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Abstract 

In this study, 1 am exploring the multiple perspectives both mentors and mentees 

hold of the mentoring process as they are experiencing it. The focus is on the 

meatorship of university students within an academic support program at a Canadian 

University. These students have failed at the end of their fist year but have been 

p e t t e d  to return the next year on certain conditious. These conditions are that they 

take only three courses and attend a twice-weekly academic support class. My work 

attempts to gain insight into the effectiveness of such support programs and whether 

their m e n t o ~ g  components show themselves to be meaningfùl. 1 also sought to try to 

understand the dynamics of the mentoring process through the eyes of both participants 

in the mentoring relationship. 

1 have designed an interpretive methodologid approach that seeks to 

understand how others (mentor and mentee) make sense of their Iived experience. The 

focus is on the shifting dynamics of these dyadic relationships. A series of semi- 

structured open-ended interviews were used to understand the participants' experiences. 

The mentoring relationship has shown itself to be powerfùl in the lives of the 

participants. Meaningfûlness of the mentoring relationship was demonstrated when the 

relationship had shown itself to be worthwhile for the parties involved. 

Mentees had expectations that their mentors fùifÏ11 d e s  of knowledge giver, 

role mode4 coumeIlor, advisor, and perhaps surrogate parent. In all cases, the mentor 

was able to provide one or some of these roles for the mentee. The mentee, in turn, 

accepted this support and benefited in some way f?om it. Program recommendations 

were made for the fùture mentors as well as administrators. 
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Chapter 1 

Introduction 

Mentoring has a long history and can be traced to Greek mythology (Adams & 

Adams, 1997; Beech & Brockbank, 1999; Dondero, 1997). This study focuses on 

mentorhg in relation to student development at the university level. 1 have chosen to 

study the rnentoring relationship for many reasons, some of which are a desire to want 

to help students in need, to make some perceived difference in the students' lives, to 

know if the mentoring reiationship is meankgfiil and to improve upon the mentoring 

relationship with gods for M e r  study- 

There has been a multitude of research done on the mentoring process over the 

last ten years. Much of this research focuses on the re1ationsh.p between senior and 

junior individuals within professional organizations (Allen & Poteet, 1999; Gibb, 1999; 

Jensen, 1995; K m  & Isabella, 1985; McManus & Russell 1997; Murrell, Crosby, & 

Ely, 1999; Phillips-Jones, 1999), gender effects in mentoring (Burke & McKeen, 1996) 

mentoring between peers (Carr, 1998; McDougall & Beattie, 1997; Rhodes, Haight, & 

Bnggs, 1999), mentoring within graduate school and professional schools (Lichtenberg, 

1997, Luna & Cullen, 1998; Shalonda & Schweitzer, 1999; Willis & Diebold, 1997) 

and between disadvantaged young people and a secure, more knowledgeable senior 

individual (Baldwin Grossman & Tierney, 1998; Blinn-Pike, Kuschel McDaniei, 

Mingus & Poole Mutti, 1998; Dondero, 1997; HoIland, 1996; Hughes, 1997; Kagee, 

Naidoo, & Mahatey, 1997; Rogers & Taylor, 2997; Royse, 1998). This study will focus, 

instead, on the nature of the mentoring process within an academic support program in a 

University setting. 



Forma1 and informa1 mentoring are increasingly visible in business 

organizations (Phillips-Jones, 1999), comunity organizations and schools (Dondero, 

1997; RiveMew High School, 1999). The mentoring relationship has been described as 

a nuriurhg process, 

The mentoring relationship is vitaily important in iife and is dynamically 

complex The essentials of the mentorhg relationship include the mentor's 

ability to call forth and validate the ideal in the student, to inspire a searching 

and inquisitive quality for knowledge, and to have an awareness of the 

devebpmental phases of the student and himeIf or herself to make successfid 

t eacbg  interventions (Davis, Little & Thornton, 1997, p. 70). 

Mentoring is an old and valued idea. A mentor has come to be defined as a caring, 

mature person who forms a one-to-one relationship with another person who needs care, 

advice, information, and to share career and life experiences. Mentoring is unlike 

classroom practice in that it takes into account their "own style of thinking and learning, 

so that every problem solving contributes to self-building" (Nicola, 1997, p. 149). 

Mentors are perceived as especially valuable to young people requiring assistance. 

"Mentors represent a cornmitment to values, and they prornote a sense of personal 

worth, foster self-realization, help broaden opportunities, and assist in making 

intelligent choices" (Dondero, 1997). The valuable nature of the mentoring process is 

that the mentor provides a social support system for the mentee. Thompson (1995) 

clearly defines social support as social relationships that provide materials and 

resources that the recipient values. Mentors can aid young people in applying their 

academic knowledge to their everyday life and improving their academic abilities. As 



well as assisting in academic development, the mentor must also be able to express 

empathy for the mentee in times of need. Blinn-Pyke et al- (2998) noted t h  besides 

providing expressive, instrumental and intangible supports, the mentor aiso provides 

quasi-parenting in many cases. They define a quasi-parent as sorneone who gives the 

support generally assumed by the family, someone who is informed by the mentee of 

the intimate details in hidher me, and someone who is involved in both the exciting and 

mundane aspects of the mentee's me. 

There is no single profile that a mentor must match. Mentors can be selected 

nom the corporate world, small businesses, non-profit organizations, government, and 

higher education, just to name a few. However, more important than the resource pool 

for finding mentors are the mentor's personal characteristics. A mentor should have a 

stable personal life and if applicable, professional life. She should also be willing to 

offer advice, fnendship, confidence, and empathy. In essence, the mentor must accept 

the mentee as a specid persun and perhaps be cornfortable with extreme differences 

(Dondero, 1997). Ailen and Poteet ( 2  999) discuss ideal mentor characteristics. The 

results of their content analysis study showed that the ideal mentor should possess, 

among other amibut es, listening and communication skills, patience, howledge, ability 

to understand others, honesty and tmsiworthiness, genuine interest, self confidence, and 

be people orient&. It is also important that both mentor and mentee try to make the 

most of the mentoring relationship. When asked about effective mentoring, the 

participants in the AUen and Poteet study responded overwhelmingly with the need to 

establish an open communication system. Other responses were setting standards, goals 



and expectations, establishing trust, allowing mistakes, and being flexible (Allen & 

Poteet, 1999). 

These techniques are thought to be important in establiskg an effective 

rnentoring relationship. However, it is obvious that neither all mentors nor dl mentees 

will possess al1 of the skills and techniques that contribute to an effective mentoring 

relationship. It- is important that the mentors are well intentioned and that 

characteristics which are lacking couid be addressed through mentor orientation and 

training. These training and orientation sessions should cover many topics such as 

schedding meetings, resowce and support personnel available for guidance and 

uiformation, how to improve listening skills, mentor sîrategies, the benefits of 

mentoring, liability issues, as well as program limitations and student confidentiality . 

Purpose of Studv 

The objective of this research is to examine the nature of the mentoring process Within 

an academic support program at a Canadian university. My research question is: 

What is it in the nature of the rnentoring process that makes it rneaningful? 

Meaningfblness will be dernonstrateci if the relationship is worthwhile for the parties 

involved and both parties bene& in some way. A set of terms used throughout the 

study will now be clearly defineci. It is important that clear meaning is attached to the 

dekitions. 



Definition of the terms 

Mentoring Relationship - a developing relationship occum'sg between a less 

experienced person and a more experienced persoq a senior (in some way such as 

knowledge, age, Iife experience) and junior individud, or between peers that fosters a 

relationship. 

Mentor - The mentor semes career and pyschosocial fùnctions (Kram, 1988). Career 

functions can include sponsorship, exposure and visibility, coaching, protection and 

providing challenging assignments. Psychosocial fùnctions include role modeling, 

acceptance and confirniation, counselling and fnendship. He or she is seen as guide, 

sponsor, advisor and /or perhaps a surrogate parent. 

Mentee or Protégé - The rnentee or protégé is the more junior individud (in some 

way, such as age, knowledge, life experience) who has the opportunity to gain 

fkiendship, counselling, acceptance and codhmation, sponsorship, coaching, protection, 

challenge, role modeling andhr exposure and visibility. He or she is seen as someone 

who is a leamer, novice or beginner in some aspect, who is under the care of the 

mentor. 

Academic Support Program - A university rnandated progrm for students who have 

failed their first year of university with a G.P.A of less than 1.0. Individuals sign a 

contract to attend an academic support classroom session twice weekly, hand in 

assignments when due and participate in classroom discussion These students must 

apply to take part in this program and pay a fee of $1000.00 if wishing to participate. 

The students are also required to meet with a mentor once weekly for approxirnately 

one hour. If the individuals receive a GPA of 2.0 to 2.5 (dependhg on program) or 



greater at Christmas, then they are fiee to make arrangements with their instructor about 

whether or not they will continue to participate in the classroom aspect of the program. 

However, it has been strongiy suggested that these students continue their mentoring 

relationship regardless of theu early success. Students making less than the 2.0 GPA 

will stay within d l  aspects of the program until April. In January, there will be an 

opporîunity for other 'at rÏskY students to become part of the academic support program 

for the second semester. This program will be caiIed the student success program. It 

has been decided that these new students will not be paying the $1000.00 fee because 

they are entering mid-year. 

Dysfinctional or Troubled Merrtoring Relationships - relationships that change over 

time and becorne dissatisQing ancilor destructive as individuds needs, interests a d o r  

circumstances change. Dysfunction or trouble occurs when the relationship is not 

workixig for one or both of the parties involved. One or both of the parties' needs are not 

being met and one or both of the parties are d e r i n g  distress. The dysfiinctional or 

troubled mentorhg relationship may be characterked by pleasant or unpleasant 

interactions between the individuals involved but ultimately f i s  to achieve the desired 

actions or goals of the relationship. 

Personal Narrative 

This is my story. Many individuals told me that persond stones are easy to 

write because they are about oneself. However, this has not been the case for me. I 

thought about my choice of thesis topic - why did 1 choose to focus on mentoring and 

why mentoring in relation to an academic support program? 



Until I carne to university, I had no concept of what it felt like to be 'lost' in 

school. What 1 mean by lost is that feeling of floundering that we get when we are not 

sure why we are in a place and we don't know what to do while there. fnevitably, that 

feeling of being lost cornes if you don't feel you belong. I may have had one or two 

experiences when I didn't feel I was prepared for a test or an exam. However, it was 

ody a test or an exam and being 99% prepared was enough to feel like I could survive. 

Lookiag back, I can alrnost see who was lost in my elementary school classes. 

What did 1 think of them then? Why would the teacher break the class into the ''fast 

group" and the ccsiow group?" Were those the words of the teachers? Were those the 

words of the students? Al1 1 really cared about was that r was in the fast group. Yet, 

rny heart ached for those other students. However, that was not enough for me to want 

to give up rny place. This b ~ g s  d l  kinds of questions to my rnind. Was this just an 

acceptable practice at this time? Where were these children's parents? Were they not 

aware of the situation? Did they just accept this stigma as the fate of their children? 

Did they not know they could do something about it? Could they not do something 

about it? Did they, perhaps, try and fail? Why do 1 still remember these pictures so 

vividly in my mind? Do 1 feel guilt? Could I, as a child of 6 to 11 years, do anythmg 

about this? I don't h o w  the answers to these questions but that does not rnean the 

questions retreat to the back corners of my mind. 

1 have thought about these issues since 1 was in elementary school. 1 felt 

fortunate to be in the fàst group. Yet, 1 feared it was possible that at any time I could be 

puiled into the slow group. It is also interesting to note that no one ever crossed the 

boundary. No one came over to 'our side' and we did not go over to theirs. I often 



wonder if these children thought as much about the possibility of breaking out of their 

caste and crossing over as 1 had fear about being put into their group. Was there hope 

for them? Maybe they did not even feel separated. Yet, I remember those faces. 1s it a 

coincidence that my best niends were in the smart group? Most of the class was invited 

to each other's birthday parties, but we lmew who our best Eends were. 1 also asked 

myselfwhy only three girls were put into the "slow group" and why only one boy was 

put in the 'Yast group?" There were probably thirty children in the class. Why is it 

mostly boys in academic support programs? 

Our teachers had us Ieave the class when it was t h e  to work on 'Yàst group" 

activities. We would go to the French room and work on our Ianguage arts. When 

finished, we could talk and do other things. I remember writing a play in grade six. 

The tacher gave us time in class to rehearse for the play. Ody the "fast groupy' got to 

take part in the play. The others sat in the$ seats and watched us swing our swords and 

dance around. To this day, f feel badly about that play. 1 felt badly then as well. 1 did 

not predict the end results. 1 watched these same thùigs go on all through grade school. 

When 1 began university, it was my turn to feel lost. 1 could not believe this was 

happening to me. I cau't even Say it brought me back to reaiity because 1 was aware of 

the reality the whole t h e .  It may have been that 1 was homesick, it may have been that 

I didn't like my courses, or maybe it was both of those things. 1 began to lrnow what it 

felt like to be drowning on dry land on a day to day basis. 1 did not know what to do. It 

did not seem there was myone at school to help. I was at a huge university. It was then 

that 1 realized how forninate 1 was to be so close to my farnily. They were there to 



support me so 1 didn7t feel so lost. Unfortunately, not everyone is so lucky. However, 

this gave way to large telephone bills. 

I could have let my academics slip. 1 know 1 feit like t. I'm not sure 1 knew 

that would be acceptable. It was part of who 1 was to do well. What if 1 chose law? 

M a t  if I chose graduate school? I needed good grades to get into these programs. 1 

needed good grades for me! 1 was miserable. 1 studied al1 the time without many 

breaks. Who expected this nom me? I realize now, only myself Why was 1 in this 

fiame of mind? Did it bave something to do with my past school experïences? 

Graduation approached and came and decisions had to be made. 1 decided 1 

wanted to be a teacher. It seemed like a d e  choice, a lot safer than three years of law 

schoof. Mer d, I had always liked school and 1 iïked working with chiidren. 1 was 

surprised by my teacher education 1 actually enjoyed what I was leamkg. Most of the 

information seemed real and useful. 1 could take it into the world and use it. 1 began to 

see light in that university darkness. 

When 1 began m y  practice teaching, 1 saw what that feeling of being lost looked 

like on other people. I wanted to help. 1 wondered if the support was there for me in 

university and 1 just wasn't aware of it. Maybe people just weren't aware support was 

needed, especially if you didn't have a real problem. It arnazes me how quick others are 

to judge the seriousness or lack of senousness of other people's issues. There is always 

the financial dilemma. Some people will not take on extra responsibility without 

funding andJor support. 

Many of the students 1 worked with were leanüng disabled. I wanted to foster a 

coxmection with these students so that life would be more enjoyable for them. 1 wanted 



them to want to corne to school. 1 was able to c o ~ e c t  with some of these students and 

they opened up before my eyes. 

Mer 1 graduated, 1 became involved in a program where 1 helped develop 

curriculum and courses for learning disabled shidents. 1 didn't start out there but 1 was 

willing to show my perseverance and energy to get where I wanted to be in the school 

system In the process, I taught many courses I did not enjoy teaching but I did what 

was required of me to reach the next level. 1 was qualified to do the job; these just 

weren't the ideal jobs. Throughout this time, 1 was seeing what it looked like to be iost. 

There was a sea of lost faces. Eventually, 1 reached the point where I was qualified and 

ready to be where 1 wanted to be at that time. 1 waited what seemed like a long time to 

do sornething not many of my colleagues wanted to do anyway! I know this because I 

taught in twenty-seven schools my first year as a substitute teacher. 

It became obvious there was a need for a program that could give students 

academic support to succeed. Many of the eligibIe students were leaming disabled and 

f lounde~g without any assistance out side their regular classroom environments. Some 

had academic and socid weaknesses in one area or another that were causing them to 

Iag behind. The school board wanted these students to have the opportunity to 

successfully finish high school. The board, with the help of the special services 

division, decided to develop a course. It was a leaniing strategies course and the 

Department of Education approved it as a locally developed pilot program in the 1996- 

1997 school year. The feedback was so positive firom parents, students and 

administration that they decided to draft a level II and level III of the course. This way 

it could be offered to grades 1 0, 1 1 and 12. 1 was fortunate enough to be involved in the 



planning of level II. When 1 left the board in the srunmer of 1998, level II had been 

approved and was in place in the schools. 1 have since talked to teachers fkom other 

school boards and was pleased to hear that the program was being oEered to L.D. 

students in their boards. The only weak link seemed to be the teachers. It required 

extra work on their part to fi11 out evaluation forms and surveys on a regular basis. 

There is stili much work to be done. 

I finally decided I could best meet the needs of the students I worked with if  1 

was wiiling to be formally trained as a counselIor. 1 wanted to have the option to give 

one to one assistance- 1 struggled with this idea for a long time. My answer actudy 

came to me one moming shortly afier my grandfatha died. 1 woke up and 1 just knew 

there were no more decisions to make. Why? I don't know. Maybe because life is 

short? Maybe because we should be happy? Even in my learning strategies classes, I 

sometimes had 12-16 students. Counselling was a way 1 thought 1 could offer so much 

more. 

I began to think about my thesis last April. I recounted my experiences and 

realized that it would benefit me most if 1 was able to help students who were 

considered "at risk." However, at that time, it was a mystery where 1 couid go fkom 

there. 1 still hadn't settled on any topics when 1 started the program in July. 1 wanted to 

research sornething 1 was interested in because I would be spending more than a year at 

it. One day in July, 1 had the opportunitty to speak with a person about academic 

support programs. She explained the importance of having mentors for the students 

who had fàiled orrt of university the previous year. These students were going to be 

given a second chance, for a price. 1 wondered if many second chances in life came 



with a price attached? 1 began to think about the program she descnbed and the 

individuaIs that would be involved. It made me think about rny leamhg strategies 

students. We tned so hard to make the high school experience a successful one for 

these students. What about transition planning? There was sorne, but not enou* In 

consultation with the school collll~ellor, we looked at universities that would be willing 

to offer extra support. We sent these students into the great wide open and then they 

disappeared. Did they succeed? Was any follow up done? None of which 1 am aware. 

1 suppose the students who went on to post-secondary studies did succeed in high 

school. However, the thing about learning disabilities and emotional difficulties is that 

they don't prevent you fiom going to university. They may prevent you fkom finishing 

your first year successfùlly. 

There are many reasons why the students in the academic support program 

failed last year and learning disabilities are just one. But this made me redize that 

sometimes, just gettiDg into university is not enough. What happens when they get 

there? I think support makes a difference. I befieve mentors can make the university 

experience better, if even for only one person. Then it came to me - I wanted to study 

mentoring. 



Chapter 2 

Review of the Literature 

The Roots of M e n t o ~ g  

Adams and Adams (1997), Beech and Brockbank (1999), and Dondero (2997) 

discussed the roots of mentoring as lying within Greek mythology. Odysseus gave the 

care of his young son, Telemachus, to his old friend, Mentor, so he could prepare 

himself for his long sea travels. The narne has since taken on the meaning of a more 

experienced person who forms a relationship with a less experienced person The more 

experienced person is able to provide the lesser-experienced person with advice, support 

and encouragement (Beech & Brockbank, 1999; Scott & Adams 2995). Bauer (1999), 

Chao (1998) and Kram (1988) identified the two broad fùnctions of mentors in today's 

society. First, they serve career functions such as sponsorship and coaching and second, 

they serve psychosocial functions such as fiiendship, counselling and role modeling. 

Opportunity for Growth 

Davis et al. (1 997) stated that the mentor nourishes a dream in a student and this 

wîlI set the student into creative flight, tempering idealism with the wisdom of 

experience. It would not be an overstatement to say that mentoring relationships are 

extremely important for educational and professional growth. The goal of the mentor 

should be to recognize a student's potentiai, have faith in the student's potential, and 

lady to inspire the potential to take form The mentor should want to foster a safe place 

for the student so that the student will feel fiee to expose hidher tme seE so the 

vulnerable position of unknowing can become bountifùl @avis et ai., 1997). 



Oualitative Lit erature 

The themes that emerged fkom the qualitative iiterature suggested that business 

senings have focused a great deal of attention on mentoring relationships. Knim (1 988) 

interviewed, at length, thirty yowg managers between the ages of 25 and 35 about their 

career histones which enabled them to reflect on their experiences and relationships. 

To make the circle complete, the senior managers aiso took part in a sequence of 

interviews. This stimdated new questions about the role peer relationships. One or two 

signincant others identified in the primary sample were interviewed. The final research 

sample consisted of twenty-five relationship pairs. These developmental relationships 

were found to provide funciions in two broad categories. Career finctions are the 

aspects of the relationship that enhance career advancement. These are sponsorship, 

exposure and visibility, coaching, protection, and challenging assignrnents. 

Psychosocial fùnctions are the aspects of the relationship that enhance a sense of 
- 

cornpetence, identity, and effectiveness in a professional role. These are role rnodeling, 

acceptance-and-CO-ation, counselling, and fiiendship. 

Beech and Brockbank (2999) conducted a case study of mentoring relationships 

in a hospital setting. The hospital was undergoing program change with an investment 

in management development. The research presented focused on observations, 

interviews, and research-focused discussions with managers and other participants in 

the mentorhg aspect of the management development program concentrathg on the 

nature of the mentoring process and the relationship. 

Kram and Isabella (1985) conducted a biographical interview study of 25 

relationship pairs which indicated that relationships with peers offer important 



alternatives to traditionally defhed mentoring in career development- McDougall and 

Beattie (1997) considered the positive effects of peer mentoring for managers and 

professionals. These non-hierarchical developmental relationships provided a valuable 

source of learning for those involved. A qualitative typolagy of peer mentoring 

relationships was presented and exploreci. Allen and Poteet (1999) presented the results 

of a qualitative study using semi-stnictured interviews and a three step content analytic 

procedure that investigated the characteristics that the ideal mentor should possess and 

the ways the mentors and protégés can make the mentorkg relationship more effective. 

Hughes (1997) discussed the results of an exploratory study that collected data 

in a non-business setting where 20 young adult inner city males were interviewed 

extensively. The respondents felt they had a greater chance of reaching young children 

who had expenences sirnilar to their own. However, its small sample size and lack of a 

longitudinal wmponent limited the study. 

Quantitative Literature 

An examination of the literature dernonstratecl the effects of mentoring within 

graduate and professional schools. Luna and Cullen (1998) discussed the results of a 

survey study administered to graduate hidents at a large cornprehensive university. 

The results strongly supported the significance of mentoring. Eighty-three percent of 

survey participants felt that mentors were important and 81 percent said they would be 

willing to mentor a peer or junior college student. Shalonda and Schweitzer (1999) 

detailed the results of a study on mentoring within a graduate school setting. Six 

hundred seventy participants completed a questionnaire for a response rate of 60.8 

percent. As predicted, the results revealed that having a mentor improved perception of 



academic life and academic climate. In a study by Larose, Bernier, Soucy, and 

Duchesne (1999) a model was tested positing that aîîachrnent style dimensions affect 

the individual's support network orientation and idluences the process of seeking 

assistance f?om college teachers. Data fiom two independent samples of college 

students using global and dyadic interaction reports of the quality of their help seeking 

behaviors were used to assess the model. 

Mentoring between a secure, more Imowledgeable older person and a 

disadvantaged young person was dso prevdent in the literature. Rhodes, Haight, and 

Bnggs (1999) examined the idluence of a mentoring program (Big Brothers - Big 

Sisters) on the peer relationships of foster youth in relative and non-reiative care. The 

youth iovolved, 959 adolescents, aged 10 through 16, were randomly assigned to either 

the treatment or control group and changes in peer relationships were examined after 18 

months. Foster parents were more Iikely to report that their cfild showd improved 

social skills, greater wmfort and trust interacting with others. Peer relationships of al1 

nodoster youth remained stable whereas treatment foster youth reported improvements 

in prosocial and self-esteem enhancing support. Royse (1998) examined m e n t o ~ g  as 

an intervention for at-nsk teens. Self-esteem, attitudes towards drugs and alcohol, 

grades, school attendance, and disciplinary infractions were examined using an 

experimental design, which necessitated random assignment of eligible youths to either 

a control group or the group matched with mentors. The shidy did not End quantitative 

evidence that mentors had a beneficiai impact upon mentees. Baldwin Grossman and 

Tiemey (1998) documenteci a randorn assignrnent evaluation with findings that 

suggested young people participating in a Big Brothers-Big Sisters program were 



significantly less Iikely to have starteci using ïllegal dmgs or alcohol, skip school or 

participate in violent behavior towards others. 

Kalbfleisch (1 997) presented three studies thai examined perceptions of 

communication strategies used in response to conflict events between mentors and 

protégés. These studies identified the fiequency of perceived conflict events and 

protégé preference in response to disturbing social relations with their mentor. Conflict 

event s compnsed of negat ivity, embarrassment, and disagreements were predictive of 

provocative and distancing responses while conflict events comprised of disagreements 

approached significance in predicting pragmatic appeasement responses. 

Bauer (1999) and Burke and McKeen (1996) detailed gender effects in 

mentoring. Bauer (1 999) examined perceptions of fairness of mentonng relations hip S. 

A total of 124 mde and female participants were asked to fiIl out a survey. Several 

individual factors such as past mentoring experïences, having mentoring needs met, and 

interactions with gender were related to ratùigs of fairness. Burke and McKeen (2996) 

examined mentoring relationships of managerial and professional women. The data 

were collected f?om 280 female business graduates of a single university using 

questionnaires. Cornparisons were done of women having female and male mentors. 

Sirnilar experiences were reported with both male and female mentors. A hierarchical 

regression analysis indicated that mentor gender had no effects on levels of mentor 

fiinctions. 

Mixed Em~iricd Studies 

Gibb (1999) provided a substantive theoretical analysis of formai mentoring. 

Social exchange theory and communitanianism theory were developed as a number of 



s m d  case studies and one major longitudinal study case study was conducted. The 

research methodology mUred sweys and structureci interviews with qualitative data 

collection fkom the author's active participation in helping develop the forma1 

mentoring scheme. Findings indicate that forma1 m e n t o ~ g  is effectively impractical 

across a whole organization. 

In another mixed methods exploratory study, BIinn-Pike et aL(1998) described 

the process that occurs in relationships between volunteer aduk mentors and prepant 

adolescent mentees. Case records fiom 20 mentors were analyzed. In qualitative 

narratives, content analysis indicated the mentors provided expressive, instrumental, 

and instructional suppoa. A checklist provided quantitative data indicating issues 

identified in the adolescents' lives. Topics checked most frequently included 

infadchiild Gare and interpersonal issues. 

The Phases in the Mentoring Relationshir, 

Kram (1983) documenteci four phases in the mentoring relationship. These are 

initiation, cultivation, separation, and redefinition. In the initiation stage, the mentee 

and mentor go through the selection process. The mentor is assigned a mentee or in 

some cases a mentor is selected by a mentee. During this stage, the initial interactions 

involve learning thhgs about one another. The next stage, cultivation, involves the 

mentor and mentee in career fhctions, such as sponsorship, exposure and visibility, 

coaching, protection, and challenging assignrnents and psychosocial fùnctions, such as 

role modeling, acceptance and confirmation, counselling and fi-iendship. This is the 

stage where loyalty sometimes develops and the mentor gains valuable knowledge and 

support fiom the mentor. During the separation phase, the relationship will end. This 



codd be for many reasons such as relocation of one or both parties. The redefÏnition 

phase happens when the mentor and mentee develop more of a peer firiendhip. 

Adams and Adams (1997) also indicated the transition stages within the 

mentoring process but their focus was on the mentorship of university students. The 

first stage is apprehension. This stage occurs at the beginning when both parties feel 

anxious and uneasy. This is natural and an expected part of the process. As these are 

format pairings, the parties involved must get to know one another. It is important that 

the mentor know that it is hidher responsibility to break the ice. The second stage is 

testing. Many of the students involved in the formal mentoring process have been 

disappointed by adults regularly in their lives. The mentee may be expecting the usual 

treatment which can range kom inconsistency to Iack of cornmitment. They will tzy to 

protect themselves f?om disappointment by missing appointments, not retuming 

telephone calls or e-mails, and angry behavior. This phase is usually short lived. The 

next phase is trust. Gaining the mentees trust can occur early in the relationship if the 

mentor c m  show the mentee that their goals md drearns are important. The fourth stage 

is goal setting. This occurs after the mentor has gained the mentees' trust. The mentor 

can help the mentee establish and accomplish hisfher goals. The last stage is 

predictability. The mentor is sorneone the mentee can count on. This sets the stage for 

accessing the meatees thoughts and feelings. 

The Benefits of the Mentonne Relationshi~ 

When above stages are followed by mentor and mentee, it provides for positive 

m e n t o ~ g  relationships. A study by Reeves (1996) indicated that mentors were able to 

provide both emotional support and academic advising. The closeness that developed 



allowed a variety of topics to be discussed such as adjustment to college concerns and 

more complex interpersonal issues. These discussions were able to take place because 

the mentees perceived their mentors met their expectations of the ideal mentor and the 

mentor was able to use teachable moments to their advantage (such as assisting during a 

crisis). The combination of the above helped the mentees to trust thek mentors so they 

would feel comfortable sharing their experiences, frustrations and needs. As one mentee 

commented, 

I wasn't comfortable telling her things at est, because everyone puts up those 

walls. ..Once 1 kind'a sorted out what 1 felt about my mentor, 1 then decided, 

hey, 1 want to sit down with her more and talk to her.. .I could telf her just about 

anything. . X m  more open with her-a lot more open, with every aspect of my 

Me.. .Now she's my fiend, who's my mentor.. . (mentee, cited in Reeves, p. 165) 

Formal and Informal Mentorinq 

There are differences between fomd and informa1 mentoring. Chao, Walz and 

Gardner (1993) suggested that both mentors and mentees prefer the informa1 type of 

mentoring. Murray (1 99 1) defïned formal mentoring as: 

... a structure and series of processes designed to create effective mentoring 

relationships, guide the desired behavior change of those involved, and evaluate 

the results for the protsgés, the mentors and the organization with the primary 

purpose of systematically developing the skills and leadership abilities of the 

Less experienced members of the orgmhation. ( p. 5 )  

While in informal relationships, the mentee may select a mentor or the relationship may 

develop naturally. Allen and Poteet (1999) and McManus and Russell (1997) stated 



that protégés perceived greater psychosocial me~toring in informa1 relationships. Lefler 

(1996) indicated that many programs are set up for fomal mentoring. 

Lefler7s (1996) shidy of at-risk Indian youth compared sobriety success among 

two groups of adolescents and young adults who were paifed with a mentor and those 

who were not paired. The inter-generational contact once provided by the extended 

family is often not readily available to Indian youth today. By providing mentors for 

these young people, they were able to conflde in a tmsted adult outside the traditional 

kinship system. The mentors provided much needed positive role models. A mentor 

fiom the program writes, 

1 have a chance to work with children every week.. . Fm] saying, look I'm going 

to be here even tho [sic] you wish you weren't. 1 try many ways to stimulate the 

children in a positive way. . . . What these children need is a chance to prove to 

their parents and the chance for their parents to acknowledge.. . AI1 we can do is 

be available. . . and to give one another positive stroks [sic]. (p -26) 

The number of participants who followed through with this project was small (36.3 %), 

yet, the results were promising. 

As indicated earlier in the review, Hughes (1997) conducted another study that 

examineci the role of the mentor within a mentorship project, and the life courses of 

certain individuais. It seemed that by studying the life courses of individuals it Iead to 

the diswvery of important information about how certain attitudinal and behavioral 

changes take place. The adolescent and early years are ages when anomie or 

normlessness is most Likely to happen. This is parîly due to the lack of socially 

structureci rotes and the uncertainty with their futures (p.403). 



In the exploratory study, 20 young adult inner city males made up the sample. 

The sample was very diverse with respect to popuiatioa The data were collecteci 

through in-depth interviews with the males. The purpose was to use information fkom 

the participant's interviews to explore their lives to induce fiom the Stones they told the 

factors that facilitated tbeir decision to make behavioral changes. 

Gove (2985) suggested that maturation might have played a role in behavioral 

change, since the sample consisted of young adults. Another issue playing a role in 

behavioral change was fatherhood, whiie still another was that of mentorship, though, 

not as having mentors themselves, but lnstead playing the role of a mentor to others. 

AU respondents talked about "'giving back to their communities" (Hughes, 1997, p.410). 

Their plans of giving back appeared to be directly related to helping young children. 

Their i n t e ~ e w s  were plagued by deeply negative memories of their childhood. These 

memories gave way to great concern for young children in their home communities. 

One respondent even reported that the sole reason for his change in lifestyle was his 

concern for young children. The desire to change seemed to relate back to their drug 

dealing and how it would affect the children. They felt that young children with Life 

experïences similar to their own codd be reached because they s h e d  the feelings and 

experiences that the children were going through. 

Dvsfùnctional Mentorin2 Relationships 

There has aiso been a growth in recent Iiterature with regard to the negative or 

no effect relationship that develops between mentors and mentees. Some authars, such 

as Bauer (1999), Beech and Brockbank, (1999) Kalbfieisch, (2997) Royse (1998) and 

Scandura (1998) focused on mentorhg relationships that had no effect or possibly some 



negative eEects for the mentees and mentors. Myers and Humphreys (1 985) suggested 

that some mentors are tyrannical and selfish. Scandura (1998) suggested that mentoring 

relationships mn into trouble when the interests of those involved in the relationship 

change. This could be due to merences in judgments or when the relationship 

becomes overly personal. Mentors and mentees rnay becorne too involved in one 

another's personal lives and this may cause discodort or disagreement. Another issue 

addresseci by Scandura was the role of envy in the mentoring relationship. The author 

discussed the problems that arise when the protégés clone themselves into a younger 

version of theû mentors. The mentors become envious and block the rising star corn 

getting anywhere within the organization. 

Scandura (1998) discussed the problems that may occur when a mismatch is 

formed between a mentor and mentee in a fomaZized mcntoring process. Kizilos 

(1990) noted that formal mentorhg could bring about feelings of discontent, 

resentment, and even suspicion. These feelings can result in termination of the 

relationship. Scandura discussed the dysfunctional reasons for termination of the 

mentorhg relationship. These were (1) highiy destnictive relationships which were 

often characterized by jedousy, (2) the mentee becomes dependent upon the mentor and 

the mentor begins to feel suEocation, (3) the lack of support for the mentee and the 

mentor's unredistic expectations (p.453). These relationships ended negatively and the 

dysfunction was the clear reason for termination- 

S a d u r a  (1998) and Lankau (1996) noted that dysfunction occurs when the 

relationship is not workîng for the mentor, the mentee, or perhaps not working for both. 

The needs of the unhappy individual are not being met. Duck (1994b) designed a 



typology to explain dysfunction in mentoring relationships. The four types of 

destructive behavior in the typology are (1) negative relations, (2) sabotage, (3) 

difnculty and (4) spoiling. Negative relations were defined as bullying and making 

enemies. The power the mentor has over the mentee is used in an exploitive and 

egocentric way. Sabotage was defieci as taking revenge on the other person or by 

ignoring the person in an atternpt to try to evoke some type of response. Difficulty was 

d e h e d  as occUTTii1g when one of the dyad has good intentions but that there are 

psychosocial problems in their relationship. DBculty also occurs when one person 

puts the d e r  in 'Sbinds." Binds cause difnculty because one or the other is giving 

ultimatums or demanding the person make a choice. This couid very easily result in 

stress and arixiety for the mentee. Spoiling was defined as the situation that arises when 

problems in the relationship are related to career/vocational issues. The good 

relationship goes s o u  fkom some perceived or real betrayai and emotions of regret and 

disappointment are felt. 

Scandura (1998) discussed some mentor-mentee interactions that can be viewed 

as dysfûnctional behavior. These are submissiveness, deception and harassment. The 

mentoring relationship implies an imbalance in power. Mentees offer submissive 

behavior in exchange for rewards mediated by a more powerfùl mentor. Often times, 

the mentoring relationship is terminated because of over-dependence. It is possible that 

the mentoring relationship can be xEected by unresolved parent-child or family 

conflicts. (Hay, 2997; Scândura, 1998). These forces may bring about a real or 

perceived fear of being overwhelmed by more controllhg persons. Deception occurs 

when mentors or mentees manipulate information so the other wilI be more agreeable. 



Some of these behaviors are agreeing with the mentor, even if you don't agree, waiting 

tu tak to the mentor when the mentor is in a good mood, stretching the truth, and 

flattering the mentor. These behaviors indicate there is dysfùnction in the relationship. 

Harassrnent (inchding gender, race, or sexual) is an indication of serious 

relationship problems between the mentor and the mentee. Sexual issues have been 

dealt with in mentoring literature (Kalbfleisch, 1997; Scandura, 1998). Four of 163 

participants in Kalbfleisch's study reported havhg sex with their mentor. The people 

involved in these intense reIationships often do not see them as dysfunctional because 

ofthe emotions involved. Phillips-Jones (1982) compared the feelings to an intensity of 

emotions not unlike falling in love. They often lose sight of the fact that these are 

working relationships. Et  must be remembered that sexual harassrnent is dysfunctional 

because it is about power (Scandura, 1998). Diversity of race and sex also might 

contribute to dysfunction within the mentoring relationship. Women and minorities 

need access to the more powerful members of organizations as well. Scandura 

described these negative implications as "not pretty" (p.463). 

Diamosina Problems 

Very often we focus on the positive aspects of the mentoring relationship- 

Studying the darker side of the m e n t o ~ g  process can help us to be more aware and 

better able tu diagnose problems that obviously do sometimes occur in the mentoring 

relationship (Scandura, 1 998). As cited earlier, Beech and Brockbank's (1 999) study 

with four pairs of mentors and mentees focused specifically on mentoring process, 

relationships and outcornes. The attempt was to understand and interpret the meanings 

the people involved had established, In-depth open-ended interviews were done to help 



the respondents focus on the aspects of the mentoring relationship that held meaning for 

them. The interviews were carrïed out up to a year after the mentoring relationship had 

ended and lasted up to two hours in some cases. It is of interest to note that al1 four 

mentors were women and two mentees were wornen and two were men- 

Judith, one of the mentors, expressed thaî, ". . -1 think 1 was probably suffocating 

her - a bit too intense.. . " (Beech & Brockbank, 1999 p. 12). Yet Hannah, the mentee, 

did not experience any of the intensity of emotion that Judith did. The relationship 

seemed to prove deep and significant to Judith, as expressed in her intense emotions. 

While Judith was concemed with the psychodynamics of the personal relationshi p, 

Hannah was prirnarily concerned with the knowledge she received f b m  Judith As she 

felt Judith's knowledge decline, so did her faith in the relationship. This would be an 

example of difficulty in the mentoring relationship that Duck (1994b) discussed in the 

typology of dysfùnction in the mentoring relationship. 

In another dyad, Hazel and Jane were part of a mentonng relationship. Jane 

played the role of mentor with Hazel as mentee. Hazel felt that Jane did not play a great 

role in her iife, though there was mutual respect between the two women, "my needs 

were met because they were few" <Beech & Brockbank, p. 15). Yet Jane believed she 

was indeed playing a nurmring d e ,  ". . . you look f i e r  people that work for you, you are 

sort of a buddy to them.. . to support them, to give advice.. . " (p. 15). 

In the third relationship, Jackie was the mentor. Her mentee was Hillary, a 

male. Hillary says, 'Tn hindsighf 1 wouldn't have picked her.. . We get on.. .as 

subordinate and boss, but it is definitely hierarchical" (Beech & Brockbank, p.16). 

Jackie, it seemed, lost her confidence early on, and was feeling under valueci. This was 



UlZfair to Hillary and anuther example of difnculty causing dyshction in the mentoring 

relationship. 

In the final pairing, Juliet was the mentor of Harry. Harry was feeling 'ilegative 

vibes" fkom Iuliet from the very beginnùig of their relationship. He felt he gained 

nothing fiom the relationship that was of any help to him. luliet spoke of the criticism 

that Hany handed her, yet Hamy spoke of nothing of the sort. Her reaction to his 

crïticisms was to threaten his job security. This wuld be an example of the spoiling that 

Duck (1994b) discussed in his typology of mentoring dysfunction. "Juliet behaved like 

an angry and vengehi critical parent.. . " (Beech & Brockbadc, 1999 p. 18). 

It is obvious that there was significant dysfùnction within these mentorhg 

relationships. None of the four pairs were able to reach the envisioned stages of 

development (Scandura, 1998). In these cases it would seem as if the mentees would 

suffer psychosocial dysfùnction but instead it was the mentors who were negatively 

Bected (Beech & Brockbank, 1999). This example demonstrated that mentors can 

suEer dyshction as well. The explmation put forth by the authors, Beech and 

Brockbank, is that there are possible reasons for this dysfùnction. F'istly, there is the 

role codict for the mentor of being both a supporter and an assessor of the mentee. 

Secondly, if the relationship were to be successfûl, eventualiy the mentee would have to 

depart fkom this relationship. Thirdly, there rnay be a Ievel of hidden withdrawal on the 

part of the mentees, which can be unsettling for the mentors . 

If the mentoring relationship appears to have no perceived effect, it can be 

viewed as dysfunctional. As bnefly mentioned earIier, Royse (1998) discussed 

r n e n t o ~ g  as an intervention strategy for hi&-risk minority youth. The research focus 



was on a four year mentoring project that looked at self-esteem, attitudes towards drugs 

and alcohol, grades, school attendance, and disciphary infi-actions of Aîrican 

American adolescents using an experimental desiga The mentors in this particular case 

were f i c m  Amencan males who were typicaily college graduates and the mentees 

were Afiïcan Amencan adolescents between the ages of 14-16 Living in an 

impoverished household headed by a female. At the end of the fbnding penod, almost 

four years later, 24 young people and their mentors were still involved in the program. 

Yet, the study did not find quantitative evidence that mentors had a beneficial impact 

upon mentees. 

Again, it is significant to discuss the work of Kalbfleisch (1997). The author 

used three studies that examined the perceptions of communication strategies used in 

response to conflict events between mentors and protégés. In the first study, the auîhor 

identified a set of conflict events that protégédmentees selected as o c c d n g  between 

themselves and their mentor. Research participants designated as protégés were asked to 

report past codlict events in their relationship with their mentor. The study discussed 

strategies protégés used in response to the conflict that arose between thernsefves and 

their mentors. The second study gave an assessrnent of the likelihood a response 

strategy was used. A questionnaire was developed for this study from the responses 

that were given by the respondents in the first study. In responses to confiict events, 

females were expected to idente  fewer conflict producing events while males were 

hypothesized to use more provocative codict response strategies when in disagreement 

with their mentors. The thifd study tested the responses of the mentors to the 

communication stnitegies that were found in study one and tested in study two. The 



mentors were asked to respond with regard to how much the mentors perceived that 

these straîegies would give way to reconciliation with regard to forgiveness, increased 

respect, esteem, reduced anger and conflict. 

The results of the study were interesting. In the first study, 26 of the 50 research 

participants identifiecl hurtful statements by their mentor. Thirteen of the 24 females 

reported confiict, as did 13 of the 23 males and none of the respondents who did not 

ident@ their sex reported any conflict. In the second study, males reported arguing 

more with their mentors but they also reported making a greater degree of sacrifice for 

their mentor than did the females. Males also reported a great deal of cornpliance with 

their mentors. Yet femaies reported a propensity to cry in 60nt of their mentors. In the 

third study, it was found that the responses that received the highest degrees of 

reconciliation response from mentors were (1) the protégé tnes to work harder, (2) the 

protégé tries to do a better job, (3) the protégé admits he or she was wrong, and (4) the 

protégé says he/she wiil not make the same mistake again (Kalbfieisch, 1997). It is 

interesting to note that the mentors' perceptions of the conflict events were not 

considered. We are left to wonder if the mentor would even perceive some of these 

events as disturbances in social relations and it is just as possible that the mentor may 

purposely disturb the re!ationship to illicit a certain response nom the mentee 

(Scandura, 1998). 

Critical Research witfiin the Mentoring Context 

It is not easy to locate critical research within the mentoring context. McIntyre 

and Lykes (1998) discussed the problematic and very challenging nature of feminist 

mentoring. They proposed the need to rethink and take action against the exclusionary 



practices that exist in organizations and in society as a whole. Research strategies and 

mentoring relationships need to be developed that will change our exclusionary 

practices and bnng about social change. Their research looked at their experiences as a 

graduate student and dissertation director within a participatory action research project- 

The project Iooked at a group of young white priviieged females that sought to 

problematize whiteness. The main focus of the research was how the participants made 

meaqbg of whiteness. Feminist mentoring was Iooked at in the context of a 

challenging nature while conducting participatory action research. This research opens 

the possibility of strategies for white educators and researchers who wish to rethink the 

meaning of whiteness and mentorhg relationships by creating liberatory research 

methodologies. 

The mentor-rnentee relationship was described again as a developmental process 

where the mentor assists the protégé in attaining her dream and developing a new sense 

of seE perhaps personally andlor professionally (Davis et al. 1997, McIntyre & Lykes, 

1 998). Feminist scholars, however, have criticized the traditional hierarchical mode1 of 

mentorhg and suggest the mode1 for mentoring needs to be reinterpreted (Mchtyre & 

Lykes, 1998). Friere, Fraser, Macedo, McKinnon and Stokes (1997) suggested that 

mentoring be defined as a deep personal relationship between recipients who work 

together in joint enterprise as representatives of their own acquired knowiedge. 

McIntyre and Lykes looked at the mentoxing relationship by examining multiple 

contexts such as expectations of one another, power relations, complimentary and 

conflicting agendas, whiteness, social class and gender- 



University Level Mentoring Relationshi~s 

When returning to a university focus, Reeves (1996) presented an in-depth 

discussion of the implications for mentoring programs at the university level. University 

faculty and administrators are faced with a number of factors when implementing 

m e n t o ~ g  programs. Some of these factors are such things as selecting commïtted 

participants, orienting and training participants, tracking deveIopment of the mentor- 

mentee relationship and evaluatng program effectiveness. These factors lead to certain 

questions that must be considered. Voluntary mentoring programs can be helpful for 

participants. However, consideration must be given to the questions of whom the 

program will serve and whether such programs should be voluntary or mandatory. 

Every effort should be made to accommodate mentees in their preference for mentors. 

Mentees usually preferred to be matched with mentors who were sirnilar to themselves- 

Mentors shouId be carefblly screened in tems of their wiilingness to commit 

and allocate time to their mentees. A mentor's lack of cornmitment to a mentee could 

have long terrn negative effects. If a mentor feels hdshe can no longer commit, hdshe 

should withdraw and not fear reprisal. It is essential that forma1 trainhg programs or 

orientations be established for ment ors. These training programs could involve such 

topics as irnproving inîerpersonal skills and application of crisis management skills. 

The mentors' interpersonal skills or lack thereof actudly iduenced the mentees' 

perceptions of the marner in which their mentors fùifilled their fùnctions. It is clear that 

mentors are not expected to corne in a ready-made package. Mentors may need training 

in communication and Listening skills in order to achieve an acceptable level of 

effdveness. In terms of crisis management, the mentees tended to wait until they 



were in the middle of an academic or social failure before involving their mentors in the 

situation Through coilaborative or directive approaches, mentors can help their 

mentees fhd and put into action aiternatives for coping with the events that occurred 

immediately before the crisis. This helps them to regain control. A mentee speaking 

about the process, 

The first couple of weeks of school had been rough- 1 was homesick. 1 was 

feeling shy and wasn't meeting people. My roommate and 1 weren't getting 

along. My chemistry professor had me scared that I would flunk. ... 1 felt 

isolated. . . -1 was about ready to give up before 1 had even started. . . . When 1 

met with [my mentor], ... He encourageci me in my cIass work, told me not to 

give up.. . m e r  our meeting, 1 felt a lot better. He helped me keep tfiings in 

perspective. . . .Before 1 met with him, I felt no one cared, but after our meeting, 

1 felt that 1 now had one person I codd tuni to for help. .. (mentee, cited in 

Reeves, p. 243) 

It would be helpfil if prograrn developers eçtablished a formal feedback system. It is 

very important to foster open communications and feedback between the program 

coordinator and the mentors and mentees. By having occasional contact with the 

mentors, it gives the program coordinator the opportunity to motivate the mentors, hear 

grievances and suggestions for change, answer questions, and make refeds.  It is also 

important to have mentees provide their reactions to the rnentoring experiences and 

whether or not their mentors are fùlfilling their ne&. This would provide the program 

coordinator with the opportunity to provide alternatives for mentees whose mentors did 



not contact them or who did not meet their needs, which wodd in turn reduce the 

mentees' dissatisfaction with the program and the university. 

Summarv 

The above research has addressed the major themes within the mentorhg 

Iiterature. The mentoring relationship has been discussed in depth as well as the 

characteristics that must be present for the relationship to be deemed worthwhile for the 

participants. The fbnctions of the mentor in today's society were detailed as well as the 

necessary phases and transition stages of the rnentoring relationship. 

Mentoring can help foster a positive relationship between mentor and mentee. 

Although the literature uidicated that those involved seemed to prefer the informal 

relationships, both formal and informal' mentoring relationships were discussed. 

Whether formal or informal, mentors were able to provide emotional support and 

academic advising for îheir mentees. It appeared that the majonty of mentorin3 

relationships were set up for formal rnentoring although it has been documented that 

mentees receive pater psychosocial mentoring in informal mentoring relationships. 

There is a growing body of literature indicating dysfunction within mentorhg 

relationships. This literature makes reference to mentoring relationships that had no 

effect or possibly negative effects and outcornes for the participants involved. The 

feelings ranged corn discornfort and resentment to suspicion and jealousy. These 

feelings resulted in highly destructive relationships for those involved. The dysfunction 

was said to occur when the relationship was not working for the mentee and/or mentee 

for various reasons. 



The very challenging nature of feminist mentoring was aiso discussed. In this 

case, the mentoring relationship was examined through multiple context s such as 

expectations power relations, whiteness, social class and gender. Implications for 

mentorhg at the university level were also discussed- The issues faced by university 

faculty and administrators when impfementhg rnentoring programs were addresseci. 

The literature provided a closer look at the mentoring relationship within many 

contexts. My intent was to seek an understanding of the mentoring process su that 1 

would be able to determine what constitutes a meaningfbl relationship for the parties 

involved within this study. An understanding of the concept of mentorbg has helped 

me to realize the importance of m e n t o ~ g  relationships. There undoubtedly will be an 

explosion in literature on the topic when mentoring relationships are accorded their 

appropriate importance as a rnethod of irnproving people's lives. 



Chapter 3 

Methodology 

1 have chosen to draw on symbolic interactionism as the methodologîcd 

k e w o r k  for my research. 1 am interested in knowing how mentor and mentee d e k e  

the situations they are in and how their perspectives influence their actions within the 

situation. 1 want to know how their perspectives change in relation to their interactions 

with others. These individuals will define their situations depending upon whom they 

interact with and this d l  influence the roles they play. By examining the perspective 

of the individual in relation to the reference group within which the individual 

identifies, 1 will be able to gain insight into how the individual defines the situation In 

this case, what is the nature of the m e n t o ~ g  process that makes it meanin@? Their 

perspectives wil1 help me to understand the individuals who are playing a role as a 

mentor and the individuals who are playing a role as a mentee. 

There are many influences on the development of symbolic interactionism. To 

properly understand the concept, it is necessary to trace the evolution of the theory. 

Any discussion of symbolic interactionism would be incomplete without discussing the 

influence of George Simmel (1858-1918). Caplow (1968) believes Simmel is best 

h o m  as a microsociologist who played a significant role in the development of small 

group research and symbolic interactionism. Simmel believed that it was the 

sociologist's job to study social interactions. Nisbit (1959) has succinctly presented 

Simmel's contribution to sociology, 

It is the microsociological character of Simmel's work that may dways give him 

an edge in timeliness over the other pioneers. He did not disdain the smaU and 



the intimate elernents of human association, nor did he ever lose sight of the 

primacy of human beings, of ccncrete individualq in his analysis of institutions 

(p. 480). 

Simmel believed that social structures corne to have a life of their own, His 

analysis into the differences of objective and subjective culture illustrates this 

conception. Ritzer (1996) believes that in Simmel's view people produced 'objective' 

culture but because of their ability to re* social redity, the cuitUral world cornes to 

have a life of its own. Our 'subjective7 ability to absorb this objective reality becomes 

increasingly beyond the control of individuals. 

Despite this rather pessimistic view, Simmel ?id beiieve that individuals had the 

ability to confront thernselves in the mental sense. UItimately, Simmel believed that the 

social world is created by individuals interacting with one another. Simmel was 

interested in this level of social reality. 

We are dealing here with microscopic-molecular processes within hrrrnan 

material, so to speak. These processes are the actual occurrences that are 

concatenated or hypostatized into those macrocosmic, solid units and systems. 

That people look at one another and are jealous of one another; that they 

exchange letters or have dinner together; that apart eom al1 tangible interests 

they st&e one another as pleasant or unpleasant; that gratitude for aitruistic acts 

makes for inseparable union; that one asks another to point out a certain street; 

that people dress and adorn themselves for each other - these are a few casudly 

chosen illustrations fkom the whole range of relations that play between one 

persona and another. They may be momentary or permanent, conscious or 



unconscious, ephemeral or of grave consequences, but they incessantly tie men 

together. At each moment such threads are spun, dropped, taken up again, 

displaced by others, interwoven with others. These k t  eractions among the 

atoms of society are accessible only to psychological microscopy (S irnmel, 

1908/1959, pp. 327-328). 

Simmel did not coin the phrase symbolic interactionisrn He did, however, pioneer the 

view that the world was created by individuals interacting with one another. 

The University of Chicago was instrumental in f o s t e ~ g  the intellectud impetus 

that would eventualiy spawn the ideas that came to fom symboiic interactionism. In 

1894, George Herbert Mead accepted a position to teach at the University of Chicago at 

the request of John Dewey. Mead is largely considered to be the most influentid 

thinker in the advancement of symbolic interactionism. He taught in the philosophy 

depariment at the University of Chicago. Many of his philosophy courses were taken 

by graduate students at the University. Ritzer (1996) tells the reader that the 

Department of Sociology was founded at the University of Chicago in 1892 by Albion 

S mall. It was through the convergence of philosophical and sociological thought that 

symbolic interactionism was born. 

The philosophical aspects of Mead's approach differed fiom many of his 

students. Mead brought attention to the cuvert mental processes ofthe actors. Many of 

his students were wncerned with the observable behavior of individuals. Ritzer (1996) 

believes that Mead calied his basic concem sociai behaviorism to dserentiate it &om 

the radical behaviorism of John Watson Watson was one of Mead's students at the 

University of Chicago. Radical behaviorists were concemed with the observable 



behavior of individuals. Mead, on the other hanci, recognized the importance of 

observable behavior but also beiieved there were covert aspects of behavior that the 

radical behaviorists seemed to ignore. Mead wanted to extend the empincal science to 

these covert phenomena. 

For Mead, the unit of study is %e act," which comprises both overt and covert 

aspects of human action. Wîthin ahe act, al1 the separated categones of the 

traditional, orthodox psychologies find a pface. Attention, perception, 

imagination, reasoning, emotion, and so forth, are seen as parts of the act ... the 

act, then, encompasses the total process involved in hurnan activity (Meltzer, 

1964/1978, p. 23)- 

These theones were transmitted to çtudents at the University of Chicago. Moa 

prominent among these students was Herbert Blumer. BIumer is well known for his 

htegration and interpretation of the symbolic interaction perspective. Blumer actually 

coined the tenn csymbolic interactïonist' in 1937. Charon (1998) surnmarized that 

Blumer was not the ody good symbolic interactionist, but instead that his work 

represents the best integration and interpreitation of the writings of other people. He 

was also able to put forth the social implicati~ns and insights ofthe perspective. 

Zn both such typical psychological m d  sociologicai explanations the meanings 

of things for the human beings who are acting are either bypassed or swallowed 

up in the factors used to account for their behavior. If one declares that the 

given kinds of behavior are the result of the particular factors regarded as 

producing them, there is no need to conceni oneseif with the meaning of the 

things towards which hurnan beings a& plumer, 1969, p.3). 



Symbolic interactionism has its main focus on the interaction of the individuals 

and not on personality or social structure. The human perspective is a dynamic one. As 

humans, we actively respond to our environments. The perspectives we have as 

individuals are learned through our communication. As hdividuals, we take on many 

perspectives depending on whom we are in contact with in society. Therefore, our 

whole society is bu* on individuals who are interacting with one another. We are not 

shaped by the society in which we live but instead take an active roIe in its 

development . 

In our interaction with others, the selfis a social object. Who we are is defined 

through our interaction with other people and how we think others perceive us and how 

that is consistent with how we see ourselves. The mentor and mentee are who they are 

in relation to one another. We, as individuals, are defined by others and the interactions 

we have with others, '7 am a mentee." 'T am a mentor." These individuals can corne to 

understand themselves through their interaction with one anot.er. As objects, our 

selves go through change when we interact. We define our selves through social 

interaction (Charon, 1998). The mentoring relationship involves social interaction in 

which the individuals define and redefine their selves, 

Stone (cited in Charon, 1998) distinguishes between the different types of selves 

or identities. Some of these selves or identities are of central importance to the 

individual and some can be easily changed because they are not that imporiant. Turner 

(cited in Charon) refers to the core identities as 'Yole person manager or red selves" 

(p.89). Real self refers to who the individual beiieves s/he really is. Turner (cited in 

Charon) makes the point that this is not who the individual reaily is but who dhe thinks 



dhe is. The individual's self conception is important to understand the social situation. 

By analyzing the situation, the individual is able to know what action to take, Each 

individual withui the m e n t o ~ g  relationship d l  act toward the other based on how 

hdshe believes the action might affect himkerself. Self-direction and self-control 

a b w  individuals to take part in any venture (such as the rnentoring relationship). 

Individuality and fieedam also depend on self-direction and self-control. And this self- 

direction and self-control depends on the other people we interact with in a given 

situation, 

Examination of the concept of symbolic interactionisrn has assisted me in 

coming to an understanding of how each mentor and each mentee defined their 

mentoring relationship. Their perspective of ment oring and the mentoring relationship 

itself has changed and deepened with interaction with one anotker. The social world of 

m e n t o ~ g  was created by the interaction of the individuals within the relationships. The 

social world of this study was created by the interaction of the individuais involved 

witbin the study. Without the interaction of these individuals, without mentor and 

mentee meeting, the sociai world of mentoring for these individuals would not have 

existeci. These meetings may have been pleasant and enjoyable or they may have been 

unpleasant and painstaking. Whether enjoyable or painstaking, the point is that the 

meaning came out of the interaction. This meanhg was then transiated by the unique 

perspective of each individual 1 interviewed. The interaction w-as then between the 

mentor and myself or the mentee and myself The mentoring relationships could have 

exïsted without my interaction but it was only through my interaction with the 

participants that the analysis of the rneaning could exist. 



Through these interviews, 1 leanied that the perspectives of the individuals are 

unique and depend solely on their interaction with one another and with myseK The 

individuals within the relationships have taken an active role in the development of each 

relationship. Each mentor was defined by his or her mentee as each mentee was defined 

by his or her mentor. It was found that each individual acted and reacted depending on 

their interaction with the other person in the relationship. A mentee was oniy who slhe 

was depending on his or her interaction with his or her mentor. A mentor was only who 

dhe  was depending on his or her interaction with his or her mentee. This has dso 

affected how these individuals see themselves within the mentoring relationship. 

Without this interaction between mentor and mentee and between rnyself and mentor 

and myself and mentee, analysis of the situation would be impossible. The question - 

What is it in the nature of the mentoring process that makes it meaningfbl? - can o d y  

be answered through the analysis of the interactions. Analysis would not exist without 

interaction. 

Method and Procedure 

Participants 

The method for this sîudy was a series of in-depth inteMews with a small group 

of individuals involved in an academic support program and their mentors at a Canadian 

universiîy. I attempted to understand the multiple perspectives of the individuals and 

how this helped to characterize their beliefs about the mentorhg process. The 

participants were chosen in consultation with the instructor of the academic support 

program. There were 36 students in the class. Two-thirds of these students were males 

and onethird fernales. Two-thirds of the class were taking fïrst year university courses 



while one third were taking second year or beyond. It had been decided in consultation 

with the instnrctor that three mentees and their mentors would be chosen for the study. 

With their agreement to participate, two mentees were female and one mentee was 

male. The mentors involved were also two females and one male. In total, there were 

two female dyads and one male dyad. 1 also had the opportunitty to interview two 

mentors whose mentees were not interviewed for varying rasons. It was impossible 

under the circumstances to have the mentees agree to participate. 1 decided it was 

important to intemïew the mentors because they experienced differing aspects of the 

m e n t o ~ g  relationships that were not experienced by the three pairs. Participants were 

selected between Dec. 1, 1999 and Jan. 1, 2000. The participants were asked if they 

would be willing to take part in the study. When they agreed, interviews began on a 

regular basis beginning in Jan. 200C. 

The Interviews 

1 conducted at least two in-depth i n t e ~ e w s  +th each mentee and two in-depth 

interviews with each mentor between Jan. 2000 and April2000. These interviews were 

audio taped and then transcribed. 1 organized a Est of relevant interview questions that 

were decided upon after carefùl review of topics addressed in the literature review 

(appendix A). I wuld not predict exactly what questions 1 woufd ask in subsequent 

interviews. 1 needed flexibility in the questioning process depending on the information 

discovered with each participant in the first interview. M e r  a carefùl andysis of the 

initial interviews, 1 then decided upon the appropriate questions for the next set of 

interviews. This choice of data collection assisted me in obtaining a rich personal 

description enhanced by the feelings and emotions of the participants. Therefore, in- 



depth i n t e ~ e w s  were chosen as the most appropriate means of data collection. This 

choice of method helped me to understand the personal expenence and culture of the 

individuals in the study. Geertz (2973) stated, "Understanding a people's culture 

exposes their normalness without reducing their particularity" (p. 14). In this situation, 

the cultural site was an acadernic support program within a university setting. I chose 

excerpts fkom these interviews that wouId expose the situations descriptively and 

accurately. To quote Geertz again, the description ". . .renders them accessible: setting 

them in the fiame of their own banalities, it dissolves their opacity" (Geertz, p. 14)- 

These interviews took place in a neutral, pnvate environment on the university 

campus. My goal was to establish an environment of trust and safety for m y  

participants where they could reflect honestly and candidly about their mentoring 

expenences without fear of repercussion. Each participant knew my goals for the 

interview process before we began. 1 hoped m y  training as a counsellor wouId assist 

these men and women in feeling codortable in my presence. 1 assured each participant 

that he/she would be given a pseudonym and his or her identiîy would be kept 

wnfidential. Initially during the first i n t e ~ e w s  I found myself and my participants 

watching the tape recorder. However, as I developed more ski11 as an interviewer, 1 

became cornfortable in the interview setting and so did the participants. My questions 

and their answers became more in-depth and personal. 1 wanted to leam about their 

mentorhg relationships and they became willing to self-disclose. The stnicture of each 

i n t e ~ e w  changed to meet the needs of the participant. Participants intensely reflected 

on their mentorhg experiences, which greatly assisted me in rny quesiionhg and 

subsequent writing. A set of questions always guided me but these questions were 



adapted to the flow ofthe interview. 1 began to see emerging themes within the fust set 

of interviews and this guided rny questioning in subsequent in te~ews.  The exception 

to this was the two individuals 1 in te~ewed separately and at the end of the university 

term- 1 deveIoped a difrent set of questions for them howing their circumstances 

were not the same as the three dyad's circumstances. 

Building; Rapport 

Research participants were informai of their right to codidentiality, anonymïty, 

and the right to end their participation at any time during the study. The participants 

were told of their right to view the transcripts, if they so wished. 1 tned to use my past 

experience as a teacher of hi@ schoof students tc help the young man and young 

women I interviewed feel at ease in rny presence. It may also have helped that I am in 

my rnid-twentie and could empathize with their experiences, having gone through 

many similar situations myself, The students seemed at ease with me and were willing 

to explore the mentoring issue in-depth. One female student, Alicia, was especially shy 

and I did my best to make the situation cornfortable for her so she c d d  be open and 

share her experiences with me. The young man, Richard, was easy going and seemed to 

adjust to the setting and to me immediately. The other young woman, Charlene, was 

dm very easy going and very Kendly. She was especially open and 1 appreciated the 

ease at which she shared her expenences with me. The five mentors were also open and 

willing to discuss their r n e n t o ~ g  relationships, f?om conception to the presenf fkom 

moments of trust, support and encouragement to moments of worry, confusion and 

disagreement. I was concemed that they wouid be busy and 1 would be infiinging on 

their schedules. I was also concemed that they might not be willing to give me the red 



details of the relationships; knowing that no relationship is perfect. 1 also wondered 

how they would perceive me in my interactions with them. Would they wish to share 

fieely? Would they be overly cautious? What did I represent to them? How would I 

perceive their relationships? Would my perceptions be accurate? I also wondered if 

they felt 1 would be able or unable to understand their experiences. There was also the 

concern that the data would not yield enough infionnation for the study. 1 knew I could 

not let my concems about the i n t e ~ e w  process affect my ability to get the data 

coliection done. 

I realized soon after that my concems were unfounded. 1 am thankfùl that 1 

came to this realïzation or it possibly could have effected my ability to build a rapport 

with the mentors and mentees. Donna, as rny very first interviewee, was patient and 

reassuring as 1 fùmbled with rny tape recorder, in fear that it may not be recording this 

very important information. Kronically, Donna was also one of my last i n t e ~ e w s  and 

the tape recorder actually did cease to fùnction Again, she was very patient, although 

she was giving up her lunch hour for me. When 1 did get the new recorder set up, she 

kùidly repeated evexyihing she had said earlier. My lack of experience as an 

interviewer did not seem to interfere in the process, although 1 did becorne more 

cornfortable with each interview. When the interviews were complete, 1 was relieved 

that my data were coilected but somewhat disappointed that the interaction 1 had with 

these people was coming to an end. 1 learned so much about relationships between 

dEerent types of people and between different genders. 1 understood diat mentorhg 

relationships between two males were not the same as mentoring relationships between 

two fernales. I also saw the benefits and problems of having a mixeci dyad. 



Supervisory Meetings 

1 also attended the monthly supervisory meetings held for the mentors to air 

their problems and issues and to discuss their successes. Znitially the meetings were 

well attended but attendance declined after Christmas when some mentors and mentees 

decided not to meet as eequently. 1 was able to hear the mentors' viewpoints of the 

mentoring relationships in which they were involved. I took notes during these 

sessions. It was interesting to hear the discussions that arose as the mentors shared 

sirnikir and dissimilar experiences. However, after carefid consideration, I have chosen 

not to disclose the information shared in these meetings for confidentiality reasons. 

Mvself as Analvst 

When one is involved in the process of qualitative research, many issues corne 

into play. I had to examine rny own history, my own personal biases, rny own anxieties 

and my own needs. In the process of learning much about other people's interactions 

with one another, 1 was able to learn much about myself. 1 knew the importance of 

taking my own history, bias, d e t i e s ,  and needs into consideration so that my 

increased self-awareness would not hinder the research process but instead, only 

enhance it. By becoming more aware of myser, I was able to develop a deeper 

understanding and awareness of my participants. 

Analvsis 

As 1 interviewed m y  participants, categories emerged Eom patterns I began to 

see. Certain categories ernerged again and again in analysis of the interviews. These 

categories evenîtzally evolved into themes. It is easy to think one has found ail the 

answers and to stop looking. I was constantly aware as 1 continuecl interviewhg that 



these categories and themes might change. Analysis of the information gathered fiom 

the first study was used to formulate possible questions for the second set of interviews. 

The questions for the second i n t e ~ e w s  changed depending on how the participants 

responded. 1 leamed you can gather the best information if you proceed without putting 

restrictions on where you will go with your questions. Very often 1 discovered valuable 

relationship information fiom questions that arose from a participant's previous answer. 

These questions were not m e n  down and 1 had not thought of them beforehand. I 

also realized that 1 was more cornfortable using this method of questioning. In my 

initial interviews, 1 had written questions down that 1 planned to ask each participant. 

These questions did not aiways yield the thoughtfùl responses that unplanned questions 

very often did. 

My goal was to make sense of the participant's personal experiences and 

interactions with one another in the mentoring relationship. 1 read the transcripts many 

times. The final analysis led me to five general recumng themes. These themes that 

emerged were facilitative strategies, dynarnic interventions, iïberators, troubled 

relationships and inhibitors. 

hterpretation of the data was a challenge- It was essential that 1 read and reread 

what 1 had written and what was transcribed. Sometirnes 1 would have to return to the 

actual tape-recorded session to hear the emotion in the voice of the participant. There 

were many times of confiision and what seemed LXke isolation because 1 knew no one 

codd see what 1 had seen or understand what 1 understood because they were not 

present during the interviews. The interaction was only between myself and my 



participants- My only consolation is that the data were analyzed thoroughly and 

comprehensively . 



Chapter 4 

The Relationships 

1 have spent several months tallcing to my participants about the mentoring 

process. These individuais have disclosed to me both the positives and negatives of the 

mentoring process as they see it. 1 will use excerpts fkom the in-depth interviews to 

give life to the experiences of the participants. 

The participants for the study included three mentoring dyads as well as two 

other mentors whose mentees did not participate. The people who agreed to be 

interviewed included a male mentor and male mentee, as well as two female mentors 

and their femaie mentees. The extra participants uivoIved were female mentors. The 

femde mentors had been seeing male mentees. In total there were 8 participants who 

were interviewed. The mentonng dyads were interview& twice each while the single 

mentors were interviewed only once. 

In the Beginning 

When asked why they volunteered to be mentors, the answers varied widely. 

One participant, Brenda, plainly stated that her goal was 'Zo get the hours." She and 

many of the mentors were enrolled in a graduate degree in counselling and were told 

they could use the mentoring hours toward certification. Another mentor, Paul, stated 

'1 was interested in the whole concept of rnentoring students." The mentors were dso 

asked if they had any concems before mentoring. Brenda admitted that she felt some 

nervousness at the beginning, 

DK: Did you have any concerns before you met Charlene for the first time? 



Brenda: Umm.. . I'm trying to remernber. . . .rnaybe just a tiny bit of nervousness 

you know. 

When I asked Donna the sarne question her response was similar in nature. 

My biggest conceni was that I'd never done mentoring before, and kind of what 

was expected of me, could 1 supply what was expected of me? Whaf was goïng 

to be good for the student? Like would she be better off with another person? 

Because I'd never done any mentoring. 1 guess those wodd be my concerns- 

These feelings were comrnon and understandable considering that the pairings were 

formal a d  the individuals involved had to get to know one another. The mentors felt 

pressure because they knew that as senior individuals it was their responsibility to break 

the ice, 

Facilitative Strategîes 

However, once the initial stage of apprehension had passed, the mentors began 

to focus on the roles they expected to pIay in their mentees' lives. When asked: 

DK: What role did you expect to play in your mentee's life? 

Donna: Going into it 1 wasn't sure, but after the fkst couple of sessions, 1 felt 

like I was more of a sounding board, she wodd bounce ideas off me. 

The mentor provides a sounding board for self-exploration. When 1 asked Brenda she 

answered, ''T could sort of see the role 1 would play in her life almost Iike a . . .I won't 

say big sister but similar to that ... some older person who's sort of doing the same 

things that she's done." Brenda described the first several rnonths of her relationship 

with Charlene as 



-. .three and a half months of just contùsion - just not even knowing what was 

going on or I would just show up and be with her for an hour and Ieave. ..she 

wanted to keep coming back and she kept telling Jan how great it was and how 

wonderfùl. 

I asked Brenda how she felt in response to that and she expressed that 'Y didn't feel any 

of that. 1 didn7t really understand why she was feeling that way." The early stage of the 

relationship was characterized by confusion for Brenda although Charlene didn't feel 

this way at dl. While Charlene did express some apprehension initially, 'T didn7t know 

what kind of a person I'd be with and 1 was kind of nervous, some person that was 

really uptight that 1 would be intimidateci by.. .." the progression of the reIationship was 

smooth for her, 

Basid ly  the fkst couple of sessions was really trying to get to know one 

another, it was more of a get to know one another so 1 would feel really 

comforîable with her, so may be I wuld open up to her more and comect with 

her in different ways. She had familiarized herself with what 1 was going 

through. She knew where I was coming corn It progressed really well and I 

think if it was another person, it might not have went.. .I think personality wise, 

it's someone 1 cm say look at how she turned out, 1 can do that too. 

Brenda, although not realizïng it as that time, was helping Charlene establish and 

accumplish her goals. 

When 1 asked Donna how she perceived her mentorhg relationship to develop, 

she answered, 



At the beginning we e-mailed each other. When we got together, . . .we7re both 

shy, but we began to talk, asking her about her courses, how things were going, 

we did branch out other topics as weli, T Iond of shared some shy h e s  1 had. 

We got dong very well right f?om the beginning. I did not have to prod her to 

get any information, to chat and share things. 

Alicia, who was Donna's mentee also felt very positive about the relationship fkom the 

beginning, 'Tt was something to look forward to." The relationship between Paul and 

his mentee, Richard, was slightly dierent because Paul and Richard laiew each other 

before their mentoring relationship began. Yet, their rnentoring relationship, Iike al1 the 

others, was a formal pairing and Paul had concerns as well, ''3 was concemed F m ]  

beùig very shy and not very dernonstrative, and X told him to get in touch with me 

whenever he wanted ... the demands he makes on my time are never unreasonable." 

Richard, Iike al1 mentees 1 interviewe& was full of praise for his mentor, r ie  seemed to 

be the only one that wouid reaiiy iisten. . . . It's a ritual thing to go see him." Paul was 

able to assist Richard in coping with his persond concems more effdvely. 

The mentors were able to facilitate closeness with their mentees that allowed 

both general and complex issues to be discussed. These discussions could take place 

because the mentees perceived their mentors as meeting their expectations, both 

emotional and academic. As Richard States, 

. . .piece by piece we'li just sit there and break the paper dom. I've given him 

papers that 1 thought were pretty good and he's picked them apart.. .he doesn7t 

want to hear anything negative, he'll say no, no you're a great student. He's 



given me advice. We do a lot of school stuc we tdk about the odd thing.. .we 

c m  sit and tatk for hours. 

As a mentor, Paul assisted Richard by offering feedback 1 also spoke with Donna on 

the topic. 

DK: Do you believe you were able to assist y o u  mentee with personal and 

acadernic issues? 

 DOM^: Academic yes, because particularly where I'm reasonably cornputer 

literate. It did work. On other issues, yes, I proofiead and was able to give her 

info on essay writing ...tqing to get her to look realistically at where she was 

going. 

The mentees were able to trust their mentors and share experiences with them. 

DK: So, you're able to share your problems and your feelings with her? 

Charlene: 1 told her a lot of thîngs people would never have guessed. I was the 

type of person that on the outside 1 kind of look whatever, but on the inside 1 

have a lot of probiems and you would never have gueswd them. So 1 got a lot 

of stu£Fopen, it made me become inside and outside the same, which 1 Zike now. 

Charlene tias developed a great trust and confidence in Brenda. Brenda has enabled 

Charlene to have more confidence by offenng her encouragement, 

And things she says to me, you know, and one of the things I kept driving home 

to her was you can say anything you want in here. You know, you can shit over 

who ever you want or you can tell me something temble. . . Sometunes I try to be 

more of a counsellor with her. And sometimes I try to sit back and Listen. 



Brenda has also been able to express her weaker side to Charlene. This has helped to 

show Charlene that Brenda is human, red and not perfect- "And that's the other thuig 1 

try to do is show her my weaknesses and m y  hadequacies and you know that f've got 

three papers coming up and 17m scared .. ." Doma has also used this method of self 

disclosure, 'We're both shy, but we began to taik .,.I kind of shared some shy times 

I've had." %y sharing h e s  of shyness,  DOM^ was able to reach a new level with her 

mentee. 'T did not have to prod her to get any information, to chat and share 

things. . she feit cornfortable with me." 

Time has also been a factor in the progression of the rnentoring relationships. 

Brenda noticed a change in her relationship with Charlene as time progressed. 

Six weeks ago there had been a big change. And 1 think normal progression, 

more trust on her part, more willingness to accept empathy on her part, it's more 

important for her to have ... encouragement but also the exploration. 1 don7t 

think she knows what exactly it is she wants so therefore she explores. To her 

I'm a role modeI.. .my diverse background, my diverse experience, my risk- 

taking. She'll talk about nsks she can take. Her face will go clear and she'fl 

Say, well, what wouId you do? 

Over time, Brenda was able to fom a bond with Charlene that enabied Charlene to seek 

guidance and advice fkom her. This had lead to a relationship that offered trust as well. 

DK: 1s she asking you for advice? 

Brenda: 1 think she's just asking me just to see what it would be like in my 

situation.. -1 think she tells me shiffthat she doesn't tell other people. 



Donna dso felt that her mentee has been ''quite open'' with her even though she 

considers her to be a shy person, "She's very shy and not at al1 forward . . . although she 

will taik on the one on one basis quite a bit." Mcia stated simply, ''T r d y  like 

meeting with Donna, 1 reaily like it. 1 can talk to her and 1 trust her." This trust has 

corne fiom the understanding and support that D o ~ a  has offered to Alicia through the 

course of the mentoring relationship. Brenda has also been able to offer support to 

Charlene. Brenda trieci to build up Charlene's sense of herself and instiil confidence in 

her, 

And as soon as she passes it in . . . she'll know if she's doing we l  or not and then 

may be the teacher will think she's stupid and whatever.. .so 1 went through this 

whole thing with her and it took us probably about twenty minutes fiom the start 

of the conversation to the end and she's looking at me going, '%el& 1 don't 

know", you know and 1 Say 'khat does it mean if she thinks you're stupid?" 

"What does it mean to you if that professor thinks you are stupid?" 

Charlene also saw Brenda as an "independent woman." Brenda was a role mode1 for 

Charlene. As Brenda states, 

Every once in a while she'll ask me a question - a question out of the bIue - Iike 

you h o w  ... what was it first like when you went to South Amenca? Or what 

was it like to live in Toronto? Or where have you traveled? You know and it 

wouid just be out of the Hue. So 1 know that in the back of her rnind that she is 

sort of looking at me. She's thinking of things that I've done. . . . She 

consciously wants te be more independent. 



The mentor's attitudes, dues,  and behavior provide a model for the mentee. The 

mentee can discover valued parts of self by idenwing with the mentor. Richard aiso 

felt that Paul has helped Hm become more confident in himseIf; 

Paul's the type of guy you go visit and when you leave, you Say, OK, I'm good 

again, gives me confidence talking to him, he makes you feel good by just 

taiking to you, he was the only one who really supported me. 

Paul was able to really make a difference in Richard's life. Without taking any c r d i  

Paul said, 'T think he (Richard) should be given support." The support Paul has given 

to his mentee has helped him to accomplish his goals. 

D p m i c  Interventions 

The r n e n t o ~ g  relationships often changed when the mentor felt that s/he could 

use dynamic interventions such as confkontation and challenge. 

Brenda: Our relationship . . . is more of a big sister relationship and I don't know 

if mentor is the right word or not. 1 don't really know what it means but 1 would 

say an older person that you know Umm.. . a role model. . . .Our relationship's a 

lot better. 1 codkont her a lot. 1 tell her she's crazy a lot, you know so it's a 

very relaxed relationship. Sometimes 1 try to be more of a counseilor with her, 

And sometimes 1 try to just sit back and listen but 1 just keep going back to 

confronting her. 

DK: So, confionting her works best for you? 

Brenda- Works best for me and 1 think it's something she's not really used to 

because 1 confront her with the inconsistencies within her. Like she's a 

beautifid vivacious happy person and she's aiways womed about people not 



liking her and I keep tellhg her she's full of shit. . . . So I don't think she's used 

to that kind of codkontation and 1 thuik it's sort oc in my view, it's a sa& place 

for her.. . 

Many people might view Brenda's method of confrontation as harsh but it worlcs for her 

and for Charlene, 

Sometime- ' thuik f talk way too much and she's like ''tallc if you want." I tell 

her about my ideas and she asks questions. It just gradually develops into 

everything. It7s not really formal. It's a very relaxing environment. I see her on 

the street and 1 can say hi. We just kind of know each other more personally. 

It's helping me.. .she711 bring up things and 1 really like that. She'Il say her 

opinion. She's not judging me but she &es that she can express her opinion 

with me and 1 think 1 can do that too. 

Confrontation was used by Brenda to bring about a hedthy challenge for Charlene. 

However, there were times when Brenda was concerned that perhaps she might 

unknowingly be trying to make Charlene into sorneone hke herself 

Brenda: . . .I am giving her a lot of my views. And that's a little bothersome 

because I think she's 1 think she might be a little bit impressionable. So, so 

sometimes 1 think 1 am trying to mold her into what 1 am. 

DK: Do you thùik that she internalizes yaur views? 

Brenda: I don't, I'm not really sure. I'm just, what I'm more concemd about is 

being wrong. You how, pushing her to  be more independent, more verbose 

about things she doesn't iike or ifshe's mgry she can't - 1 don't think she's ever 



shown anger in her life and she doesnyt get angry very much but I've tried to 

make ber angry . . . 

Brenda's goaI was not to h m  or hinder Charlene but instead to b ~ g  her to a new level 

of self-awareness. 1 spoke to Charlene about confrontation in their rehtionship. 

DK: So when you talk to Brenda, do you feel like she judges you at all? 

Charlene: 1 like it when she gives me her opinion, I like it a lot. She'll say it in 

more of a constructive marner, 

DK: 1s she teUing you what to do? 

Charlene: No, but she's guiding me. 1 don't kuow; she just makes me open my 

eyes. So much has changeci. My parents told me to go and take a certain 

degree. It wasn't for me. Totally the wrong thing to do, then 1 failed out. It was 

no big deal for me. 1 didn't want to do it anyway . Meeting with the mentor just 

gave me more of a one on one relationship with somebody that 1 really, really 

liked. My professors were supportive of me but 1 kind of felt intimidated by 

them. 

Charlene not only enjoyed her meetings with Brenda but also respected Brenda's 

opinion and support. Aithough the relationship began as a formal one and Charlene was 

mandated to meet with her mentor, she felt she wanted to continue, "TI didn't have to 

see her, I'd probably still see her. . . .It7s someone to talk to who can understand, helping 

me dong telling me 1 can do it." The concems Brenda had about "molding her into 

what I am" were unfounded. As Charlene so gracefûlly explaine& '7 don't want to be 

like her but she helps me to be me." She has become more of an individual through 

Brenda's help. 



Donna has also used confiontation to motivate Alicia The process was diEerent 

but the end results were the same, 

The ody time there would have been a bit of fiction, a couple of weeks ago 

when I kind of cofionted her with her plans of what she was going to do. The 

possibility if she wasn7t able to do that, does she have anything eke? You 

know, she wasn't doing al1 that well in two courses and you can't take three 

courses a term forever- . ..So I mess there was a bit of confrontation and she 

went without calling or e-mailing. I was concerned she was mad at me or upset 

about the whole thing, feeling a bit d o m  on herseIf. But then she was feeling 

upbeat that she was able to approach some people about summertime 

ernployment to corne up with pian B as to what she may do ifthis doesn't work 

out. 

1 asked Doma if her confiontation was motivational in nature and her response was a 

definite ''yes-" Doma and 1 discussed behaviorai change and she thought it was the 

"suggestions" that were made to Mcia that were confiontational and in turn, eventually 

motivationd. Donna felt that Alicia '%ad to think about something else if this didn't 

work out." In origin, Donna felt Alicia may have been slightly opposed to the idea and 

that was perhaps why she did not cal1 or e-mail for a perïod of time. However, when 1 

spoke to ALicia she shared none of this information with me. 1 inquired about her 

weekly meetings with Donna on two occasions. Each time she spoke highly and kindly 

of her mentor suggesting that Donna "helped me decide what 1 wanted to do." 1 even 

asked if at any time it felt pushy or uncornfortable and her answer was "no, not at ali." 



In conclusion, the confkontation was obviously positive for Alicia for it resulted in her 

being able to make conscious choices and fiiture goals. 

Paul also used challenge with Richard to effect a behavioral change. He felt that 

Richard " d y  liked for someone to help refocus hirn-" Richard described Paul as a 

"Wh$ crackel' but in a "very positive way." Paul believes that his mentoring 

relationship has enabled Richard to "becorne much more assertive." While Richard has 

been able to put his academics in perspective, 'Do your stufF and don't put it off, if its 

got to be in March 1 5 ~ ,  1 want to see you March 14~. Do it now and get it done. 

... He's a straight to the point 14nd ofguy." Being a "straight to the point kind of guy" 

was obviously what Richard needed. 

Liberators 

Confrontation and challenge have been used in these mentoring relationships by 

the mentors to enact liberating behavior on the part of the mentees. In these cases it has 

been successfiil. Aiter meeting for several months, Brenda noticed that "our relationship 

has taken a huge shift. 1 can see what's happening and this is very recent. She's made 

some major decisiors which 1 didn't really push her to-" At first Brenda was concerned 

because Charlene decicied to take on the sarne occupation as Brenda but then she 

realized that these changes were healthy and productive for Charlene. Brenda laughs as 

she describes the scenario, '3 m e q  at £irst 1 thought Oh God - you know because sheys 

decided to becorne a teacher." 

DK: Because you're a teacher? 

Brenda: Yeah, so 1 was a little bit worried but now 1 don't think so. 1 rnean - 

I'm not - she might be choosing teaching for that reason but it doesnat matter 



because 3 's  going to take her a couple of years to get there anyway. She's out 

of what she was the program she was in before, That d e s  her feel a lot better 

so she's feeling a lot more empowered and a lot strmger and a lot more 

independent. 

CharIene has taken on the ability to acknowledge and praise herself through Brenda's 

assistance, 

1 don't r d l y  look at myseif or pat myself on the back a lot and 1 can when I'm 

with her, I did good on my test and not feel really weird about it. I £êeI 

comfortabIe with her. It's a way for me to aclcnowledge what 1 do. 

Brenda has empowered Charlene, 'Tt's a way to get it out and know that 1 did 

something good, very positive outlook" There is great fkeedom of expression between 

Charlene and Brenda. Charlene explained to me that meeting with Brenda was 'a way 

to get things off yow chest.. . , a way to look at things differently too." Brenda has also 

given Charlene exposure to things in life she may not have had without their 

relationship, 

She relates to something that 1 kind of want to be. 1 want to be strong. I look up 

to her in how far she's corne; everything she's gone through. Because she's to1d 

me some stu£€ too that she's gone through just so 1 can reIate better which is 

good, just little things. . . . With me I cm say anything. 

Most important for Charlene was the inspiration and motivation that Brenda had given 

her. She spoke with emotion when she described her relationship with Brenda, 

DK: When you say that Brenda is somebody you can talk to one on one, how are 

the conversations different fiom the ones you have with your fnends? 



Charlene: They just see me as some super happy person that's always smiling 

and always happy. Like if 1 cry one litde tear they fie& out Iike ''what's 

wrong?" They would expect me to be a certain way dl the t h e  and she doesn't. 

Well, 1 just want to be myself. Too many questions from them, Iike I'm allowed 

to have feelings too. Sometimes before Christmas, the conversations [with 

Brenda] w-ere pretty emotional. 1 was stressed- 1 was like '1: reaily don't want to 

corne back, 1 just want to give up." But everything did a total 180 and turned 

around. 1 don't want to do that. I know where 1 waot to be and 1 see it ail. She 

made me believe I wuld do it. I didn't have anyone around me and my parents 

weren't really ... "you do this and you do that, you're going to university." I 

didn't want to do it anymore and he was so disappointed and disgusted. I kind 

of let my parents walk over me.. . 

DK: So you talked to Brenda about that? 

Charlene: Yeah, she wanted me to build up the strength to tallc about taIk to 

doing it. They [parents] knew I didn't want to be here but they didn't know the 

who le thing. 

Charlene has credited Brenda as an inspirational force in ber iife that has enabled her to 

find strength to be who she wants to be and do what she wants to do, 

1 can accept compliments now, wow, 1 can Say the littles-t d now like '3 have 

to go upstairs and study" 'T have to go to the library." It7s a big thing, she made 

me find out what 1 wanted to be. 1 told her everything I had trouble with and she 

kind of lead me to follow that path. She still helped me with what 1 wanted to 



be, kiod of like a big sister. I've never had a big sister, someone to look up to 

and admire, . . someone concerned for me.. . 

Charlene looks up to Brenda as someone who not only cares about her but aiso someone 

who provides her motivation and empowerment. Brenda has cultivated a strength and 

independence in Charlene. By sharing herself as a person, as a big sister, Brenda has 

shown Charlene that she is authentically concerned for her well-being. The relationship 

bas been extremely beneficial for Chariene but it also has been positive for Brenda as 

welf, '2 have great hopes for her. This is an incredible growth t h e  for her. ... Our 

relationship has been interesthg for both of us." This is an example of a successfùl 

m e n t o ~ g  relationship, where both parties have benefited fiom the experience. 

Richard has also gained a sense of independence and strength fiom his meetings 

with Paul. Paul had spoken about a noticeable increase in Richard's independence, "he 

really enjoyed last term and he's becoming much more independent." One of Paul's 

goals in the m e n t o ~ g  process was 'Tust to empower him." He was able to empower 

Richard in many ways, one of which was to "'establish an equal relationship, a casual 

one. So we're reaiiy cornfortable about meeting and he could say this is bothering me. 

1 think he's gradually becoming his own voice." Richard stresses the fact that Paul is 

actively concerned for him and involved in his Iife, 'Xe doesn't miss a thing, he takes 

an active role in my life and he's interested in what I'm dokg. Hopefully I'll be getting 

70s and 80s. It's good to have a mentor that's into the stuff you're doing." 

Donna feels she cannot take the credit for the positive change in Aiicia th is  past 

year. She believes that it has been a combination of the Academic Support Rogram and 



the mentoring that has given Alicia the strength and independence she had been lacking. 

D o ~ a  expiained, 

Alicia was delighted to have the help. ...AU the help that Jan [academic 

support program coordiiator] provided and that the m e n t o ~ g  provided. 

... She's perhaps a iittle more confident, not just the mentoring but coming 

through the whole program, being taken by the hand and saying this is what you 

have to do, now go do it. 

Aficia has proven to herself and to her mentor that she can do it. Donna spoke with 

pride at Alicia's accomplishments, 

Getting the B's in her French the last week proves she c m  do it. 1 said: 

' m a t  did you do to get this?" and she did extra study. . . .It shows you can do 

it. Take whatever you did and continue to do it. Once she shows herself she can 

do it then all she has to do is apply the same t h g .  

1 asked Donna if she could r d 1  any of the instances where Alicia has taken control of 

her situation and of her life. She explainecl that Alicia is now 

approaching professors, which I think is a big change fiom last year. This year 

she's grown a lot. She seems to be getting stronger into herself to be able to do 

these things. 1t has been a growing year in many ways for her. 

Alicia described her mentoring experïence as ''really great." Doma also described her 

expenence in a positive light, 'l think I've leamed a littie more about myself. Holding 

a mirror up to the student was like holding a &or up to myself as well. It's given me 

a Lttle more confidence. . . . Yes, it has been positive." 



Troubled Relationships and Inhibitors 

However, not aU within mentoring process is so positive. The bulk of the 

mentoring literature discusses the benefits of the process. There is potential for 

dysfûnction within some mentoring relationships. However, scant attention has been 

given to dysfûnction within mentoring because poor relationships do not occur as ofken 

as positive relationships- When they do occur, the results can sometimes be quite 

serious. Mentoring relationships can sometimes nin into difficufty when the interests of 

the mentor or mentee change or when differences in judgment exist. 

1 was not able to i n t e ~ e w  a dyad that had problems within their mentonng 

relationship. One of the pair was always unwilling to discuss their relationship with me. 

1 thought it necessary to represent the other side of the formal pairings; the negative 

side. 1 was able to secure an interview with two mentors who had dif'ficuhies within 

their relationships. Shauna and Elaine had been seeùig male mentees. In both 

circumstances the relationships ended by Christmas. Elaine began our interview with a 

discussion about how her mentee had disappointed her initially and how this may have 

jeopardized their subsequent relations, 

The starting point was that he missed the £ïrst and third sessions and I was 

pissed off and 1 didn't Iike being pissed off and 1 didn't think it would be helpfùl 

to him and it certainly wasn't helpful to me. 

Elaine explaineci, 'T was really glad that 1 got this early challenge on attendance. The 

first t h e  1 had t&ed to him on the phone, I was very criticd although I w u  restraining 

myself." She admitted that she had not met her mentee at this point, 



No, I hadn't seen him, he didn7t show up so I talked to him on the phone and by 

that time Tan had gotten him on the phone. 1 said to him a few weeks later, ''if 

you had an appointment to see the most beautiful girl on campus 1 don? think 

you'd forget," he wnceded that that was probably true. 

The problems in this m e n t o ~ g  relationship began when Elaine's mentee did not show 

up for his first session. Elaine felt her time and energy were being wasted when again 

on the third scheduled meeting the mentee did not show, especially since she was 

getting credit for the hours in which she worked with her mentee towards a course she 

was taking. Elaine felt it may be helpfid to  wnstruct some type of contract with the 

mentee, 

1 asked him to rnake a $30.00 deposit with Jan [academic support coordinator] 

and if he simply didn7t show up and didn't wam me 1 would collect the deposit 

and he would have the option of replenishing the deposit. 1 gave him incentive, 

he could have gotten another mentor, he didn't have to do thaf he agreed. 

Elaine felt that this was a positive incentive for her mentee to corne to the mentoring 

sessions. However, this was not the case. Her mentee did not show up for the next 

scheduled session. Elaine also felt that the program coordinator disagreed with the fom 

of action that she had taken with her mentee, "Jan misinterpreted what 1 was doing. She 

thought it was a way of coercing him to show up for mentoring which 1 had no interest 

in doing. . .She disagreed with what 1 was doing-" The problem seemed to originate 

£kom the Iack of a perfect fit between mentor and mentee, 



1 wasn't willing to be a taskmaster. 1 was willing to be a motivator if that's 

what they wanted but I told my mentee I'm not redy interesîed in doing that, 

you h o w .  If you want me to do it, I'll do it but I'd rather ta& about it. 

Elaine did feei that Jan h v e d  to k d  a fit at some be l ,  Y think Jan probably tried to 

do that to some extent wnsciously or unconsciously." There was dso the issue of being 

presented with a certain type of individual, '4 think that being presented with a ceriain 

type of individual didn't help me through the initial period when he wasn't showing up. 

That would not be useful information for me." Yet, Elaine believed she met the needs of 

her mentee at some level. 

DK: So, did you feeI overall that you did meet the needs, at some level, of a 

mentor to your mentee? 

Elaine: 04 sure- - - -1 feel 1 understand that brand of academic dysfùnctiodity 

pretty weu. 

hi her final report to the coordinator, Elaine said, "maybe you could find 

somebody new for him, somebody that wouldn't buy into the incorrigible loser 

persona." Strangely enough, Elaine still managed to enjoy her mentoring experience; 'T 

really liked being a mentor. It's been a really interesting way for me to show support. I 

think it went perfectly fine even though he ended up hating Jan and me a little bit. And 

terminating mentoring." She also expresseci support towards her mentee, 

He made tremendous strides and like a lot of mentees he kind of arrived already 

having made some changes. ...ln his case he worked long hours over the 

s u m e r  to pay for it [the academic support program] hirnself so he made some 

changes akeady. 



However, that waçn't enough to rnake the relationship effective, 

DK- . . .Do you thll.lk there was any sense of betrayal? 

Elaine: He did Say he felt my hours were more important than his welfare. 

DK: He said that to you? 

Elaine: OK, am basicaily tired of feeling like 1 am part of her course and she's 

not part of my academic recovery." So if he didn't quite understand that by 

taking this progr m... I don't really want to try to figure that out. I think 

that- . .the one main thing I've lemed fiom this is that when I did this thing with 

the money he and Jan and d e r  people 1 taiked to construed it as extortion.. .and 

it really wasn't so that language suggests that he didn't believe me in the fïrst 

place.. . 

Shauna ais0 had difnculty in her rnentoring relationship. She felt initially that 

there wasn't enough clarity around the role of the mentor, 

. . -1 felt there wasn't the clarïty around it and then 1 said one of the things that I 

thought was redy important was 1 said to her [asp coordinator] clarity on what 

the role of the mentor, the mentor's role, how do you do it, how do you be a 

mentor and T didn't ever see that corne, 

Her concem was her lack of personai mentorhg experience, '2 had never been a mentor 

officially, so here I was an-ïving getting this information about this student and thinking 

what am I supposed to do here?" She had feelings of confusion and discornfort entering 

into the mentoring relationship. She expf ains, 

The very fÏrst night 1 got this sheet and on the bottom of this sheet there was 

some comment [about the mentee] that said - there waç a M e n  comment and 



it was like - he's already missed classes, he's already been reamed out about it 

and it felt very uncornfortable and it felt like 'khy am 1 getting this 

information?" It felt iike a breach of confidence. 

She was also concerned about the formd aspect of the mentoring program. Shauna 

expressed f;ustration, "So here 1 was arriving, getîing this information about this student 

and thinking 'what am I supposed to do here?' and it tunied out 1 think that the mentee 

that 1 hady he was very angry about behg in the whole program and he wasn't very 

intrigued about having to see a mentor." She felt she understood what he was feeling, 

I thùik he felt some real 'khy does he have to do this type thing" and it was the 

mandatory part of it that was very hard for him but yet he was also the type of 

person who likes to bey who has the ability to present &self socially quite weU. 

So it was in a very underlying way that the message was coming. It wasn't 

sitting d o m  saying ''I hate being here." He was very personable and that kind 

of thing but it took me a while to realize t h  he had real issues; that he was 

angry about it but he was piaying the system because he knew it was something 

he had to do. 

However, this made mentoring difficult for Shauna because her mentee was not 

interested in seeking any type of support fiom her initially. He was not willing to assist 

her in helping him, 

. ..There was probably a lot of extemal pressure for him to return so he would 

have done the things he needed to do in order to get back into the university. 

But he - a lot of personal issues that get in the way of him being successfil. But 

1 think it made it realiy difficult for me because he did not want academic 



support Erom me as a mentor. He did not want me getting the tirnetables fiom 

him. ... He didn't need another person in his life tbat was going to be simng 

down and saying "so have you got your assignments done?" "How are you 

doing them?" and rnon i to~g  him in that way. And 1 didn't see a mentoring 

relationship either. 

Shauna felt confusion around the mentoring aspect of the relationship as weUy 

1 realty saw it as this guy needed somebody that was going to support hirn 

through the year, somebody that was going to be here for him and that school 

wasn't the problem. 1 was trying to b d d  a relationship with him and work 

towards - and maybe we could look at other thuigs that were difficulties for 

him. So for me it was reaily ambiguous, 1 really didn't know what 1 was being 

told, 1 was gettùig the impression what I was being told didn't Et. Anci if I had 

doae the timetable, he didn7t really want that and if 1 had done that, it wouldn't 

have done mything for the mentoring. 

I questioned her at this point asking: 

DK: I'm wondering if he even would have corne to the mentoring sessions? 

Shauna: 1 wouIdnYt think so - no, and 1 a h  had to guarantee to hirn on a coupIe 

of occasions that what went on between hirn and 1 was between hirn and 1 

because there was really unclear boundaries around how the mentoring role - 

mentoring relationship fit into the academic support program. 1 redy  felt that 

what went on between him and 1 was between hirn and 1 and if he wanted to 

share it with someone else than that was fine, but 1 really felt it was 

inappropriate s h a ~ g .  



She saw that she was eventually able to show support to him and even provide an 

appropriate levei of challenge, 

1 thiak what ended up happening in our relationship, for a îime period, he çaw 

me as somebody that he wuld corne and sit and talk to, you know. 1 would cal1 

him on the ccinning he was doing and we sort of felt like we could really see 

each other and there were some strengths in that but I know that he really - he 

was doing the minimum, absolute minimum that he had to do to maintain 

himself in that program. And he was buckfing under and accepting the manner 

in which the shit was hitting the fan kind of thing Like the person that was 

running the program was on bis 5ack and he had a meeting with that person, the 

supervisor, the registrar - four of them sat down and had a meeting and he was 

very in an exîemal way. He sat there and was very quiet and was nodding his 

head. Inside, he's calling them al1 kinds of names in the book. 

Shauna sensed that there was a great deal of resentment on the part of her mentee 

toward the program and the fact that he was required to participate, 

I think he was hsving a really hard time with the fact that this was an authority 

that was telling him how he had to do if trying to break fiee and say, 'Tm an 

adult and I'li do it my way" and they're saying "doing it your way isn't 

working, do it fike this7' and he was really resenting that. The supeficial layer 

that's there with him is very polite and gets along with people so he wasn't 

doing that. So he was getting to be redy resentful of the way things were 

coming down the pipe at him. Not that they were wrong or right but it wasn't a 

strategy that was working for him. And I reaIly saw that if I did that strategy 



there wouldn't be any comection between us at all. So for me and a couple of 

times I said to him it feels like we just sit here and talk like 'tvhat is this?' and 

he said that 'T really enjoy our conversations." 

It is obvious that she was able to provide something that he deemed enjoyable. 

However, it was the confusion, Iack of clarity and disrespect that made the relationship 

suffer, 

It was just having another adult he codd tak and he couid be quite content to be 

angry about it openly, angry about things and talk to me about it and know it 

wasn't going to go any M e r .  But 1 found it very dïïcult  for me because 1 just 

sort of - it was like there just wasn't a cl- around it for me and it just really 

felt like it didn't fit. It was tiring and it took a lot of energy; a Iot of energy and 

1 found myseif confused and at one point - he came in one time and he started 

talking in a way that 1 found really offensive and 1 was sort of iike 'khat  do 1 do 

here?" I'm here to Listen and support hirn but now he's talking about women 

and white trash stnppers. He was just sort of going in that direction and it was 

becomuig apparent to me just how angry he was at different classes of society. 1 

was starting to feel uncornfortable at the way he was talking and at one point 1 

just sort of said to him - ''you're a racist" - called hirn on it and he was doing 

drinking and 1 was concerned about dnigs. 

She was also wncemed about the judgment toward her mentee and thaf in fact, 

impacted on her desire to spend time with him, 

... 1 didn't want to go, 1 do remember the time that we met was Wednesday 

afternoon . . .and I would always h d  myself dragging - myself to go and just - I 



don't want to go and you lmow the s u p e ~ s o r  sort of helped me to see that 

maybe that was his anger undemeath it I was picking up on. 

Shauna had an overd feeIing of discodort throughout the period she was meeting with 

her mentee. This discornfort was not only associated with her mentee but also with the 

program itself: 

... He was already slotted into a categoxy that wasn't going to make it right off 

the bat. He was slotted into that category and he wasn't going to make it. He 

was going to screw it up. 1 found îhat redy unsettling you know, because 1 

saw that there was a person here and he was making bad choices and unhealthy 

choices and he was making rnistakes and . . .it felt Like there was a lot of 

judgment that came fiom the very first day when 1 got a piece of paper with 

comments on the bottom. It made it difncult and there just wasn't clarity around 

what 1 should be doing with this guy. 

Shauna a is0  felt a great deal of discornfort at the monthly meetings the mentors were 

supposed to attend, 

. . -1 remember going to one of the supervisory meetings, which I hated, 1 had no 

appreciation for those meetings at d. I thought they were a waste of t h e ,  a 

breach of confidentiaiity and ... at one meeting, 1 remember saying 'Tt's been 

hard work I'm tired, you know. It's not a pretty picture that everyone's been 

painting here, you know." 1 was one of the last people to speak and 1 had 

listened to what had gone on and thought the information that's coming f h m  the 

coordinator to everybody else and the information that's coming fiom the 

mentors too is inappropriate. This just didn't feel right It felt wrong. It didn't 



seem to be cIarity around the confidentiality issue, around the mentors, the 

relationship and 1 found this person a reaiiy difncult person to work with and 

there was one person, a support person, but I don't know if that person was 

really set up to be a support person for the mentors. It might have been through 

another avenue 1 was able to go and talk to that person around some support but 

1 wonder about the people who were having cWicuIties in their relationships 

with their mentees, where were they tunring for support? 1 don7t think there was 

anything in place for that. It cornes back to cl* of the role and it aIso cornes 

back - I don't think that the mentorship should be mandatory. 

Shauna proposed that the program itself could be mandatoty but having the mentorship 

aspect of the program mandatory puts an undue amount of pressure on the mentors 

when their mentees do not wish to be present, "[the mentorship] should be voluntary 

because it puts too rnuch pressure on the mentor and you're looking at somebody who's 

dedicating a certain amount of time . . . and if you7ve got somebody who's hostile about 

being there . . ." However, at one point Shauna did express some hope, 

But then on the flip side 1 don't know if the mandatory part of the first 

relationship .. maybe it did do something for him, 1 don't know. So if it hadn't 

have been mandatory, maybe he wouldn't have had that experience. 

Overall, she describes her experience, '3 found it a very tiring, difficult experience to go 

through." Although the relationship was difficult, she tried to contact her rnentee after 

Christmas, 



So then 1 did manage to contact the mentee and set up a meeting and maybe he 

could meet with me. And he e-maileci me and tofd me he couldn't but he would 

get in touch with me again. And he never did get in touch with me again. 

T h e  passed and at the end of the term she happened to ~n into him, 

1 did see him about a week or two ago and he said he was fïnishing up here and 

moving. . . . When we talked, he was the plûasant person that he is but he did 

seem eager to continue to talk and 1 seemed eager to go. I would have liked to 

bave been able to Say to him "let's go for a coffee or something" but I reaüy feel 

like I put the bal1 in his court around doing something and he didn't initiate 

something- ... He'd had some real, personal difficulties. He did e-mail me to 

say 'T need to get some stuff off my chest and you seem the appropriate person 

to do that-" He never . . .that was it. 1 ha.ven7t had anymore contact. The last 

t h e  we actudly met was before Christmas with the agreement we'd meet after 

Christmas. We might have had one or two e-mail contacts but that was it. So 

for me I felt unsupported. 1 felt a lack of clarity and there were no boundaries 

around confidentiality. I felt he was classified and put into a category and that 

was unfair and wrong. 

I asked Shauna if she would be willing to be a part of the mentonng process again, 

In the same circumstances it was in the Ml, definitely not. But if the changes 

were made, and there was cl* around that, 1 guess 17d have to recant that. 

Out of al1 the troubles and struggles I've had with the mentee, I did enjoy the 

relationship and there was a t h e  when he and 1 where we saw each other as 



human beings and I think he was able to share with me something he'd never 

shared with anyone. 

Although Shauna experienced difficulty in her relationship, she was able to reach a 

place with her mentee that others were not able to reach. 

Summarv  

In the beginning the mentors and mentees experienced some Level of 

apprehension and nervousness. This was understandable given that the pairings were 

formal. Most mentors had not done any rnentoring before. The mentees were mandated 

to atîend while the mentors had varykg reasons for choosing to mentor. These ranged 

fiom "getting the hours" (toward counselling certification) to plain interest in 

"mentoring students." Once initial feelings of nervousness had passed, the mentors 

began using facilitative strategies with their mentees. These strategies hcluded but 

were not limited to guidance and advising helping/making a Merence, role modeling, 

support, protection, encouragement and trust. These strategies did not appear 

immediately for the pairs. First it was important that mentor and mentee "'get to know 

one auother." Once this f d i a r i t y  occurs, the relationship could progress to the point 

where the mentor could offer the above noted strategies to the mentee. These strategies 

facilitateci cioseness so that both complex and general issues codd be discussed with 

ease. In most cases this facilitative stage was enjoyable for both mentor and mentee. 

Tirne was an important factor in this stage. The pairs needed time to develop the level 

of cornfort necessary to bring forth benefits. 

As time progressed, the mentoring relationships progressed to a new level. The 

relationships moved to a new level when the mentor felt that s/he could use dynamic 



interventions such as confrontation and challenge with the mentee. Confrontation was 

used by the mentors to bring about a healthy change for the mentees. The mentees 

appreciated the challenge but never felt forced or pushed even though the mentors 

sometimes felt they may be pushing too hard. It has been described by one mentee as 

"guiding." Although the same scenario was described by the mentor as ccconf?ontation." 

The mentee explained guiding as "she just makes me open my eyes." Another mentor 

used confrontation in the form of ccsuggestions." The mentee's response to the 

suggestions was positive, "helped me decide what 1 wanted to do." 

These dynamic interventions were used by the mentors to enact liberating 

behavior on the part of the mentees. These liberating behaviors took the form of 

inspiration, empowerment, motivation, self-esteem, independencdstrength, fieedom of 

expression, respect, expusure and humannesslauthenticity . As one mentee explained, 

meeting with the mentor was " a way to  get things off your chest, -..a way tu look at 

things differently too.7' This mentee had developed the ability to acknowledge and 

praise herself: '? don't really look at rnyself or pat myself on the back a lot and 1 can 

when I'm with ber.- ." The mentors provided these mentees with liberating behaviors 

they never had before. Knowing that they coutd instirl such positive behaviors Born 

their mentees has also proved to be a positive expenence for the mentors, 'Tt's given me 

a Iittle more confidence.. .yes, it hm been positive." 

Unfortunately, not all of the mentoring relationships were as successfÛ1 or as 

positive. Like dl types of relationships, mentaring relationships can sometimes run into 

dficulties. The difnculty varied fiom troubled relationships to relationship inhibitors 

which prevented either the mentor or mentee, and sometimes both mentor and mentee, 



nom experiencing primady positive outcornes. The inhibiton ranged fiom feehgs of 

mcertaiLlty, confusion, hstration, dependence, self-protection, worry/concern and 

Eagility to troubled relationships characterized by self-sacrifice, discornfort, 

disagreement, submissiveness, arrogance, non-reciprocal relationship, unrealistic 

expectations, incorigruence, selnshness, displeasure, cornpliance and judgment. These 

behaviors, whether exhibiteci on the part of the mentor or mentee, generalIy lead to 

dysfùnction within the relationship and impede the relationship fiom any healthy 

progression. 

It appeared that troubles &en began early when, for example, a rnentee did not 

show for the initial meetings. Often resentment builds and it appears the relationships 

are staüed ftom the onset. In most cases, the good intentions are there but the 

individuals have dficulty relating to one another. In other words, there are 

psychosocial problems. Inevitably this results in disappointment which leads to stress 

and anxiety. It is difficult for either party to benefit under such circumstances. Lack of 

cl- can also result in an inhibited relationship. In one case, in particular, the mentee 

felt resentment toward the academïc support program that he was mandated to attend. 

He then transfe~~ed this resentment into his mandated mentoring relationship. This led 

to confusion and disrespect. It also impacted on the mentor's desire to spend time with 

her mentee, "'and 1 wouid always find myself - dragging myself to go." This mentor 

proposed voluntary mentorship even though the academic support program was 

mandatory. This would alleviate the pressure the mentors feel when their mentees do 

not want to be present. Overall, the experiences of the participants varied. No 



relationship could be characterized as perfect. Although all relationships experienced 

some instances that proved positive and meaningful. 



Chapter 5 

Discussion 

I have learned fiom my experience as an in te~ewer  that: 

relationships are composed of two individuals who corne to one another with 

Mme linguistic, cultural, human, and individuai baggage, but nevertheless can 

proceed, through their interaction, to create substantial s h e d  understandings of 

the world, which they f ime  in thek talk with one another.. . (Duck, 1994a). 

When I f?rst read this quote, 1 believed it pertained to the mentor - mentee relationships. 

However, as the study progressed, I realized that this statement applies to al1 

relationships between two individuals, including my relationship with each of my 

participants. It tmiy opened my eyes and my mind so I could more cIearly see and 

understand the interchange between two people involved in a relationship. 

Each relationship began as a formal pairing. This, of course, was not easy for 

either the mentor or the mentee. Adams and Adams (1997) have discussed the initial 

stages of the mentoring relationship. The first stage has been terrned apprehension. 

This is natural given the formality of the pairings. These people were complete 

strangers to one another and had to corne together as a working pair. One mentor, 

Brenda conceded ". ..a thy bit of nervousness.. ." before her fïrst meeting witb 

Charlene, her mentee. These concems orose out of not knowing what was expected of 

them in the role of a mentor. Many mentors were new to the process, "My biggest 

concern was that I'd never done mentoring before. . . . What was going to be good for the 

student?. . ." Kram (1988) has proposed that this initiation stage of mentoring can last 

h m  six months to a year. 



The relationships progressed naturaiiy and the mentors began to use facihtive 

strategies with their mentees. It was during this tùne that the mentor was able to 

provide a sounding board for self-exploration (Kram, 1988). When asked what role she 

expected to play in her mentee7s Me, Donna responded, "Going into it, 1 wasn7t sure, 

but after a couple of sessions7 1 felt like I was more of a sounding board, she would 

bounce ideas off me." The mentor often offers personal experience as an alternative 

perspective (Kram, 1988). Charlene described the relationship with her mentor, "... 1 

think personality wise, it's someune 1 can say, look at how she tunied out, i can do that 

too." Charlene obviously had entered into the stage of goal setting discussed by Adams 

and Adams (1997). 

The mentors were also able to provide their mentees with feedback and active 

listening as discussed by Kram (1988). As Richard stated about his mentor, "piece by 

piece weyli just sit there and break the paper down. ... He has given me advice. We do 

a lot of school stuff: we talk about the odd thing. . ..We can sit and talk for hours." 

Charlene spoke of the significance of the one to one relationship, "...Meeting with the 

mentor just gave me more of a one to one relationship with somebody that 1 really, 

really liked. My professors were supportive of me but I kind of felt intimidated by 

them." Larose et al. (1999) expanded on the idea that many students often believe that 

to ask for assistance or to seek help ffom a teacher ccconstitutes a public admission of 

failure" (p. 243). However, she felt cornfortable with the relationship she had 

established with her mentor. Counselling is a psychosocial fùnction that was often 

present in the mentoring relationships. The mentors helped the mentee to explore 

personal concems that might interfere with a positive sense of self. By ofFering this 



assistance in a counselling role, the mentor is feeling productive and helpful (Bb-u~, 

1988). As Brenda stated, ". . .Sometimes 1 try to be more of a counsellor with her. And 

sometimes 1 just try to sit back and listen.. ." 

The most eequently reported psychosocial fùnction reported by Kram (1988) 

was role modehg. The mentee benefits through the discovery of vdued parts of 

himherself The role mode1 also assists the mentee in developing a greater Level of self 

confidence. Paul felt that his mentor was the oaly person who really supported him and 

helped him to develop confidence, 

Paul's the type of guy you go visit and when you leave, you say, "O& I'm good 

again," gives me confidence tallcing to him, he makes you feel good just by 

talking to you, he was the only one who really supported me. 

Acceptance and confirmation enable a mentee to experiment with new behaviors 

&am, 1988). The mentor tracks the mentee's concems, helps the mentee to iden- 

hidher strengths and is codident in the mentee's ability to face and overcome 

uncertainty (Davis et al., 1997). 

The mentoring relationship is vital and significant if both mentor and mentee 

benefit (Kram & Isabella, 1985). Alicia has descrïbed her experience as a mentee as 

"really great." Doma, Alicia's mentee also benefited nom the experience, 'T think I've 

lemed a Little about myself. . - 3 ' s  given me a little more confidence. . . .it has been 

positive." 

The buk of the mentoring literature discusses the benefits of the process 

(Scandwa, 1988). However, there is potential for dissatisfaction within some mentoring 

relationships. Kram (1988) discussed the possibility of dysfunction within the 



m e n t o ~ g  process. However, scmt attention has been given to dysiknction within 

mentoring because poor relationships do not occur as ofien as positive relationships. 

When they do OCCLU, the results can sometimes be quite serious (Scandura, 1998). 

Mentoring relationships can sometimes run into difnculty when the interests of the 

mentor or mentee change or when differences in judgment exist (Hennefiund, 2986). 

Elaine's mentee had disappointed her early on and this led to difficulties as the 

relationship progressed, 'The starting point was that he missed the first and third 

sessions and 1 was pissed off.. . ." Elaine felt it would be helpfùl for both herself and her 

mentee if some type of contract was constnrcted However, even though her mentee 

agreed to the contract, he did not hold up his end of the bargain. 

I asked him to rnake a $30.00 deposit with Jan (the academic support 

coordinator) and if he simply didn3t show up and didn't wam me 1 would collect 

the deposit. . . .I gave him the incentive, he codd have gotten another mentor, he 

didn't have to do that, he agreed. 

Her mentee did not show for the next session Efaine and her mentee dBered in their 

views regarding incentives. 1 asked Elaine if there was any sense of betrayal. She 

responded, "He did say he felt that my hours were more important than his welfare." 

Duck (1994b) describes these problems as difficulty and spoiling. Difficulty occurs 

when the person has good intentions toward the other and there are psychosocial 

problems in the way they relate to each other. Problerns can arise and the relationship is 

characterized by conflict andor disagreement on the judgment of the other or by 

pIacing the person in binds. Binds occur when ultimatums are given or the person 

demands the other make a choice. Despite good intentions, these unpleasant scenarios 



sometimes do occur and can cause serious stress and anxiety. SpoiIing of a potentially 

positive relationship can occur when an act of actual or perceived betrayal occurs. This 

betrayal c m  evoke feelings of disappointment and regret by the person who invested in 

the relationship. Scandura (1998) acknowledges that because there is a power 

dBerentiation in mentoring relationships, they "'are quite possibly more potent in t ems  

of the potential intrapsychic damage that might be done than the literature 

acknowledges" (p. 456). 

Another issue that might possibly contribute to mentoring dysfunction is the 

formal aspect of the relationships. There was no choice for these students. They were 

mandated to attend the academic support program and the ment~ring component of the 

program ifthey wished to get back into their regular program of study. Although many 

m e n t o ~ g  progrms are set up for fosmal mentoring (Lefler, 1996), Chao, Walz and 

Gardner (1993) suggest that both mentors and mentees prefer informal mentoring. 

Shauna expressed a great deal of frustration with the situation, 

. . .I think that the rnentee that 1 ha4 he was very angry about being in the whole 

program and he wasn't very intrigued about having to see a mentor. . . -1 think 

he felt some real ''why does he have to do this type of thing" and it was the 

mandatory part of it that was very hard for h . .  . 

Her mentee was not interested in seeking support f?om her and this made the 

relationship dEcult, "...But 1 think it made it realiy diEcuIt for me because he did not 

want academic support fiom me as a mentor." The relationship between Shauna and 
I 

her mentee was difficult yet she felt that she found a place in her mentee that she might 

not have found if the relationship had not b e n  mandatory, "...maybe it did do 



something for hh.. . so if it hadnyt of been mandatoq, maybe he wouldn't have had that 

experience." As thougbtfully explained by Duck (1994b), "As well as being an ever- 

present thread in the rich tapestry of our lives, the 'dark side7 is not always dark in its 

effects. - . .In learning to cope with relationship disasters, some people grow stronger, 

more resilienf and better able to deal with others.. ." (p.5). 



Chapter 6 

Synopsis, Recommendations, and Conclusions 

Spopsis 

This study has shown that there are many benefits to the rneotoring relationship 

and that the relationships WU be effective if these benefits are present for the parties 

involved. Much must be taken into consideration when consîructing a successful 

m e n t o ~ g  program in a university settùig. Reeves (1996) suggested that administrators 

must be aware of a number of factors such as selecting commtted participants, 

onenMg and training participants, tracking the development of the mentor-mentee 

relationship, and evaluating program effectiveness. In a perfect world, these factors 

would be met without any concern. Unfortunately our world is not perfèct and neither 

are the people in it. 

Recommendations 

However, through program evaluation and communication with participants, it 

is possible to improve upon something that has already been seen to be successful at 

many levels. Many of the participants in this study had no suggestions for improving 

the program, However, some were able to make some recommendations that they felt 

would improve the program and enhance the success of the r n e n t o ~ g  relationships. 

Donna suggested, 

some kuid of workshop, maybe a couple of hours would help a wboIe lot. A 

little more training wouid have been helpfùl. 1 think in other mentorkg 

situations, you h o w  the persoq seek that person out, which obviously didn't 

happen here and I'm not sure if it could happen. 



Reeves (1996) proposed that formal training programs or orientations could be 

established for mentors that would possibly enhance their interpersonal skills and 

application of crisis management skills. It is a known fact that it can't be expected that 

mentors come in a ready made package. Elaine dso felt that some type of training 

program should be present to bring about awareness, "these are the ways you could be 

as a mentor." She also suggested that it would not have to be t h e  consuming, '9 don7t 

know if it has to be very long. 1 don? think you're going to educate people to do a role 

that they7re not cornfortable with but making it at least a choice." It is expected that 

mentors may need training in cu~unica t ion  and listening skills to make tbem more 

effective (Reeves, 1996). Shauna felt that clarification would greatly assist the mentor 

in making decisions, 

1 think . . . i f  there was SM . . . written out, that was stated, and the mentee doesn't 

show, time contact the mentee, mentee doesn't show second tirne, contact 

the mentee with a copy to the coordinator, doesn7t show a third tirne, meeting 

with mentee, mentor and coordinator. So that there's set stages so that people 

know what the process is to go thmugh . . .and 1 actually requested that. 

Tracking the development of the mentor-mentee relationship is helpful in sustainhg a 

meaninghl relationship. It is important that program developers establish a formal 

feedback system. This feedback system can help foster open communications between 

the program coordinator, mentors and mentees (Reeves, 1996). For Shauna this would 

have eased her confiision, 

I just don3 think it was clarifiai at the beginning. If1 had known exactly what 1 

was supposed to do, . . . back to the coordinator with the mentee, like let's meet 



together. There's none of that where it needs to be a separate meeting. It's my 

impression that as mentor that this isn't really what this person needs. It's my 

impression that this is not what they're looking for ... OK, what is it that this 

person really needs that wilt make them successfùl ... ? And tbt the mentee 

wants and not what is mandatory. And clarity and straightfomard, open, useful 

discussion with the parties at play, to make the lines clearer. Change the format, 

the actual discussion should happen with the mentees and the coordinators . . . 

clârity on the roles, mentor's roles, mentee's roIes, support for the mentors, 

clarity around the process - if a mentee wants to fire a mentor, what7s the 

process? 

Shauna suggested that there be clarification with regard to meeting the needs of the 

particular mentee, 

To me there were some big issues he needed to look at and 1 wasn7t sure that 1 

was the person to be doing that because it was sort of for me he needed bridging 

to a counsellor instead of bridging to a mentor. That was something that has 

become prevalent for me with this program. Where does the bridging need to 

go? And who's supposed to do what? If you've got someone who needs 

academic support and the bridging is to an academic mentor. If you've got 

someone who needs counselling, then the bridging needs to go to a counsellor, 

under the auspices of a coumeIlor and not under the auspices of a mentor. And 1 

think tbat was one of the mistalces that happened for me. 1 ended up counseilhg 

rny . . . mentee but it was under the auspices of a mentor. 1 don't even know what 

a mentor's supposed to give. 1 would Say for improvement to stick to the idea 



that you're there as a mentor and you're not to be doing counselling and if Ï t  

moves, be refmed. 

Reeves (1996) suggests it is important to have mentees provide theîr reactions to the 

mentoring experïences and whether or not their mentors are fùfilling their needs. This 

would as& the program coordinator with providing alternatives for mentees, such as 

counselling7 whose mentors did not meet their ne&. 

This program has been successfu1 for its fira year. As  DOM^ noted, Y think the 

mentorhg expenence has been a growing expenence for me as well. I had not done it 

before.. . very interesting-" It has shown to be meaningfid for many of the participants 

involved. Although participants, such as Shauna, experienced difficulties, they atîribute 

these ciiffialties to the newness of the program. Shauna surnmarizes, 

In fairness to the program and in fairness to the people running the prograrq it's 

the e s t  year this has happened so it's quite typical that these kind of things get 

put into place. You how, you can't thùik of everything ahead of time. I think 

the program has a place here. 1 think the program is beneficial. It will grow and 

irnprove and 1 see anything I Say as points of weaknesses that could be 

strengthened, by just exarnining and putting things in place. ... It's a new 

program as well. I've been involved with brand new programs many times and 

that's not an easy task. 

Shauna also expressed conceni for the coordinator of the program who has taken on 

many roles above and beyond the cal1 of day, 

You have to have someone who's a visionary to do that and that's not an easy 

ta&. . . . She's (coordinator) dedicated aud really dedicated to what she's doing 



but 1 think the weaknesses in the program are weaknesses within the penon that 

does it. I've been concemed about the amount of couoselling she's been doing 

and she's teaching plus she3s coordinating. The amount of roles she's taken on 

are above what she expected to do. It doesn't surprise me.. . 

I suggested, 'With that amount of pressure, she needs an assistant." Shauna responded, 

"Considering it7s a new program and one person doing her role." 

The interview with Shauna was honesî and candid, She discussed what she felt 

were the strengths and the weaknesses of the program with ideas for ïmprovement. Her 

concems and expenences remind us that mentors shouId also benefit £kom the 

mentoring relationship. The mentor should gain a sense of personal satisfaction and a 

feeling of accomplishment when acting in the role of a mentor (Dondero, 1997). There 

shouid be some opportunity for exiting the assigned mentoring relationship if it does not 

work out (Scandura, 2 898). 

Conclusions 

What is it in the nature of the mentoring process that makes it meaninghl? 

The mentoring process has shown itself to be meaningfùl when both parties 

(mentor and mentee) have received benefit in some way. This mentoring program has 

experienced challenges in its first year of delivery. The program has been both praised 

and challenged by its participants. This is the natural progression for any new program. 

There have been successfid relationships and there have been relationships that have 

been dysfiinctional at some levd. It has been demonstrated that the success of 

forrnalized mentoring programs depends on many factors, most importantly the 

successfùl matching of mentor and mentee. 'To summarize, the jury is still out on the 



eBcacy of formal mentoring programs. Despite continueci practitioner interest in 

formdizing the m e n t o ~ g  process, the research literature ùidicates that such programs 

have limitations" (Scandura, 1998, p. 451). However, this program and its coordinator 

must be commended for standing up to the challenge and finding success for many of 

its participants. It is important that problems between mentor and mentee be examineci 

to bring forth an understanding of interpersonai diEcuIties. Training programs must be 

implemented where there is open and fiank discussion of the possible outcornes of both 

effective and ineffective mentonng relationships. Gibb (1999) outlines the main 

elernents that institutions shodd take into account when setting up formaIized 

mentoring programs. These are (1) targeting learners who need mentoring, (2) definkg 

mentor cornpetency, (3) sdecting mentors who can provide help and support, (3) 

matching mentors and leamers, (4) develop guidelines for meetings and (4) providing 

training for mentees @. 1058). WhiIe providing this opportunity to learn may not 

prevent relationship dysfùnction, it will at least prepare the individuals involved to 

better d e -  with such challenges. However, looking on the brighter side of the issue, 

ccdysfinctiona~ rnentoring relationships don't occur as often as good ones" (Scandura, 

1998, p.464). 

The rnain concern put forth by the participants that 1 interviewed was that a 

mentor training program should be put into place. This would certainly bring about the 

clarity that both Shauna and Elaine felt they were lacking. This would dso answer the 

ofien asked questions: How do you do it? How do you be a mentor? Overall, the 

mentoring component of the academic support program has been successful and has 

shown itself to be meaningfiil for most of the parties uivolved- 



It is obvious that the mentors involved within this study initially had varying 

reasons for entering into the m e n t o ~ g  relationship. However, during the course of the 

relationships, these men and women have shown themselves to play a counselling role. 

in essence, at one time or another they became counsellors offering empathy, guidance, 

support and tnist- They were also able to provide an environment for the mentee that 

was not unlike a counselling office; a place where self esteem could be fostered and 

where true feelings could be expressed. It would be heIpfù1 for prospective mentors to 

partake in a basic counseling skilts workshop where conununications and human 

relations are emphasized as part of their mentor training program. Many mentors 

naturally take on the role of a counseIlor and feel cornfortable in that rofe. However, 

some may feel ambiguity around such skills and expressions and a workshop wouId 

assist them in achieving greater cornfort and clarity in their rotes. In the event that 

issues arise that are serious in nature, the mentor must feel fiee to refer to an 

appropriately trained individual. In the interim, mentors can provide their mentees with 

assistance that is cornfortable and natural to them. A counselling workshop wiil only 

enhance their already natural inclinations to help. In many ways, the m e n t o ~ g  

relationship is also a helping relationship. 
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Appendix A 

Ouestions for Mentors - Interview 1 

1. What motivated you to volunteer to be a mentor? 

2. What were your major concems before mentoring? Dunng m e n t o ~ g ?  Why? 

3. What role did you expect to play in your mentee's life? 

4. How did you perceive your mentoring relationship to develop? 

5. Do you believe you were able to assist your mentee with personal and acadernic 

issues? How? 

Ouestions for Mentees - Interview 1 

1. Are you satisfied with your mentoring experience? In what ways? 

2.What are the benefits of having a mentor? 

3 .Do you share problems and feelings with your mentor? Why or why not? 

4.How has contact with your mentor changed your outlook? 

5-What role does your mentor play in your life? 



Appendix B 
Informeci Consent Form 
Research Project - The Nature of the Mentoring Process 

Researcher - Darlene Kyte 

This consent form will help to inform you of what this research is about and what your 
participation will Involve. With this study, 1 will atternpt to gain insight into the 
m e n t o ~ g  aspect of an academic support program at a primarily undergraduate 
universiS. This research is being done in partial fiilfiUment for the degree of Master of 
Education in Counselling at Acadia University- Please read this f o m  carefirlly. 

The information obtained wil1 be used to improve upon the present mentoring aspect of 
the academic support program. You have rights with regard to yow participation in this 
study. 

1. Participation in each taped i n t e ~ e w  d l  take approlamately one 
hour There will be two of these one-hour interviews occumng at a 
time convenient for both you and myself at an undisclosed private 
university location- 

2. You may refuse to answer any question 1 may ask at any time in either interview- 
3. You may cancel your participation agreement at any tirne, if you so wish. 

All your responses will be anonymous and contidential. These responses wil1 be heard 
by ody me and will be transcribed shortly after each taped i n t e ~ e w .  You wiil have 
the opportunitty to view the transcription for accuracy. Excerpts fiom your taped 
interviews may becorne part of the final research project- No identmg qualities will 
be part of such excerpts. Your name will at no time be used in any part of this study. 

You can contact me, Darlene Kyte, or m y  thesis supervisor, Dr. David MacKinnon, at 
any time regarding any of the above stated information. M y  telephone number is 542- 
0459 and my e-mail address is darlene-kvte ns.sympatico.ca- Dr. MacKimon can be 
reached by telephone at 58% 394 or by e-mail at david.mackinnon@acadi5~1~ca~ 

II acknowledge that 1 have read the above stated 
information and understand what 1 have rad. 1 have been infomed of the purpose of 
the study. 1 also understand that information I give will be kept anonymous and 
confidentid- 1 am aware that 1 am able to contact Darlene Kyte about any aspect of the 
study at any time that 1 so wish. I am also aware that 1 am able to withdraw Eorn the 
study at any time and without consequence. 
1 acknowledge that 1 will receive a copy of this consent form. 

Signature of Participant Date 




