject that she wanted to
pursue within the science stream, and also that the final objective is to become a computer engineer in
the long term. Both mentor and mentee then sat down to identify the steps required to achieve that
goal.
Another career-related discussion was triggered by the career workshop conducted by Mentor
Together. The workshop provided new information about several courses’ options and opportunities
in the job market. She had a detailed discussion about the different jobs that are available by
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considering commerce and arts stream in her PUC level. In addition to this, they had a conversation
about what success and achievement meant. Shruti, with the help of videos, provided two perspectives
on the understanding of success and achievement. In one hand, there was the perspective that one has
to score good marks and only then achieve greater heights in their life. On the other hand, individuals
work on their innate talent such as drawing, music, dance and others in order to achieve success in
their life. This considered these different perspectives in addition to the information on course options
provided during the workshop to decide upon her career goals. Finally, she decided to pursue
computer science in her PUC level and aim to be computer engineer in the future. Overall, the career
workshop and conversation with her mentor facilitated in broadening her understanding of success
and achievement, in addition to deciding her career goals.
One of the activities cherished by the mentor and mentee is the vision board activity. The activity
involved creating a board which depicts their vision for what they wanted to do and what they wanted
to become in their life. Both the mentor and mentee went out cutting pictures, newspapers clips, and
other materials to create their own vision board. At the end of it, Shruti mentioned that there was a lot
of commonality between her and the mentee. In addition, she uncovered that her mentee wanted to
travel to different places. She mentioned that they were happy to have spent time in creating the
vision board. From the mentee’s perspective, she thought of this activity as time travel and created the
board with what she would be doing at different point of time. She shared similar sentiment as her
mentor at the end of the activity. More interestingly, she placed the board in her bedroom so that she
could see it everyday when she wakes up and before going to sleep. She said that looking at the board
has increased her confidence and determination to manage time smartly in order to work on activities
that will help in achieving her vision.
Another positive change that was mentioned by Priya was that she is able to listen to others more
carefully and willing to step into their shoes to understand their perspective. She spoke of this more in
terms of how the relationship with her parents evolved after mentorship. As mentioned earlier, she
had a complex relationship with her parents. But now, she is able to understand her parent’s motives
and empathise with their struggles and sacrifices. Consequently, she understood the economic
difficulties faced by the family. This made her to do the same for other individuals in her life too. In
essence, she became more empathetic to others thereby understanding their hard-work, motives,
struggles and sacrifices.
Similar to Praveen, there were challenges faced by Priya during the course of mentorship. Her mother
was very careful about with whom she talks to, what she shares with them, and where she goes out.
She had mentioned that there were lot of questions about the interactions with her teaches and
whenever she wanted to go out with friends. She mentioned that her family was sensitive to gender of
the Mentor Together staff. In one incident, a male member of the Mentor Together team dropped her
home after a workshop. Both her mother and uncle weren’t happy about this and asked why is he
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dropping her instead of the female staff. Her uncle scolded that one cannot let children to be like that
and was not happy at all. She had to explain that the female staff who used to drop her home was not
available that particular day, hence the male staff came to drop her home.
Case Study 3: Case of High-Risk Mentee
Syed was a high-risk mentee who suffers from a physical disability causing congenital hair loss and
webbing of fingers. This has had adverse effect on his attitude, esteem, social activity and academic
performance. He feels isolated and feels that no one will understand his position and experiences. This
is despite the fact that his father and mother continue to provide care and support him at all times. In
addition, he makes consistent comparison with his brothers and surmises that he is not able to do
anything himself or contribute to the family in any manner. For example: he stated that his brother is
able-bodied therefore would start working which he can’t do given his physical condition. The family
migration from another district in Karnataka to Bangalore did not help his cause at all. The migration
was a daunting experience as it dislocated him from his known environment. In addition, he was made
to skip eight months of his school due to his sister’s marriage which resulted him having to repeat the
same class in another year. It also caused further social isolation as he is not age-appropriate for his
class and not able to make friends in his class. Thus, there is constant internal conflict that rages on
where he feels that his actions, desires, expectations and actions are limited because of his physical
condition.
Figure 21: Three perspectives on a story

On the other hand, his mentor – Vikram – found him to be sensitive to others feeling and experiences,
possessing extreme grit and determination to complete his tasks despite the physical condition, selfconflict and social isolation. Vikram stated that he had to be sensitive to him and took a lot of time to
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make him comfortable and develop the bond with him. He encouraged him to take up group activities
so that he slowly develops his social skills as well. They worked on setting goals, and developing his
interests – where Vikram found out that he had keen interest in arts and music. Syed knew the lyrics
of his favourite songs, which were many, and able to remember and improvise on it whenever he
wanted to. Given this, Vikram encouraged him to pursue this passion and continue to improve on it as
well. But this was never a linear process as the physical condition and the associated negative feelings
would eventually come back to affect him negatively. For example: Vikram had encouraged Syed to
participate in one of the group activities conducted by Mentor Together. Syed had promised and was
excited to take part in the activity. As promised, Syed got ready to participate in the group activity but
suddenly felt apprehensive at the last time thereby deciding not to show up for the activity itself.
Consequently, Vikram informed the team to narrate the activity over the phone so that he can do it
with his mentee at his house. As he approached the house and as Syed saw Vikram walking towards
him, he started running away from the house and towards the ground near his house. Vikram ran in
pursuit after Syed. He was able to calm him down after couple of rounds around the ground. Instead
of the activity, they decided to talk about this entire episode to make the mentee understand his
apprehension and reiterated the importance of participating in such group activities.
During this entire period, the team from Mentor Together provided guidance and support to Vikram
especially on the approach emphasising on the need for sensitivity and care for the mentee. They also
held detailed discussion on identifying ways and means to have a positive influence on the mentee.
For the mentee, they had arranged for a medical check-up to understand his physical ability and also
in the hope of finding a medical solution for this. While Syed and his parents did take him for the
medical check-up, they failed to follow up with the advice provided during the consultation. Both the
mentor and team from Mentor Together also failed to follow up with the mentee and his parents
immediately. At a later point, they did follow up and found out about the failure in follow-ups. The
very same day another medical consultation was scheduled, and processes were set up to ensure that
the follow-ups are undertaken properly without failure. While this made Syed happy and positive, the
team was made to think about the bigger questions on how to support the mentee whose demands
doesn’t fall within the scope of the programme. Then, should the programme scope, infrastructure and
network need to be broadened to support high-risk mentees suffering from any disability.
14. Discussion and Conclusion:
In this report, we evaluate the effects of life skills mentorship programme implemented by Mentor
Together. The mentorship programme has its foundations on the model proposed by Rhodes and
Dubois (2008) which emphasises on the extent of relationship established by the mentor and the
youth. Here, the relationship is characterised by mutuality, trust and empathy. The strong relationship
is then found to have positive effect on developmental outcomes namely socio-emotional, cognitive
and identity related. Second, the model hypothesises that these positive effects improve as the
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relationship continues for a longer time period. To be exact, Rhodes and Dubois (2008) states that
“effects were greatest when relationships lasted at least 1 year” (pp, 255). Thus, there are two
hypotheses here – (a) mentoring models based on relationship between mentor and youth can have
positive effects on developmental outcome for the youth; and (b) effect of mentorship improves
progressively as the relationship continues longer than one year. We test this hypothesis by providing
a mentorship programme with emphasis on building trust, mutuality and empathy thereby ensuring a
stronger relationship between the mentor and youth; and the programme is provided for a period of
three years to the youth to understand whether the unidirectional directional increase in effects is true
or not. To do this, we adopted a randomized experiment approach where we considered youth who
were at-risk and enrolled in 8th grade for our sample of treatment and control group. The treatment
assignment was done randomly on the basis of risk faced by the youth. Third, we collected data on
outcomes where the programme could have had a direct and induced effect. The outcome variables
which was considered to be a resultant of the direct effect of the programme include relationship with
mother and father, emotional well-being, social well-being, school well-being, self-esteem and
educational aspirations. The outcome variables which was considered to be a resultant of the induced
effect of the programme include school attendance during an academic year and marks obtained in
final examinations of 8th, 9th and 10th grade. Finally, the programme was provided to the treatment
group for a three-year period.
With respect to the direct effects of the programme, we find the highest effect of the programme on
the mentee’s relationship with mother and father. However, the nature of effect is not continued
increase in relationship between the mentee and father/mother as hypothesized. It was primarily
driven by the stabilization of relationship between the mentee and father/mother, whereas the same
deteriorated for the at-risk youth in the control group. The next highest effect of the programme was
found to be on the emotional and school well-being of the mentee, where the estimated coefficients
reveal an initial increase in the level of emotional and school well-being followed by very marginal
rate of increase from Midline to Baseline. Although this confirms to hypothesis put forth by Rhodes
and Dubois (2008), it is important to consider that the rate of increase may be small in magnitude as
mentorship continues for a longer period. This raises the possibility of existence of threshold level
beyond which the rate of marginal increase in outcome variables remains positive yet diminish in the
long run. Second, this suggests that establishing relationship can only lead to a certain magnitude of
effect on the outcome variables, after which point other modalities of intervention or incentive
structure need to be build on top of the established relationship to actualize a greater rate of marginal
increase in the outcome variables. The third highest effect of the programme was found to be on the
social well-being of the mentee, but again the estimated coefficients over the three-time period reveal
a reversion to level observed at the Baseline after an initial increase in the outcome variable. This
result needs to be viewed in the context of the fact that the Endline survey was conducted after the
64

results of tenth board examination was announced. The tenth board examination marks an important
stage in an adolescent’s life as it determines whether he/she continues his/her educational pursuit or
enter the job market or succumb to the responsibilities of domestic duties. It introduces higher level of
anxiety, stress and self-doubt as they approach the tenth board examination in India. Given this, the
reversion to the level observed before treatment would be manifestation of this anxiety, stress and
uncertainty experienced by the youth. Finally, we find positive but only marginal level of effect of the
programme on the mentee’s self-esteem and educational aspirations over the time period. Having said
that, qualitative interviews with selected mentees do provide insights into the fact that they were able
to identify the pathway to accomplish or achieve their desire goals in the future.
In sum, the findings reveal that there exists positive effect of the programme on socio-emotional,
cognitive and identity-related variables. We find variation in the magnitude of effect by different
outcomes as the mentorship is continued for a longer period. Second, it is not a linear progression as
hypothesized rather the marginal rate of the programme effect varies from progressive improvement
to diminishing yet positive rate to reversion to mean. This suggests that establishing stronger bond
between mentor and mentee alone doesn’t guarantee continued positive effect on the outcomes, rather
can be considered as a foundation to build on. Second, it is important to not assume that mentorship
programme will result in progressive improvement on all outcomes in the long run. The findings
reveal that the nature of effect varies by outcomes which needs to be considered in programme design.
With respect to the induced effect of the programme, the findings reveal that there exists positive
effect of programme on marks obtained in kannada (first language), mathematics, science and social
science after two years of exposure to mentorship. It should be noted that the marks obtained by
youth in both the treatment and control groups reduce over the time period. The observed effect is due
to the fact that the rate of decline in marks obtained by the youth in treatment group is relatively lower
than those in the control group. While this is a positive sign that the treatment group performs better
than the control group, it still needs to be investigated as to the reason for decline in marks obtained
across all youth irrespective of treatment and control group. One plausible reason could be the
increased level of difficulties in coping with curriculum in 9th and 10th grade for these subjects. But
this still needs to be investigated further to ascertain the actual reason/s which then can facilitate in
designing the programme in the future. In addition to this, we also find that girls score higher marks
than boys which is in alignment with the performance observed in the general population.
Our study confirms partially to the hypothesis proposed on the basis of relationship-based mentorship
model by Rhodes and Dubois (2008). While positive effects of the programme were observed, it is not
a linear progression as assumed rather varies considerably for each of the outcome variable over the
time period. Thus, it can be argued that establishing stronger relationship may not be necessary
condition thereby calling for different inputs, prioritisation and incentive components to be built in to
ensure a sustained positive effect in the long run. While the study provides important insights by
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making use of a randomized evaluation approach, it still needs to be noted that this is an underpowered study owing to considerable number of attritions of our sample over the time period. Future
work should take cognizance of this and need to consider different ways in which to resolve the
problem. In addition, research studies need to explore the reasons for mentees dropping out of
mentorship programme better in order to be able to incorporate better mechanisms to retain mentees
and continue their development.
From our semi-structured interviews with mentors and mentees, we find that there exists willingness
of both parties to engage, participate and be present in the mentoring relationship. While the mutuality
exists, the continued participation in mentorship over the three-year period is determined by the
demand of domestic duties and parent’s interest in investing in the mentee’s pursuit of education.
Second, the mentors emphasised on the establishment and development of trust, confidence and
relationship with the mentee in the initial stages. The mentors were not constrained by a time limit
within which the shared comfort and trust is established. The curriculum which was designed keeping
this into consideration also facilitated in providing the pair with structured activities to promote the
relationship. This is not to imply that all mentors established strong relationship at the completion of
Connect stage itself, rather it was about both parties being able to open up and share their experiences
and thoughts without hesitation. As this trust is established and mentorship progresses, the mentors
were able to deliver the curriculum by discussing the activities given in the curriculum and
encouraging the mentees to adopt the lessons in their day-to-day life. This ensured that the mentees
not only learn the lessons but also understand its value and reap the benefits immediately. Here, there
is a question on whether the mentees made use of the skills learnt in the long-term, even after
completion of the programme. We find evidence of few mentees have continued to make use of time
management, empathy, emotional management, and goal setting even after completion of the
programme. The mentees internalised the lessons from the curriculum thereby able to use it even after
the programme was completed. Having said that, it cannot be argued with certainty that this will
continue in the future and sustains at the same level in the long run. Jha et al (2019) find that the use
of skills learnt through a programme, thereby the programme effect, dissipates over the time period in
the context of women empowerment in rural India. Thus, it raises the question on how to ensure that
the mentees continue to make use of the life skills learnt through the mentorship in the long run.
Another matter to consider is the quantum and nature of training provided to mentors. The team
conducted a one-day workshop to train the mentors and provided guidance regularly through their
check-ins with the mentors. However, one of the mentors did raise a demand for a second training
which is much more focussed on providing the clarity on “why” a particular activity should be
undertaken. Without this, and left to the mentors, there is a possibility that the curriculum is delivered
without clearly understanding its rationale and intended outcomes. While we did not observe any
session therefore cannot ascertain whether the mentors understood the rationale and intended
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outcomes of an activity, we would agree with this suggestion and demand raising from a mentor in
principle. It is certainly necessary to ensure the curriculum is implemented in its true spirits and not
let to the perceptions of the mentors. We are aware that the team at Mentor Together has already
begun to consider different approaches to ensure that the mentors implement the curriculum in its true
spirits. Having said that, we would recommend that the team should take into account of what, why
and how the curriculum should be implemented – and not just focus on what and how the curriculum
should be implemented. Currently, the team through its monthly check-ins with the mentors
encourage conversations about the progress and act as sounding board to mentors. This facilitated in
organic implementation of the curriculum apart from ensuring all the checks and balances. We would
recommend that these check-ins are scheduled more frequently than a monthly basis to further
promote the organic implementation of the curriculum.
Finally, we find that the team at Mentor Together play a critical role in the mentorship. The team had
provided guidance and support to both the mentors and mentees at different levels. In addition, they
have also monitored the progress of mentorship and provided corrective measures as and when
required. More interestingly, the additional efforts of conducting summer camps, career workshops,
team-building activities and other group activities have enhanced the experience for both the mentors
and mentees. These activities went beyond the curriculum and focussed on developing the
relationship between the team and mentor/mentee as evidenced in the career workshop described
earlier. Thus, the team had played a greater role of investing and conducting additional activities
proactively and did not limit itself to playing the role of monitoring and support system.
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16. Appendix
Table A1: Descriptive Statistics of Outcome Variables at Baseline, Midline and Endline
Variables
Emotional Well Being
Treatment
Control
Total
Social Well Being
Treatment
Control
Total
School Well being
Treatment
Control
Total
Relationship with Mother
Treatment
Control
Total
Relationship with Father
Treatment
Control
Total
Self-Esteem
Treatment

Baseline

Midline

Endline

Number of
Observations

Mean

SD

Mean

SD

Mean

SD

64
43
107

3.326
3.336
3.33

0.48
0.437
0.461

3.443
3.318
3.393

0.53
0.505
0.522

3.445
3.361
3.411

0.557
0.564
0.558

64
43
107

3.818
3.92
3.859

0.507
0.535
0.519

4.068
3.939
4.016

0.406
0.461
0.432

3.871
3.877
3.873

0.54
0.485
0.517

64
43
107

3.628
3.823
3.706

0.686
0.664
0.681

3.749
3.871
3.798

0.635
0.574
0.611

3.761
3.821
3.784

0.674
0.597
0.642

61
46
107

3.255
4.032
3.589

0.284
0.501
0.549

3.252
3.296
3.271

0.249
0.245
0.247

3.216
3.291
3.248

0.319
0.27
0.3

54
44
98

3.204
3.851
3.494

0.326
0.628
0.581

3.222
3.274
3.246

0.245
0.367
0.306

3.234
3.311
3.268

0.291
0.253
0.276
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3.377

0.375

3.456

0.357

3.429

0.392
68

Control
Total
Education Aspirations
Treatment
Control
Total
Attendance
Treatment
Control
Total
Marks - First Language
Treatment
Control
Total
Marks - Second Language
Treatment
Control
Total
Marks - Third Language
Treatment
Control
Total
Marks - Maths
Treatment
Control
Total
Marks - Science
Treatment
Control
Total
Marks - Social Science
Treatment
Control
Total

46
109

3.457
3.411

0.29
0.343

3.522
3.483

0.403
0.377

3.479
3.45

0.401
0.395

66
45
111

0.715
0.769
0.737

0.119
0.118
0.121

0.751
0.779
0.762

0.125
0.093
0.114

0.733
0.768
0.747

0.142
0.113
0.132

39
44
83

87.844
86.187
86.966

8.568
10.253
9.478

86.847
85.616
86.195

7.845
8.943
8.417

88.499
86.734
87.563

7.614
8.688
8.199

46
44
90

64.522
64.636
64.578

16.981
16.989
16.889

68.304
62.302
65.404

19.825
21.688
20.846

62.4
62.365
62.383

24.822
22.622
23.643

45
44
89

61.511
56.091
58.831

14.81
15.429
15.279

60.578
57.302
58.977

17.212
16.609
16.903

57.041
49.696
53.447

24.438
23.322
24.055

46
44
90

64.587
57.864
61.3

16.705
15.249
16.275

60.727
55.775
58.369

17.599
16.819
17.309

60.021
55.391
57.755

24.849
20.326
22.746

45
44
89

59.422
56.818
58.135

12.509
11.835
12.182

52.6
47.279
50

17.138
13.843
15.755

49.208
48.878
49.032

17.651
14.273
16.002

45
44
89

59.422
58.636
59.034

15.953
16.577
16.177

53.283
51
52.193

17.689
17.908
17.728

46.479
45.761
46.128

13.334
13.788
13.489

45
44
89

58.756
57.341
58.056

14.677
13.395
13.996

61.065
57.522
59.333

19.929
17.802
18.897

54.063
49.282
51.723

23.026
20.582
21.879
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Selected Independent Variables
Control @ Baseline
Treatment @ Baseline
Control @ Midline
Treatment @ Midline
Control @ Endline
Treatment @ Endline
[Treatment-Control] @ [Midline –
Baseline]
[Treatment – Control] @ [Endline –
Baseline]
[Treatment – Control] @ [Endline –
Midline]
Composite Risk Index
Female [Relative to Male]
Scheduled Caste [Relative to
Schedule Tribe]
Other Backward Caste [Relative to
Schedule Tribe]
General [Relative to Scheduled
Tribe]
Other Minority Group [Relative to
Scheduled Tribe]

Emotional GWBS
LSDV
Random Effects
3.344***
3.331***
(0.073)
(0.075)
3.332***
3.323***
(0.069)
(0.065)
3.261***
3.260***
(0.087)
(0.086)
3.445***
3.438***
(0.077)
(0.077)
3.382***
3.374***
(0.095)
(0.095)
3.490***
3.509***
(0.084)
(0.077)
0.195
0.186
(0.146)
(0.113)
0.120
0.143
(0.158)
(0.141)
-0.075
-0.043
(0.168)
(0.137)
-0.298
-0.220
(0.216)
(0.192)
-0.130*
-0.119
(0.073)
(0.091)
0.582***
0.575***
(0.152)
(0.147)
0.643***
0.647***
(0.147)
(0.119)
0.580***
0.589***
(0.146)
(0.131)
0.543***
0.545***
(0.162)
(0.131)

Social GWBS
LSDV
Random Effects
3.941***
3.930***
(0.084)
(0.085)
3.831***
3.826***
(0.077)
(0.075)
3.894***
3.898***
(0.080)
(0.073)
4.091***
4.095***
(0.053)
(0.052)
3.866***
3.875***
(0.080)
(0.079)
3.938***
3.936***
(0.074)
(0.072)
0.307**
0.301**
(0.141)
(0.123)
0.182
0.165
(0.149)
(0.135)
-0.125
-0.136
(0.138)
(0.110)
-0.105
-0.059
(0.230)
(0.223)
0.012
0.025
(0.065)
(0.076)
0.220
0.207
(0.184)
(0.200)
0.287
0.283
(0.181)
(0.186)
0.196
0.193
(0.180)
(0.190)
0.152
0.141
(0.195)
(0.207)

School GWBS
LSDV
Random Effects
3.842***
3.819***
(0.107)
(0.105)
3.670***
3.645***
(0.100)
(0.097)
3.753***
3.785***
(0.097)
(0.096)
3.725***
3.722***
(0.089)
(0.089)
3.762***
3.778***
(0.098)
(0.095)
3.849***
3.839***
(0.103)
(0.097)
0.143
0.111
(0.185)
(0.151)
0.259
0.235
(0.199)
(0.167)
0.115
0.124
(0.189)
(0.132)
-0.622**
-0.404
(0.284)
(0.256)
0.037
0.076
(0.088)
(0.113)
0.493**
0.439
(0.235)
(0.297)
0.646***
0.623**
(0.229)
(0.267)
0.491**
0.460
(0.230)
(0.280)
0.534**
0.483
(0.247)
(0.305)
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Table A2: Estimation Results for the outcome variables – Emotional, Social and School Well-being [LSDV and Random Effects]
Note: In the above table, *** indicates significance at one percent level; ** indicates significance at five percent level and * indicates significance at ten percent level

Table A3: Estimation Results for the outcome variables – Relationship with Mother and Father [LSDV and Random Effects Model]
Selected Independent Variables
Control @ Baseline
Treatment @ Baseline
Control @ Midline
Treatment @ Midline
Control @ Endline
Treatment @ Endline
[Treatment-Control] @ [Midline – Baseline]
[Treatment – Control] @ [Endline – Baseline]
[Treatment – Control] @ [Endline – Midline]
Composite Risk Index
Female [Relative to Male]
Scheduled Caste [Relative to Schedule Tribe]
Other Backward Caste [Relative to Schedule
Tribe]

Relationship with Mother
LSDV
Random Effects
4.029***
4.027***
(0.077)
(0.075)
3.254***
3.253***
(0.039)
(0.039)
3.282***
3.283***
(0.042)
(0.041)
3.230***
3.263***
(0.037)
(0.036)
3.265***
3.265***
(0.044)
(0.043)
3.267***
3.265***
(0.044)
(0.045)
0.753***
0.754***
(0.099)
(0.101)
0.777***
0.774***
(0.105)
(0.099)
0.024
0.020
(0.081)
(0.081)
0.021
0.042
(0.123)
(0.128)
0.099**
0.101**
(0.044)
(0.043)
-0.152
-0.156
(0.132)
(0.110)
-0.073
-0.076
(0.135)
(0.117)

Relationship with Father
LSDV
Random Effects
3.864***
3.864***
(0.092)
(0.091)
3.233***
3.233***
(0.044)
(0.044)
3.271***
3.271***
(0.052)
(0.050)
3.227***
3.227***
(0.037)
(0.035)
3.289***
3.289***
(0.042)
(0.041)
3.250***
3.250***
(0.041)
(0.042)
0.588***
0.588***
(0.118)
(0.121)
0.592***
0.592***
(0.114)
(0.123)
0.004
0.004
(0.086)
(0.084)
-0.251**
-0.251*
(0.125)
(0.134)
0.097**
0.097**
(0.046)
(0.042)
-0.120
-0.120
(0.151)
(0.074)
-0.031
-0.031
(0.154)
(0.074)
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General [Relative to Scheduled Tribe]
Other Minority Group [Relative to Scheduled
Tribe]

-0.063
(0.135)
-0.107
(0.143)

-0.065
(0.114)
-0.111
(0.126)

-0.025
(0.154)
-0.101
(0.164)

-0.025
(0.078)
-0.101
(0.108)

Note: In the above table, *** indicates significance at one percent level; ** indicates significance at five percent level and * indicates significance at ten percent level

Table A4: Estimation Results for the outcome variables – Self-Esteem and Educational Aspiration [LSDV and Random Effects]
Self-Esteem

Selected Independent Variables
Control @ Baseline
Treatment @ Baseline
Control @ Midline
Treatment @ Midline
Control @ Endline
Treatment @ Endline
[Treatment-Control] @ [Midline – Baseline]
[Treatment – Control] @ [Endline – Baseline]
[Treatment – Control] @ [Endline – Midline]
Composite Risk Index
Female [Relative to Male]
Scheduled Caste [Relative to Schedule Tribe]

LSDV
3.452***
(0.046)
3.396***
(0.050)
3.491***
(0.065)
3.475***
(0.050)
3.471***
(0.062)
3.435***
(0.053)
0.040
(0.103)
0.020
(0.105)
-0.020
(0.116)
-0.168
(0.164)
0.070
(0.049)
0.068
(0.159)

Random Effects
3.447***
(0.046)
3.387***
(0.049)
3.498***
(0.063)
3.479***
(0.050)
3.471***
(0.062)
3.437***
(0.054)
0.040
(0.096)
0.025
(0.093)
-0.016
(0.082)
-0.082
(0.150)
0.080
(0.061)
0.048
(0.185)

Educational Aspirations
LSDV
Random Effects
0.769***
0.766***
(0.018)
(0.018)
0.073***
0.725***
(0.015)
(0.015)
0.772***
0.775***
(0.014)
(0.014)
0.760***
0.757***
(0.017)
(0.017)
0.768***
0.770***
(0.017)
(0.018)
0.719***
0.722***
(0.019)
(0.018)
0.027
0.024
(0.031)
(0.026)
-0.010
-0.006
(0.034)
(0.029)
-0.037
-0.029
(0.033)
(0.025)
-0.090*
-0.049
(0.052)
(0.046)
0.042***
0.045**
(0.015)
(0.019)
-0.000
-0.007
(0.037)
(0.053)
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Other Backward Caste [Relative to Schedule
Tribe]
General [Relative to Scheduled Tribe]
Other Minority Group [Relative to Scheduled
Tribe]

0.033
(0.160)
0.732
(0.157)
0.006
(0.164)

0.020
(0.182)
0.070
(0.184)
-0.014
(0.196)

0.040
(0.037)
0.018
(0.036)
-0.001
(0.042)

0.036
(0.052)
0.017
(0.053)
-0.005
(0.062)

Note: In the above table, *** indicates significance at one percent level; ** indicates significance at five percent level and * indicates significance at ten percent level

Table A5: Estimation Results for the outcome variable – Attendance [Fractional Probit and Population Average Estimators]
Selected Independent Variable
Control @ Baseline
Treatment @ Baseline
Control @ Midline
Treatment @ Midline
Control @ Endline
Treatment @ Endline
[Treatment-Control] @ [Midline – Baseline]
[Treatment – Control] @ [Endline – Baseline]
[Treatment – Control] @ [Endline – Midline]
Composite Risk Index
Female [Relative to Male]

Fractional Probit
0.866***
(0.012)
0.887***
(0.012)
0.854***
(0.012)
0.868***
(0.013)
0.849***
(0.014)
0.882***
(0.014)
-0.008
(0.024)
0.011
(0.024)
0.019
(0.025)
-0.286*
(0.161)
0.314***

GEE PA Effects
0.864***
(0.013)
0.886***
(0.013)
0.855***
(0.012)
0.869***
(0.014)
0.849***
(0.014)
0.884***
(0.014)
-0.008
(0.020)
0.013
(0.023)
0.021
(0.020)
-0.169
(0.151)
0.322***

73

Scheduled Caste [Relative to Schedule Tribe]
Other Backward Caste [Relative to Schedule Tribe]
General [Relative to Scheduled Tribe]
Other Minority Group [Relative to Scheduled Tribe]

(0.056)
0.012
(0.097)
0.026
(0.098)
-0.056
(0.089)
0.082
(0.114)

(0.070)
-0.003
(0.132)
0.014
(0.128)
-0.059
(0.117)
0.083
(0.159)

Note: In the above table, *** indicates significance at one percent level; ** indicates significance at five percent level and * indicates significance at ten percent level

Table A6: Estimation Results for the outcome variables – Marks in Kannada, Second and Third Language [Fractional Probit and Population
Average Estimators]
Selected Independent Variables
Control @ Baseline
Treatment @ Baseline
Control @ Midline
Treatment @ Midline
Control @ Endline
Treatment @ Endline
[Treatment-Control] @ [Midline –
Baseline]
[Treatment – Control] @ [Endline
– Baseline]
[Treatment – Control] @ [Endline
– Midline]

Marks in Kannada
Fractional Probit
GEE PA Model
0.658***
0.655***
(0.023)
(0.022)
0.664***
0.664***
(0.027)
(0.028)
0.604***
0.601***
(0.029)
(0.030)
0.673***
0.667***
(0.026)
(0.027)
0.616***
0.619***
(0.031)
(0.031)
0.620***
0.627***
(0.035)
(0.034)
0.061
0.057
(0.051)
(0.046)
-0.003
-0.001
(0.058)
(0.050)
-0.065
-0.058*
(0.058)
(0.033)

Marks in Second Language
Fractional Probit
GEE PA Model
0.587***
0.588***
(0.022)
(0.022)
0.609***
0.609***
(0.023)
(0.022)
0.565***
0.568***
(0.021)
(0.022)
0.583***
0.579***
(0.023)
(0.023)
0.498***
0.506***
(0.030)
(0.030)
0.562***
0.572***
(0.028)
(0.027)
-0.005
-0.010
(0.042)
(0.023)
0.041
0.045
(0.051)
(0.033)
0.047
0.055*
(0.050)
(0.030)

Marks in Third Language
Fractional Probit
GEE PA Effects
0.596***
0.595***
(0.019)
(0.019)
0.634***
0.628***
(0.023)
(0.024)
0.567***
0.572***
(0.025)
(0.026)
0.589***
0.579***
(0.024)
(0.024)
0.563***
0.567***
(0.028)
(0.028)
0.605***
0.609***
(0.031)
(0.031)
-0.016
-0.027
(0.043)
(0.025)
0.004
0.010
(0.050)
(0.033)
0.020
0.036
(0.053)
(0.033)
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Composite Risk Index
Female [Relative to Male]
Scheduled Caste [Relative to
Schedule Tribe]
Other Backward Caste [Relative to
Schedule Tribe]
General [Relative to Scheduled
Tribe]
Other Minority Group [Relative to
Scheduled Tribe]
English Medium [Relative to
Kannada Medium]

-0.443*
(0.234)
0.428***
(0.073)
0.357***
(0.122)
0.430***
(0.117)
0.399***
(0.113)
0.318**
(0.132
0.208***
(0.071)

-0.354*
(0.181)
0.412***
(0.085)
0.420***
(0.130)
0.399***
(0.124)
0.428***
(0.109)
0.410***
(0.137)
0.184**
(0.083)

-0.366*
(0.191)
0.253***
(0.058)
0.113
(0.099)
0.300***
(0.091)
0.265***
(0.096)
0.175*
(0.106)
0.370***
(0.058)

-0.393***
(0.152)
0.259***
(0.079)
0.098
(0.114)
0.291***
(0.104)
0.255**
(0.109)
0.162
(0.126)
0.375***
(0.083)

-0.055
(0.198)
0.143**
(0.061)
0.197*
(0.114)
0.413***
(0.114)
0.306***
(0.106)
0.143
(0.123)
0.313***
(0.058)

-0.014
(0.174)
0.175**
(0.078)
0.122
(0.117)
0.352***
(0.124)
0.245**
(0.097)
0.010
(0.131)
0.327***
(0.082)

Note: In the above table, *** indicates significance at one percent level; ** indicates significance at five percent level and * indicates significance at ten percent level

Table A7: Estimation Results for the outcome Variable – Marks in Maths, Science and Social Science [Fractional Probit and Population Average
Estimators]
Maths
Science
Social Science
Selected Independent Variables
Control @ Baseline
Treatment @ Baseline
Control @ Midline
Treatment @ Midline
Control @ Endline
Treatment @ Endline
[Treatment-Control] @ [Midline

Fractional Probit
0.578***
(0.016)
0.600***
(0.016)
0.468***
(0.019)
0.527***
(0.025)
0.487***
(0.022)
0.489***
(0.023)
0.037

GEE PA Model
0.581***
(0.016)
0.600***
(0.017)
0.474***
(0.020)
0.520***
(0.025)
0.490***
(0.021)
0.500***
(0.022)
0.028

Fractional Probit
0.599***
(0.020)
0.592***
(0.025)
0.505***
(0.023)
0.542***
(0.022)
0.454***
(0.021)
0.476***
(0.022)
0.044

GEE PA Model
0.598***
(0.021)
0.588***
(0.025)
0.504***
(0.023)
0.541***
(0.021)
0.455***
(0.021)
0.484***
(0.021)
0.047*

Fractional Probit
0.600***
(0.021)
0.580***
(0.022)
0.579***
(0.022)
0.619***
(0.028)
0.493***
(0.029)
0.535***
(0.032)
0.050

GEE PA Effects
0.591***
(0.022)
0.579***
(0.023)
0.578***
(0.023)
0.609***
(0.028)
0.493***
(0.029)
0.544***
(0.033)
0.042
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– Baseline]
[Treatment – Control] @
[Endline – Baseline]
[Treatment – Control] @
[Endline – Midline]
Composite Risk Index
Female [Relative to Male]
Scheduled Caste [Relative to
Schedule Tribe]
Other Backward Caste [Relative
to Schedule Tribe]
General [Relative to Scheduled
Tribe]
Other Minority Group [Relative
to Scheduled Tribe]
English Medium [Relative to
Kannada Medium]

(0.037)
-0.020
(0.038)
-0.058
(0.043)
-0.112
(0.148)
0.236***
(0.045)
0.289***
(0.079)
0.358***
(0.077)
0.361***
(0.070)
0.368***
(0.088)
0.209***
(0.045)

(0.017)
-0.008
(0.026)
-0.036
(0.026)
-0.153
(0.102)
0.202***
(0.057)
0.259***
(0.082)
0.336***
(0.085)
0.343***
(0.065)
0.288***
(0.105)
0.241***
(0.066)

(0.043)
0.028
(0.042)
-0.016
(0.043)
-0.0705
(0.161)
0.197***
(0.055)
0.289
(0.185)
0.280
(0.182)
0.301*
(0.181)
0.210
(0.185)
0.170***
(0.053)

(0.025)
0.039
(0.032)
-0.008
(0.027)
-0.024
(0.152)
0.186**
(0.073)
0.230**
(0.101)
0.244**
(0.095)
0.257***
(0.091)
0.147
(0.110)
0.184**
(0.074)

(0.045)
0.051
(0.053)
0.001
(0.056)
-0.085
(0.180)
0.230***
(0.062)
0.010
(0.230)
0.145
(0.227)
0.121
(0.228)
-0.009
(0.232)
0.311***
(0.061)

(0.031)
0.063
(0.043)
0.021
(0.036)
-0.105
(0.173)
0.221***
(0.082)
-0.049
(0.115)
0.097
(0.105)
0.064
(0.115)
-0.077
(0.128)
0.308***
(0.084)

Note: In the above table, *** indicates significance at one percent level; ** indicates significance at five percent level and * indicates significance at ten percent level
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