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ABSTRACT 

The purpose of this study was to detamine if the estabüdmmt of a f o d  fiieulty- 

advisor program based on a mentoring d e l  would be an effective way to respond to the 

various needs of students enrolled in an upgradmg program for duits, which was o&ed  

at an Ontario community college. Beginning ml 996, the upgrading program experieaced 

a change in student demographics that resulted in deciining graduation statistics. Durmg 

this same period, the Ontario Ministry of Education required the upgradiog program to 

include setf4kection and seIf-~~~nagcumt skills in its c h u h m  This study actuaüy 

b a n  with a prelirninary needs assessrnent of both the faculty advisor and advisee p u p  

as a way to gain a better understanding of the mentoting process and to surface ideas for 

implementing an efféctive hculty-advisor program Eighty-eight students and 6 kuhy 

took part in the 7-month study. Evaluation was coductd ushg questionmires, focus 

groups, and interviews. Faculty who participateci in the fiiculty advisor program gained a 

better derstanding of the mentoring roie and the cornpetencies required, and a greater 

appreciation of the individual leaming needs of aduh upgrading students, especdiy tkir  

affective needs. The fItculty advisor program helpeà students to beçome more self- 

confident and cornfortable in the learnnig environment and more goal directeci m k i r  

ducation. The study found that implemnting a facuhy advisor program in an upgradmg 

program for aduhs offered at a coiiege supports the various needs of the students and 

contniutes to their educationai success. Graduation statistics improved with 

the hplementation of the kuity-advisor progtanz Fxulty advisors and student spdvisegs 

unanimousb agreed that the program be contmued. 
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Many students in coliege upgradig prograrris for aduhs are young aduits. For 

some, the return to an educatmd setting, iike a coiiege upgrading program for adults, can 

be very stressfiil because they often experience social, emothd, or economic pressures 

that impede their acadernic progressa They often have many issues and p r o b h  to deal 

with such as multiple family des,  which require their energy and attention; social and 

econornic pmblems, whlch act as barners to their educatiod success; and previous 

educational experiemes, which fkquently were negative and consequmtly cause 

emotional stress and reactions. As students, these young adults oflm require personal and 

academic support so that they can be successfiil in the leamhg environment. A 

knowfflge and understandihg of the issues and pmblem that young aduhs oîlen face 

could encourage aduh educators to mate a leamhg environment that supports the needs 

of these students. 

As an adult educator who teaches in a college upgrading program for adults, I 

decided to explore ways that my colleagues and 1 could support students so that they 

couid becorne more fùUy engaged m the leaming process and successfully complete the 

upgraçüng program. In this study, 1 explore tk role of mentoring as a technique that 

coiiege facuity can use to encourage young adult shidents to participate actively in the 

leamhg process. 1 descni the characteristics of the students m the upgrading program 

and their needs based on these characteristics; the way these characteristics a&ct the 

1 



design of the leanimg environment; and the role adtût ducators can play m creathg a 

supportive educational cliniate for students. 1 evaluate tbe mentoring program and report 

my findings. 1 draw conciusions based on these findings and offer reconxnendations for 

adult educators interested in establistung a mentoring program. 

Baclrgroond to the Study 

The coiiege's upgradig program for aduhs bas been in existence since 1%7. For 

27 years, the coiiege provideâ upgrading to aduhs who had lost their jobs. In order to 

6nd new ernployment, they had to improve their math, science, and English skilis. Nineîy 

percent of these aduit students came h m  agencies such as Human Resources 

Development Canada (HRDC), Workers' Compensation Board of Ontario, Vocational 

Rehabiiitation Services, and various insurance companies. Of these agencks that bought 

seats in the program for their clients, HRDC was the major purcheser. One hundred 

percent of the HRDC referrals to the coiîege upgrading program for adults bad work 

experience and a proven work ethic. In addition, these students genetally were older 

adults; only 18% were under 30 years of age. Many had financial responsi'bilities üke 

borne mortgages and f a d e s  including small chüdren, so they requited job skilis that 

would enable them to cornpete in the labour force. These students had a stirong desire to 

be successfiil in their educational pursuits, and they were also highly motivated. However, 

in 1996, HRM: discontinued purchasmg seats for thea clients m the college's upgrading 

program for duits. As a result, their clients went elsewhere for their education, atui the 

profile of our strrdents began to change. Sixry-one percent of our new M e n t  population, 
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many of whom receive social assistance benefits, are under 25 years of age and have had 

very little work experience. Few have financial responsibilities for others. 

in addition to the change in our student demographicq the number of students 

graduating from the upgrading program for aduhs had decreased significantly even though 

our enrollment had not decreased. Some preümiaary investigation suggested a 

causeleffect relationship between the changing student profile and the decrease in the 

number of students graduating h m  the progran This fàct presented some tantahhg 

questions that required answers. 

1 k t  became interested in investigating how to meet the needs of our new 

student population when the Dean of Access and Skills, who is in charge of our program, 

asked the faculty for solutions to the p r o b h  of declining graduation rates. As 1 rekcted 

on the problem 1 concluded that our new students had different needs than our previous 

students and that these needs had to be met before they could become engaged fiilly in the 

learning process. 1 a h  concluded that there was a need to review the curent program 

structure in light of the non-academic needs of the students and make changes 

accordingly. in my view, the role of the faculty as adult educators was to be proactive in 

Ming ways to meet the individual needs of the students. One idea was to establish a 

facuity-advisor program, based on a mentorhg model, that could provide contact between 

the faculty member and the d e n t  and could mate a safe environment where honest 

dialogue could take piace. 1 realwd that not al1 students would require this kind of 

support because they received it h m  fam@ and fiiemis. However, many new students in 
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the upgradimg program for aduhs seemed to have needs that were not b e i  met either 

inside or outside the leamhg environment. 

The Problcm 

The main issue this study addresses is how to respond to the changing needs of 

students in a coiiege upgdmg program for addts so tbat they could achieve academic 

success. To understand the problem M e r ,  1 engaged in some h i c  research. 1 

discovered in The 1998-1 999 Literacy and Basic Skiils (LBS) Program Statistical and 

Financial Report for Colleges Delivety System: Learner Dernographie Profie: LBS 

Levels I-IV that 68% of students at all kvels of OUT cokge upgradihg program for aduhs 

cunently receive their source of incorne through Ontario Works. The focus of Ontario 

Works is preparing people for employment and getting thern the help they need to fkd the 

shortest route to a paying job. This is accomplished through referrals to basic ducation; 

training for new and updated skills; practical work experiençe; job placemnt; and help 

with child care, transportation, and other work-related expenses. A person who qualüies 

for this social assistance program receives $6,240.00 each year. This idonnation suggests 

that many of our new students face economic and social barrien with regard to 

educational opportunities. In addition, the demographtc profile of students entering the 

adult u p g d i g  program since 1996 points out that most of these students are younger 

than our students m the pst. Sixty-one percent are 16 to 24 years of age, whereas m tbe 

pst, only 18% were under 30 Yeats of age. 
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In addition to these demographic changes, the faculty working in the upgradmg 

program for adults found, W on initial assessments and in-ckss tasks and assignments, 

that many of our current students are young and h t u r e .  Tbey have veq  little 

employment experience and usually a poor work ethic. The latter is d e s t e d  in their 

negative attitude toward developmg job related skilis. In the past, our students had 

exîensive work experience, usually more than 20 years, and they generally had a proven 

work ethic. Faculty also noted that the students who receive social assistance b e n e h  

often have no personal reason for retumhg to school other than the k t  that the Ontario 

goveniment has determined that in order to quai@ for social assistance beneiïts, they 

either have to go to work or return to school. Consequently, our new students have little 

or MI intrinsic motivation for completing their education. In the past, m contrast, many 

students had W y  responsibities that rnotivated them to finish and graduate. 

In addition to a shifting student profile, our program requirements also were 

changing. According to a July 1998 draft of Workinn with Learniiip Outcomes: 

Validation M, literacy agencies in Ontario wouki be expected to teacb seKrnanagement 

and self-direction skills as part of their programs. These skiUs were new additions to our 

upgtadhg program for aduhs. 

Based on this basic research, 1 suggested to my colleagues m the upgrading 

program for adults that o u  students' needs and the implementation of changes to the 

program rnight be addresseci best through a faculty advisor/mentoring program. Cohen 

[ 1995) descn'bes the mentoring role as "a number of mterrelated bebaviourai fiuictions that 

are combmed in the mentorhg cekiionship to asskt a h  ad& hmix" @. 3). He belietxs 



that the purpose of the mb is to estabiish trust, O& tailored advice, introduce 

alternatives, challenge, motivate, and encourage initiative. Cohen expiains that "mentors 

make a difference prhdiy  because [tiiese] wmpetent mentoring bebaviours enable them 

to transmit the essential quality of trust" (p. 3). 1 reasoned tbat these mentoring flnctions 

could create an environmeat tbat would help our new stuâents to becorne active 

participants in the upgrading program for adults and would assist k faculty in teaching 

self-minagement and seif-d'rection skills. 

Purpose of the Study 

The purpose of this study is to examine whether or not a kuhy advisor program, 

based on a mentoring modei, could create an environment that mets the students' needs 

and helps them to achieve success in an upgradi program for aàuits. The success of the 

students wodd be measured by comparuig the graduation rate of a group of students who 

M access to a faculty advisorimentor program with previous groups. 1 chose a 

mentoring mode1 for two reasons. First, a mentorhg program would provide an 

appropriate means fbr kulty  to get to k w w  the students and to understand iheir 

individual ne&. Second, mentoring wodâ provide an effective meam of involving the 

students m the leamhg process, thereby imeasng their self-minagement and self- 

direction skills and uhimately k i r  opportwiity for success in an educaiional enviromnt. 

One of my main ta& before launchmg the meatoring prograin would be to answer the 

foiiowing question: What kirad of assistançe do students and k u h y  wed when they 

engage in a meniorhg rrbosliip? The m.er to this question would klp me in 
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designing a program and m developing a resource kit that would help to meet these 

various needs. 

Scope of the Study 

This study primarily addresses the use of mentoring in an upgrading program for 

aduhs. The particular aspect is the miplemetltation of a nientoring program with facuity 

and a group of students. The emphasis is on gainmg insight into the needs of faculty and 

students as they engage m a mentorhg mIatioiIship and on the value of mentoring as a tml 

for motivating students to compkte the upgrad'hg program successfblly. 

The study took phce over a 7-month period fiom October 1998 to the d of . 
April1999. It began with 6 faculty mernbers and 53 students. Each month when new 

students arrived, 1 offered thern the opportunity to participate m the mentorhg program 

AU of the participants were students in the college u p g d i  program for aduhs. None 

had e a d  a high school dipbma. Most were in reçeipt of some form of social assistance, 

and some of these students had family tesponsibilities. 

The study was carried out in three phases: needs ~ssessment, imphtation, and 

interim and 6nai evaluations. Prior to launching the program, 1 held orientation sessions 

for facuhy members and a session for the stiadents who had volunteececi to be part of the 

faculty advisor program. In b t h  groups, 1 stressai the k t  that participation in the study 

was on a volunteet basis, and that there would be a no-huit termination option should aay 

participants, facuhy or students, chose to witMraw h m  the study at any t k .  During 

the kt meeting witb Lhr: k u i t y  advisor gr-, I gave each one a Wer tbat contsiined an 
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outline of the study and a resource entitled Princi~les of Aduh Mentorinn Sade: 

Postsecondarv Education (Coheq1995, pp.23-29). 1 used Cohen's mentoring sale 

because it not oniy provided facuhy advisors with a self-assessrnent of k i r  personal 

proficiencies, but it also provided a List of cornpetencies to be developed as we embarked 

on this new role of mentoring students. It also was a good refere~:e tool for façulty self- 

development as a mentor. 1 coiiected evaluation data through questionnaires, mterviews 

and focus groups h m  all pariicipants m the study. 

Limitations of the Study 

One of the limitations of this study was the paucity of responses to questionnaires. 

In early March 1999,I sent ali the students involved in the study to date a mid-point 

questionnaire because 1 wanted to 6nd out how the fàculty advisor program was working, 

and 1 wanted suggestions with regard to changes to s&e. The last question on the form 

invited the students to be part of a focus group during which we wouid discuss the resuhs 

of the questionnaire. 1 found that many students chose not to complete the questionnaire, 

so 1 had oniy a fêw opinions on which to base mid-point changes to the fàcuhy advisor 

program, Also, very few attended the focus group. In order to get a higher return on the 

students' final questionnaire, 1 conducted personal mterviews with as many students as 1 

could contact. This pmved to be more time consuming, but 1 achieved a greater response 

because a broader cross-section of the students was represented m the 6uai resuhs. The 

greater response provided better insight into the usefùiness of the tàculty advisor program 

for the students. 



A fiirtber limitation of the study was the Dicreased respoas i i  that the mentor 

role added to the façulty's workload. In order to address this problem, I ageed to be 

responsi'ble for and to coordinate the pmgrtun 1 was also veq carefiil to keep meetings 

short and to a minimum, to acknowiedge the increased workioad of my colleagues, and to 

share with my colleagues the positive feedback that the students recordeci on their 

questionnaires. 1 also tr i4  to d e  the assignment of advisees as equitable as possible so 

that no fàcuity memtiet would feel owtbrndeaed. 

Assurnptions 

I made five assumptions in carrying out the study. First, 1 a s s d  tb t  the use of 

kuity-mentors would be beneficial to the students because the kulty-mentor would belp 

the students to meet their needs and would motivate them to become involved in their own 

leaniing. Second, 1 assumed tbat increased involvement of the students in the leaming 

process would cesuit in a change in theii attitude and, as a mlt, they would successflllly 

wmplete the upgradi program for aduhs. Third, 1 assumed that the students who reaiiy 

needed a m t o r  wouid sign up for the program. Fourth, 1 assumed that dl the kuity 

would embrace the study and would be interested in developing their mentoring skiIls. 

Fiy, 1 assumed that the needs assessments at the outset of the study woukî provide me 

wiîh enough information to determine the program's opration and would belp me in the 

deveIopment of the resource kit for the mentors. 
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Definition of Terms 

Various t e m  used in the duit education literature have different meanhgs 

depending on the context in which the term is used. The rneaning of tenns as used in this 

study, which could be ambiguous or confiising, are d e W  hm. 

The word mentor, in this study, fits with Cohen's (1995) definition. He d e s c n i  

the mentor as someone who estabiishes trust, offers tailored advice, introduces 

alternatives, challenges, motivates, and encourages initiative. In this thesis the tenn 

mentor is used synonymousty with faculty advisor. 

The tenn needs assessment is a research method which provides researchers with 

information h m  al1 involved constituents of an organization about felings and 

perceptions regardiig their learning needs. A needs assessrnent is described as "adaptive, 

flexi'ble and contextuain @rooffieid, 1986, p. 259). 

CoUege u~ntadinn aronram for aduhs is an academic literacy and numeracy basic 

education program for ad& wtio have not achkved a high-school diploma. Students are 

offered a grade 12 equivalency certifiicate upon successfiil completion of the required 

academic preparation. The students' tequird academic preparation is based on an 

assessment of their prior leaniing. 

Phn of Prucntation 

FoUowing this introduction, in chapter 2 1 provide a review of the üterature 

relevant to mentoring m a c o k e  upgrading program for aduits. 1 begin the literature 

roview wiih a discussion of acl& edudon, tbe cbaractcnçtics of ad& hmxs, 3tzd the 
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leamùig enviromnent as tbese topics relate to the e n v i r o m  of a college upgradmg 

program for radults. In the next section, 1 examine the roie of the ad& 

educator/fiicilitator in the ieaming process. 1 coneiude the chaptm with a review of the 

h e m  on the role of mentoring in adult education. 

in chapter 3 , I  descn i  how 1 implenmted my study. 1 discuss the process of 

conducting the needs assessments, develuping the resoutce materials, designing and 

impiementhg the program, and developing ad administering the program evaiuations. 1 

also present an analysis of the hi îàcuhy and students' evaluations and my personal 

reflections regarding the effectiveiiess of the mentoring program. 

In chapter 4,1 pmnt a discussion of the results of my study in light of the 

Merature review. 1 conclude with recomrnendations and oEw suggestions regarding the 

use of mentoring as a technique for faculty to use as a way to help students to be 

successtlll in a coiiege upgrading program for adults. 



CHAPTER 2 

REWEW OF THE LITERATURE 

In this cbapter, 1 review literature that provides the theoreticai background for the 

study. In the first section, I fmus on literahire that defms the field of ad& education and 

describes the adult leamer. My purpose is to situate students in coliege upgdng 

program for aduits within the M d  of duit education. 1 then &nt@ charactdics of 

students who take part in upgrading progreims for adults, giving particular attention to 

characteristics that are gemme to this stuby. 1 pinpoint their needs based on these 

characteristics and explain b w  these m d s  impact on the learning environment. In the 

third section, 1 discuss the rok of aduh ducators as fiicilitators of l e d g  and as 

collaborators in addressing the learning needs of upgrsding students. Fmally, 1 explore the 

rehtionship between the mentoring role of  ad& ducators and the efféct of this role on 

the learning process. 

Deflning Aduh Education 

The fieid of duit education barnniggled to de& iuclf duriug the psi cmtwy. 

Knowles (19701, and D a r k e n d  and Menhm (1982) mggest that aduh education d W  

fiom that of chiid ducat ion. Indeed, the term addt edamfion implies a separate and 

distinct field. TU disthguish adult education h m  the educatioa of children and youth, 

Knowles ( 1  970) popularized the term androgogy, which he defines as "ttae art and science 

of beipmg aduhs learnn (p. 38). Many use this tenn synonymousiy with duit education; 
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however, others object to this e~uivalency. The variety ofdefinitions within the field of 

aduh education reflects this dichotorny. Pratt (1993) questions those who equate the two 

terms because in bis view the word androgogy has its limitations. As he sees it, 

androgogy can no longer be Yhe bask for a theory of adult leamhg or a uniSing concept 

for adult education" (p. 21) because the term simpiy r e k  to a set of assumptions and is 

not inclusive enough. The foUowuig overview demonstrates the diversity in deGiMg adult 

education. 

Vemer ( 1 964) defines aduh education as: 

a relationship between an educational agent and a learner in which the 
agent selects, arranges, and contmuously directs a sequence of progressive 
tasks that provide systematic experiences to achieve leaming for people 
whose participation in such activities is subsidiary and supplemental to a 
priniary productive d e  in society. (p. 32) 

Thirty-three yem later, Merriam and Brockett (1997) descrii adult education as 

"educating and tetraining aduhs to keep [ t h ]  competitive in a global ecomimic market" 

(p. 9). Both of these definitions suggest that adult education serves to prepare skilled 

workers for the nÿuketplace. 

During the 1 98Os, Knowles' (1 975) concept of leamrs as self-directeci appears to 

have Muenced the emerging de6nitions of aduh education. For example, D a r k e n d  

and Merriam (1982) define adult education in temis of "persons whose major social coles 

are characteristic of adult statu undertak[hg] systematic and sustained learnmg activities" 

(p. 9); Long (1987) explains adult education as "ail systematic and purposive efforts by the 

adult to become an educated person" (p. Mi). The tenris undertuking and piaposive 



topic, Merriam and Brockett (1997) smmrke th& M i s  by noting t b t  "sorne 

concept of adult undergirds the dehition, ad t h  the activity is intentional" (p. 8). 

Howew, some authors such as l3arer-Stem and Draper (1993) express c o ~ l ~ e r n  about 

definhg k field of dult education. In tlzeir view, to de& is to confine. They explain 

t h  ''the temi ad& education frepuently corneais an ideobgy relaied to who ought to be 

the participants or what the objectives ùught to be. The various ideologies bave to be 

ideatifkd as occur" (p. 25). As a way to h d l e  the p r o b h  of definition, they 

suggest leaving the de6nition of duit education open-eded to allow for growth within 

the field, and as a way ta r e k t  evoîving societai changes and tealities. For example, 

Draper (1942b) describes nther than defines adult literacy education as "characterized by - 
a community of interats shared by those who understand or wish to undetstand the issues 

related to iüiteracy" (p. 76). Draper's description of a particulat area of aduh education 

serves to furth the discussion about the kld of ad& ducation and to help understand 

the breadth of the field. 

Some tevisions in defining t h  field of adult education bave begun. ColliitE (1 998) 

points out the vicissitudes of society ad ttse need For adult educaton to be CO+ of 

how these changes afftct the field of adult ducation. He provides an example of societai 

change in his writîngs about discourse in the field of aduh education that now centres on 

what he descnks as "üklong kambg and lifébag education [and] which mfér to an 

expansive vision of learning and education" (p. 5 1). 

Accoding to Merciam ad Brockett (1997), a person's experbces as an adult 

leamer, ad b 'her  sxperienccs ficith piamkg, ogmkhg, and perhaps teaching in an 
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aduh educational setting often lead to varying understandimgs of the fieid. In 0 t h  words, 

it is the Vnpact of personal experience, environment, change, ami the vastness of the field 

of adult education that bas encouraged theorists to consider these understandings and to 

let the tenu adult education remain fluid, thereby ailowing practice to inform theory. 

Accordingly, there is a need for aduh educators to consider both the aduh leamer and the 

îeaming environment as key educational concepts that dehe  adult education 

Describing Adult Learaen rad the Leaming Environment 

in this section, 1 present the iiterature on adult learners as a way to protile leamers 

in coüege upgradmg prograras. 1 then examine the! characteristics of adult le- and 

exphin how theù characteristics impact the leaniing environment. 

Aduh Leamen 

One needs to look at who participates in adult learning in order to appreciate flllly 

the scope of the field of adult education. Cross (1978), in her research on the 

characteristics of adult learners, found that leamhg is more common among aduhs who 

are well educated, white, and rich. Kopka and Peng's (1993) profile of the aduk leam 

supports Cross' Wings. They claim that one of the greatest indicators of participation in 

adult leaming is prior educational attainment. McCabe and Day (1998) also support 

Cross' claim. They cal1 attention to a 1994 study conducted by Hartle and King (1997) 

which pomts out that the participation rate in higher education is 88% for high-bme 

groups and 58% for low-incorne groups, a dserence of 30 percentage points. Given this 

h h g ,  it ap- h i  Cross' 1978 research rcsuhs are çtill pertinent toilay. 



16 

Norton (1 992) Rtamtains tbat ahdi learners most &en seek work related courses 

and program. She describes bw staff at a youth dropin centre m Winnipeg's inner city 

iiequently seek opportunitics to devebp writirig skiUs they need to çomplete tbeir shül 

reports effêctively. This Ming reinforces the importame of leaming opporhurities that 

relate to s l d l  enhancement. Kopka and Peng (1993) concur wiîh these fimings, and tbey 

point out that work related reasons are foüowed closely by personal development 

explanations. 

Much of the research describes dult lemers as seif-dited, intrinsically 

motivated people. Cranton (1 989) identifies ad& leaniers as: 

&ose who become invoived in a leamhg situation by choice. Since the 
ad& has chosen to learn, he [sk] will have clear d specific goals related 
to his Fer] own needs, wbetber it be an itnprovement in job skills or social 
contact. @.7) 

Likewise, Waldron and Moore (1991) note that in ad& learning situations, ''ididuals 

are oflm looking for marerial and techniques that can be used immedimtely to solve a 

problem or explam a phenomenon. They respond to kamhg situations that are highly 

reiated to th& profession, empbyment, seifdevelopment and life stage" (p. 23). ThRse 

descriptors, however, do not typifj coiiege adult upgraâii (litemy) students who are the 

subject of this thesis. In kt, there is a paucity of research on aduh learners in college 

Forimtely, ihere is some usefiil literatute that adult educators m literacy 

programs would be wise to consider. For exampley aççording to McCabe and Day's 

(1998) projections, there will be a major inmase in tk nimiber of i d e q q m d  studenîs 
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enteting upgrad'i programs in the twerity-!kt centwy due to poverty, pwr parenthg 

practices* increased immigration, low academic succes rates for minorities, f b t i u d i y  

illiterate students, and the changing mîure of work. McCabe and Day point out that it 

will be necessary in the fùture to "provide a bridge for the working paor to cross over mto 

the mamstream of [the] econorny and socieîy" (p. 17). This k t  suggests that this group 

of adult leamers will q u i .  support and direction in order to help them become active 

participants in a learning environment. 

J h p r  and Taylor (lm), too, provide i n s Î  into C a n a d i  adult upgrading 

students. Based on a compilation of case stuâii on literacy programs across Canada, 

they describe literacy students accordiig to the particular cultural, social, economic, or 

political content h m  which t k y  corne. They make reference to aboriginal ad* aduh 

with disabities, recent immigrants, aduhs with developmental handicaps, the unemployed, 

w e k e  recipients, and psychiatrie patients. Draper and Tayh  a b  list the support 

systems that these students require. These include: providing transportation and child 

care; building a program on an assessrnent of kir needs; stimulahg discussion on the 

leaming process, includig self-reflection; making the program leamer-centrecl; 

encouraging people to becom involved with thei own education; and developing seg 

contidence and the desire to be Welong leamers. 

Although Brookkki (1992) does not directly refer to literacy students, k strongly 

beiieves that students need the kind of support that wiU help h m  to become mvoived in 

their own learning. In hi .  view, the assirmption that duits  are h t e i y  seifdirected is a 

myth. He argues rhat 



readiness for seIf-directed leaniing varies greatiy according to several 
factors such as the leam's îh ih i t y  with the a m  in which seIf-direction 
is king encourageci, the nature of the educational ta& to be undertaken, 
the personality of the lesnier, the subculture iiom which he or she cornes, 
and the political ethos of the time and cuhure. (p. 13) 

Ahhough these descriptions of aduh literacy students diier iiom Cranton's (1989) and 

Waldron and Moore's (1991) generalized descriptions of aduh l e a m ,  they are important 

because they provide a broder understandimg of the aduh learner and locate coUege aduh 

upgrading as a legitimate activity within the 6eld of adult education. An appreciation of 

who adult students are not only requires a knowledge and understanding of the 

characteristics of adult learners, but also the effect these characteristics have on their 

Characteriatics of Aduh Leamen 

Polson (1993) argues that "since there is no single definition of what an adult 

leanier is, there can be no universal statements about what characterizes d duit leaniets. 

However, it is possible to describe some general attributes" (n. p.). This type of 

Uiformation is miportant because it supports the need for a îhnework m which to operate 

w k n  dealing with adult leamers. while at the same time continuing to see each situation 

and each person as an individual. This section on characteristics addresses only those that 

apply to coilege aduh upgrading students. 

One characteristic of duit upgrading students is muhiple role expectations and the 

issues associateci with each of these des .  Polson (1993), in reference to this particular 

ciiaracteristic, pomts out tbat 



aduit students sue engaged in -le roles which impact both the time and 
energy tbey can devote to tkir mle as a student, miqg a student] is often 
a secondary rob to that of king a parent, a spouse, an employee der a 
community leader. (np.) 

Not only is there mie conflict, but as Home (1998) pmts out, rziany wmen studenîs also 

suffer h m  "role contagion," which she d e b  as the d i  women have of 

"pdonnbg one role wbiie worrying abut tbeir 0 t h  responsiiies" (p. 95). Hom 

claims that understanding tiiis role drain and how it can iead wonm to abandon theu 

studies is important for understandi the value ad necessity of dependable and accessible 

support. In other woràs, it is imperative that aduh educators understand rok contagion so 

that îhey c m  support their students, espec* women, in achieving their goals. Polson 

agrees and offers a practical suggestion. "If an aduh student misses a scheduied exam 

because he or s k  must take a sick child to the doctor, it wouM be unreasonable for the 

instnictor not to provide an alternative opportunity for this student to take the exam" 

(n. p.). This suggestion &forces the neai fbr duit educators to be sensitive to aad 

derstand duit students' multiple des .  Adult educators, w h  are flexible with regard to 

students' needs, contnaute to their success. 

Another c ~ t e t i s t i c  of m y  adult upgrading students is their r e h e  on social 

assistance for their economic support. Often the inability to cornpiete hi@ school is Wed 

to bwer ecowmic status (Quigley, 1997). Accordhg to McCabe and Day (1998), 

E d . c J y  (1 997) 

reports that clients on weüàre o h  have certain c b a r a c t d i s  that act as barriers 



to succeed. In addition, 

[they] do not firlly understand the ecominic and social benetits of 
postsecondary education; lack support h m  tbeir Griends and family; have 
famiS. respunsibilities to maintain., and lack the hancial resources 
riecessary to attend cokge. [As Ml, 60 percent of w e h  recipients have 
no work history or job skills. (p. 16) 

McCabe and Day exhort aduh educators to respect adult leamers as nidividuais with 

particular needs and to look at each situation on an individual bis .  In t h  way, adult 

educators can gain a better undetstanding of how and why some adults may not be seif- 

directed m seekmg out eduçatiod opportunities. 

Draper and Taylor (1992), MacKeracher (1 993,1996), and Malouf (1 999) support 

the notion that adults have a great many pasî and present petsonal professionai, practical 

or cultural experiences to dmw on when they enter an aduh education program. In this 

regard, Malouf maintains that it is important for educatots to respect this kind of 

knowledge and to use it to maximize teachable moments in a learning situation. In his 

view, [it] '5s impriant to help your coutse participants to match wtiat's new with what 

they alteady know" (p. 13). He feels that this connection of personal expience to new 

information aids in meaninfil leaming. 

The utilization of persona1 experience during k leaniuig proces  accordi to 

MaciCerack (1993), inchides a gender distinction. She c& attention to an essential 

dfirence between adult education theory and féminist pedagogy with respect to persanal 

experience. She pomts out that 



feminist pedagogy cak for a focus on the individual and her personai 
experience as both an initial learning activity and as an ongoing part of the 
entire leaming process. . . .In ad& education, such a personai focus is 
ofien used for climate setting purposes but may not be considered to be an 
integrai part of ail leanimg activities. (p. 83) 

This difference highlights the importance of including personai experience as a component 

in leaming activities, especially for women. 

Malouf (19%) calls attention to the k t  that aduhs often have strong feelings 

about their leamhg situations. S o m  of the emotions tbey bring to the learning process 

either come from past educationai experiences or h m  their everyday lives. Earlier, Kidd 

(1 973) noted that feelings of "love and asociated féeiings such as respect, admiration, 

generosity, sympathy, fiiendliness and encouragement ... tend toward lemhg of quality - 
and endurance" (p. 97). MacKeracher (1 996) agrees. She says, "if the afkctive 

component is positive, our tendency is to move toward something or someone" (p. 63). 

Although this statement addresses the effects of a positive environment, it begs the 

foliowing question: What happens to adult students if the feelings are not positive? 

Polson (1993) clamis that past experiences can "create barriers to learning" (n. p.). 

Attitudes, values, and beliefi developed h m  past experience can create a contlict with the 

material presented m new leanigig situations. When this happens, "[students] must be 

encourageci to remain open and flexiile to other views" (Polson, n. p.). Draper (1992) 

also acknowledges the tact that if past experiences m a leanllng enviromnent are 

unpleasant, these can "smother curiosity with anxiety and ewn fear" (p. 43). Because an 

ad& has not fewer, but more emotionai associations with f9cnial material than children, 



the feelings associated with leanimg c m  be very strong. In her writings on this topic, 

MacKeracher (1996) explains how adults have 

more emotionai associations with material to be learned than do 
children. . . .Aduhs have more to be threatd about m leaming situations 
than children do because their sekoncept is already weii organized. They 
stand to lose much of their previous gains in seksteem and self- 
confidence if they try to learn and M. Many aduhs wouid prefer not to try 
at di, and thwefore appear to resist leamhg. @. 67) 

Additionaiiy, Kidd (1 973) points out that 

rage, anger, and si& feeihqs such as outrage, sense of frustration, king 
thwarted and rejected or féar and such concomitants as suspicion ... tends 
toward resistance to learning and to forgetting as a means of ending the 
tension, or threat, or pain. (p. 97) 

A knowledge and understandmg of the various characteristics of adult leamers in college 

adult upgdmg programs can help the adult educator create an environment that respects 

and supports adult students and helps to &y theu f m .  These characteristics are an 

important consideration when structuring the leamhg environment. An important 

question is: How do these characteristics affect feaming conditions? 

Characteristics of the Learninn Environment 

Researchers mch as Maiouf ( 1 999, Veüa (1 994), and Waidron and Moore (1 99 1 ) 

put great emphasis on the impact of the ieamhg environment with respect to aduit 

leaming. For example, Waldron and Moore are of the opinion that "an experience in a 

constructive learning environment will overcome many. . .fears9' (p. 34). Malouf descriùes 

a positive learning environment as sa&, respectfiil tolerant, and ftn. He suggests going 

slowty and gently when introducing new ideas to addt leamers in order to eliminate 

barriers and to mate a saté ieaming eriviro~arni. Griffin (1 993) suggests wbt  she refets 
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to as "leanier-selected risk rather than imposed threat" (p. 1 18) as a strategy for reducing 

anxiety in aduh leamers. Gritnn's idea points to student choice as opposed to teacher- 

directeci leaming as a way to increase the learner's role m the leaming environment. On 

this same topic, Taylor (1992) suggests that "aduhs leam best in environments whicb 

reduce potential threat to their self-concept and seif-esteem and which provide support for 

change" (p. 23). Velk (1994)' too, points out that "the rise rise and of leamers' energy is 

an accurate indicator of their sense of safety" (p. 8). These staternents suggest that 

creating a d e  leamhg environment is paramount to the success of addt leaniing. 

VeUa (1994) puts great value on the experiences of adults and considers these 

experiences as an integral cornponent of the leaming environment. As she sees it, 

experiences enable adults to "be in dialogue with any teacher, about any abject, 

and ... l e m  new knowledge or attitudes or skills best in relation to that üfe experience" 

(p. 3). This basic assumption regardii the value of dialogue also underscores the 12 

principles for effective adult leamhg that she uses when setting up a leaming environment. 

Wflh respect to the learniag environment, O'Sullivan (1999) pleads for "qualitysf- 

life education" (p. 237). He divides human needs into axiological and existential 

categories and maint& that these human needs are interrelated and interactive but not 

hierarchidy organized. The axiological categories are those needs that require 

subsistence, protection, affection, understanding, participation, idleness, creation, identity, 

and ûeedom Tbe existential categories embrace the verbs that involve king, having, 

doing, and interacting. O'Suiüvan clamis that tbese needs must be met m order to have 

quaiity-oEi& education in teamhg situations. These tivo catcgorks r r d b  the ad& 



students' afkctive, cognitive, spiritual, and physicai needs that directiy telate to the 

characteristics of the adult leamer. O' Sullivan offers his matrix of needs and satisfiers to 

adult educators and suggests that his matrix be used as "a reflective diagnostic tool in 

assessing how our own culture is meeting the complexity of human needs" (p. 244). He 

cl- that "our current educational ventures m the late twentieth century serve the needs 

of our present dysfwictional industrial system" (p. 7). To address this shortcomuig, be 

challenges adult educators to address the problems of a gloM society and persod change 

in the new century in order to develop whole human beings. O'Sullivan's contribution to 

the literature on the leiunhg environment is his holistic paradigm that can be used as an 

evaluative tool when designing a leaming environment. 

McCabe and Day (1998) have adopted Cross' (1976) four key recommendations 

for designing effective developrnental programs. These are as foiiows: 

(a) programs should integrate skills training and instruction with o k  
coiiege experiences of the student, (b) attention should be given to the 
social and emotional development of the student, as weii as to acadernic 
achievernent, (c) staffshould be selected for theu mterest and cornmitment 
to working with remedial students, as weii as for their knowîedge of 
leaming problems, and (d) remediation should be approached with 
flexibiiy and open-mindedness--a spmt of exploration into student 
leamhg and success skills should be cuhivated. (p. 20) 

As McCabe and Day see it, in order for a leanimg environment to have the rnost effect, 

there needs to be "a variety of services designed to meet the cognitive and affective aeeds 

of a diverse student population" (p. 21). These recornrnendations underscore the 

importance of providii supports that address not oniy the d e m i c ,  but also the 

emotioaal needs of developrnental (üteracy) students in order to ensure their success. 
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Accorciingly, McCabe and Day urge community coiieges to ''respond to the reaiities of 

shifting demography and socio-economic needs by. . .continu@ to involve students in the 

leaniing process" (p. 21). This advice appears to be an essential eiement for success. 

Students in college adult upgrading programs have certain characteristics that dult 

educators need to understand and respond to in order to offer supports aeeded in the 

leaming environment. The students' need for safety, respect, open dialogue, identity, 

choice, and understamling emphasize the bprtance of adâressii their neah m th 

affèctive domain in order to build self-concept and self-esteem. McCabe and Day's 

(1998) suggestion to involve the students in the learning process provides a way of 

offiering students support in the leaming environment and meeting their needs for respect, 

open dialogue, and choice. This involvement of students in the leaniing pmcess preseas 

another key element in adult education; that is, the aduh educator and the role he/sk plays 

in invohing the student in that process. 

Describing the Role of tbe Adult Educator~acilitator 

In this section, 1 discuss the role of the adult educator as facilitator in the leamhg 

process and how he/she hnctions as director, enabler, andlor collaborator within that d e .  

FoUowing this discussion, 1 examine the literature r e g d i  the role of the fiiçilitator in 

conducting needs assessments. The reasons for this discussion are two-foki. One is to 

characterize rny role as coordimator of the fiiçulty advisor program m conducting needs 

assessments, and the second is to understand better how the role of mentor is an extension 

of the iàciiitatoriaduii ducaior rok. 
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Tbe Rok of the Adult Educator 

In bis book, Self-Directed Leaninin: A Guide for Leaniers and Teschers, Knowles 

(1 975) redefbes the role of the aduh educator îrom that of content transmitter to that of 

fàciiitator of learning. He points out that in order to encourage students to be involveà in 

the karning process, and to be self-dited l e a m ,  the role of the teacher must change 

to that of fàcilitator. He argues that the focus of a kilitator's mie shifis the emphasis 

iiom what the teacher is doing to what the student requires. In his view, the facilitator's 

d e  is primarily that of "a procedural guide and only secondady as a cesource for content 

information" (p. 34). Accordmg to Knowles, the andragogical process, that is, the art and 

science of helping adults leam, includes setting a clirnate that supports duit learning and 

creates a structure for participative planning that includes d i i s i n g  needs for learning, 

sening goals and objectives for leaming, designing and implementing the leaming 

activities, and evaluating the outcoms. 

MacKeracher (1996) presents descriptions of the three basic modes of hilitating: 

directing, enabiing, and cobrat ing.  She also describes the leamers' involvement 

relating to each of these modes. As she sees it, one mode is not better than the others. 

Instead, as she points out, the learners, the situation, and the educational setting determine 

the mode of facilitating that is most appropriate to utilize. 

The di i t ing mode requires the hilitator to de& and design the structure, 

content, and actMties of the leaming process and to provide feedback, remforcement, and 

guidance to the leamers. The directhg mode works best when leamers must acquire 

specific skiils and knowkdge. biacKeraclwr stresses the fact that this tlpe of f3Editating 
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involves the student's CO mmitment to the program and the processes involved, and the 

willingness and abiiity of the student to learn fiorn the feedkk received. She points out 

that the drawback of this kind of hcilitating is the iack of ''interpersonal involvernent with 

the individual leamers" (p. 219). Another drawback is the potential threat to students if 

their needs are not met, that is, ifthey 6nd feedback thteatening to their seLf4eem or if 

they are unable to withdraw fiom the program for one reason or another. 

The enabling mode requires the îàcilitator to take responsi'bility for providing 

content and resources for the leamhg process or to share the responsibii with the 

students. The facilitator acts as a "catalyst. . .[and as a]. . .CO-inquirw with learners" 

(MacKeracher, 1996, p. 220). When this mode of facilitation is used, "leamers discover 

personal meanings within knowledge and skills already le& (p. 220). This mode of 

facitating works best when the leaniing does not cequire a logical sequence, as is ofien 

the case when basic ideas are clearly understood. Facilitators who use this d e  take on 

the role "as manager of the leamhg process or as co-inquirer" (p. 221). MacKerachet 

maintairis that this type of tiiciiitation is 'klatively threatening for learners since tbei 

personal meanings and self-systems are vulnerable to dkcon6rmaîionn @. 22 1). If 

students feel that their way of thinhg about things, or doing things, is under attack, this 

fact may threaten their sekoncept. Because of this potential t b t ,  she clairns there 

needs to be time spent on b4build'mg a trusthg relationship between fàcilitatots and 

leamers" (p. 221). MacKeracher stresses the importance of initia@ estabhihg trust with 

the students in the learning enviromnent. 
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The collaborathg mode supports tbe notion that "leamers and fàcilitatots share as 

CO-learnefs in the discovery and creation of rneanings and values" (MacKeracher, 1996, 

p. 221). This mode requires an environnient in which the kilitator and the leamers share 

equally in designing and defining theii leaniing needs. It requires a g m î  deal of trust 

among the group members because "both the tacilitator and the kamers are winetable 

within the process" (p. 221). Once again, MacKeracher points to the element of trust as a 

key component of learning. 

MacKeracher's (1996) explanation of the various modes of ficiütation identÎh 

the role and the involvement of the fàcilitator and the l e a m  withm each situation. A 

comrnon thread in each of the explanations is the necessity of a sound relationship . 
between the facilitator and the leamer that is based on trust. This sound relationship 

creates a climate that supports adult leaming. 

With regard to the role of an adult educator/facilitator, Vella (1994) believes thgt 

the main role is to engage in dialogue with adult leamers and in this way involve the 

leamers in the leaming process. Like Draper and Taylor (1992), MacKeraciter (1993, 

1996) and Malouf (l999), she maintains that aduhs have many iife experiences and that 

this experience encourages leaniers to be in d i g u e  with the îàcilitator. Vella discusses 

12 principles which she maintains are "ways to begin and mintain and nurture the 

dialogue" @. 3). The dialogue begins by diagnosing leaming needs, which can be done by 

listening to the aduh leamers. This d i s i s ,  or what is conimonly referred to as needs 

assessment, is the first of Vella's 12 principles for effective ad& leanring. Hi11 (1996) 

concm vcih ircUa on thc importance of =ds 3ssgssment. In ber vhv, 4 b ~ ~  job as 



helpers is to assist leaniers m identifLmg their weds, [but stK ad&] sometimes [this 

requires] helping them to see beyond their wants or created needs" (p. 6). In her view, it 

is important to heed this caution when coaducting a needs asesment. Earlier, Bmkfieiâ 

(1 992) made the sarne pomt with regard to leataing needs. He argues that the belief, 

which alleges that good teachers oniy rneet the fkh needs of ieamers, is fiilse. He says, 

advocating that learners de& curricula accordhg to their needs relegates 
the educator to the nile of educational "go-fer". . . .[P]ractisig adult 
education m a democratic way involves negotiation not capitulation. If 
educators deny their own ainis and convictions, and never challenge 
leamer's desires on the basis of hdamntal values and belieti, then they 
cease to be educators at ali. (p. 13) 

In other words, Hill and Brookûeld stress the importance of including aduh leamers m 

determinhg their needs, but they also acknowledge the fact that the Ieamers may need 

help in definmg their needs. They, as weU as Vella, maintain that a needs assessrnent is a 

necessary first step in any adult leaming environment. In this way, the principal players 

can target better what and how things wiii happen and can t e k  their ideas. They view 

needs assesment as an ongoiag process in any kaming situation and as a primary role of 

the adult educator. 

Needs Assessmeat: Determinian Leamen' Needs 

There appear to be two distinct perspectives on the definition of needs assesment. 

CafheUa (1994) describes needs assessments as tools used in determining diirepancies 

and gaps 'btween what presently is and what h u l d  be" (p. 68). Gtlley and Engjand's 

(1989) dehîtion is sirnilar except for the addition of the directive that the needs 

assessnient must measure this gap "as scientifically as possible" (p. 198). Giüey a d  
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England use a mediciil d e l  style to ilhistrate what they mean by needs assessment. This 

style of needs assessrnents determines a problem and then attempts to find out what is 

wrong with or missing fiom an organization or what is lacking m a leamer. This is a 

restricted style that focuses simply on deficiencies. This type of aeeds assessment often 

"justiflies] program plannmg," and impües "a reactive versus proactive process" 

(Cafkella, p. 68). Not al duit  educators approach needs assessrnent as a deficiency m 

knowledge or skills. 

VeWs (1994) definition of a iieeds assessment does not include inadequacies. 

Rather, Vella views needs asses;sment as the ''participation of the leamers in d g  what 

needs to be leamed" u.3). She argues that adult leamers should be encouraged to identiij 

k i r  needs so that the program is shaped to be of mnnediate usettlness" (p. 4). Her 

argument is consistent with h w l e s '  (1 970) conviction that "programs that are based 

mostly on what somebody thmks people ought to leam will fàiln (p. 79). Brookfield 

(1986) concurs with Knowles and at the same time acknowledges his "annoyance and 

resentment caused when outside experis are brought in who identifj. my problem and then 

suggest solutions that 1 should undertake" (p. 254). Brookfield's view reinforces the idea 

that adult learners want and need to k involved in program planning, and if they are 

ignored, the result can be dissatisfaction and uhihateiy program Mure. 

VeWs (1994) approach to d s  assessments is proactive. As sk explains, she 

"did not ask participants what they d e d  to leam, it would not have been usefiil but m 

open dialogue, they spoke of real needs" (p. 50). Vela is constant m ber vigilance 

regardhg the üse of open-ended questions to elicit infomation h m  people about t k k  



ieaming needs. She claims that ducationai needs assewmnts involve three actions: 

observe, study, and ask. VeUa carries out observations by visiting and talkiag to the 

peuple with whom she will be workmg. She studies their history and reads relevant 

literature to get a sense of the cuhure and tbe issues. F i i y ,  she asks questions boised on 

ber observations and readings. In this way, Vella utilizes the communicative aspects of 

talking, reading, askmg, and listening when she determines leamers' needs. 

Brookfieid (1986), Knowles (1 97O), and Veüa (1 994) al1 agree that in a needs 

assessment, not oniy must the leamers define theii needs, but others in an organization 

must articuiate their needs as weU. Because there are many voices mvolved in deîïning 

needs, Veüa and Brookîield agree that adult educators should not base needs assessments 

on a fixed set of ruies. Rather, Brookld recommends that needs assessments be 

"adaptive, contextual and flexible" (p. 259). As Vella explains, needs assessment is "a 

continuous procas. . .we diiover leamers' needs, we rneet them, and in doing so through 

engaging in tasks, we diiover ttrther needsY* (p. 180). The facilitator of addt education 

should understand the necessiîy of adaptation of needs assessments as situations and 

environments change. The kilitator should realize that adaptiveness and flex'b'iy are 

components m canying out needs assessments, and this k t  shouM be a source of comfort 

for the facilitator. 

Models of assessing needs Vary. BrookneM (1986) offers a critical incident 

exercise as a rnethod for conducting a needs assessment. He descnis this rnethod as "a 

brief, d e n  statement that forces participants to think about specitic happemings [which 

;airr: used to simulate] a series cf one-pmgaph statements h m  staff abut  theii feelings 
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and perceptions regarding the probiems tbey faoe doing their jobs" (p. 22). By using an 

indirect approach to reveai concems, this method avoids d i t  questions that may be 

threateniag or embarrass'mg. Critical incident exercises offer learners an opportunity to 

voice their own needs, so that the concems and Iteeds are not just those perceived by an 

outside observer. 

When Veh (1994) engages in needs assessments, her emphas'i is on hearing and 

respecthg what she refers to as learners' themes. She uses k e s ,  teiephone 

conversations, small focus groups, and suweys to gather data When she telephones 

students to inquire about their ne& they are o h  surprised. Many have never had this 

kind of request before. The result of this communication, according to Veb, is "adult 

leamers who b w ]  themselves to be abjects in a healthy rehtionship with the teacher" 

(p. 8). A heaithy relationship is one of VeWs educational principles. Accordmg to her, 

sound relationships "involve respect, safety, open cornrimication, iistening, and humility" 

(p. 8). Ali of these attributes are characteristic of the learner's needs in a responsive 

learning environment. 

The literature in this section points out that the role ofthe adult educator is one of 

fàcilitator rather than lecturer because the facilitator rok is predicated on leanier's 

involvement and learner's needs. The act of involving learners in the l e d g  process by 

engaging in dialogue and by kenSig and respondmg to theii needs is an important 

element of the role of facilitator. Another element of the facilitator's role is to establish 

trust with the leamers. This trust buMs sound reiationships in the leamhg environment, a 

prhipk that Vda (1994) faAs is ~~ for leammg and development. In kt, tnrst is 
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one of the k q  attn'butes of tk role of mentoring m ad& education MentorMg, as 

Anderson (1987) points out, requires a strong relarioaal component. Leanier 

involvement, needs assessment, trust, and s o d  relationships are ail important &redents 

of the mentoring role in aduk education, a strategy tbat will be discussed in the next 

section. 

Tbe Mentoring Rok in Adalt Edueatioa 

In addition to definmg the mentor* role m dui t  education, I also discuss 

methods for selectiag mentors, and several strategies that help to develop successfiil 

mentoring skiiis. F i ,  I teview the various k e t s  of mentoring d the effect these 

have on the leaming process. 

Doliaiap the Menlorin~ Rok 

The mentoring role in aduh education is important because it not onîy heips the 

learner to become pivoived m the leaniing process, but by deMion, it requires the 

leamer's involvement. Accordii to Huang and Lynch (1 995), 'Ifln Tao naentoring, each 

individual is derdependent in a relationdi$ of mutual fulfilment, compassion, love, 

respect, in an atmosphere of openness, c o d c a t i o n ,  and loyahy" (p. 10). The 

involvement of both the mentor and the leamer (mentee) is inherent in an interdependent 

relationship. 

As Anderson (1987) notes, mntoring is a process by which the aiore skilled or 

more experienced person, serving as a role modei, teaches, sponsors, encourages, 

counseis, a d  b e W  a iess skiikri or kYs experiencad person for the purpos of 
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promoting the latter's professional a d o r  personal development" (p. 40). English (1998) 

uses Martm Buber's classical 1-ThoulIt distinction to illustrate the k t  that the mentor 

reiatioaship is more than a helphg relationship. As she pomts out, when one regards the 

other as It, there is no partnership between the two because the other is not regardeci as a 

person who needs to be understood in a holistic way. As a resuh, the relationship is 

impersonal and simply offers help with problems or situations. To make her point, she 

quotes d k t l y  h m  Buber: "An I/thou r~latiotlship kilitates mentor and mentee persod 

and professional development, the stretching to be more because someone believes in your 

potential" (p. 7). In other words, seeing the other as a whole person creates a personal 

reiationship of caring and nuriuring between the two people that offers ongoing support. 

English's attention to this definition of mentoring emphasizes the affective aspect of 

mentoring. Providiig understanding and support and believing in one's potential 

dernonstrates the emotional support tfiat mentoring offers. 

Cohen (1995) defines the mentoring role as "a nurnber of interreiated behavioral 

fiinctions that are combinai m the mentoriag rebtionship to assist each adult learner" 

(p. 3). He deûnes the mentor's role as one that establishes trust, offers tailored advice, 

introduces aitematives, challenges, motivates, and encourages initiative. Cohen notes that 

"mentors make a dîerence primdy ùecause [these] competent mentoring behaviors 

enable them to transmit the essential quality of trust" (p. 3). Daloz (1986) also supports 

this view. According to Daioz: 

it foiiows that when we no bnger consider learnmg to be prhady the 
acquisition of knowledge, we can no longer view teaching as the bestowal 
of it. If lsarning is about grovtih and groivth requires trust, then teachg is 



about engemlering tnist, about wrtunuice--ce h r  growth. Teaching is 
thus preeminently an act of are. (p. 237) 

If teaching is about engendering trust and mentorhg transmits the essential quaiity of 

trust, then this line of reasoning impiies that teaching involves mentoring as an miportant 

role of the aduh educator. Daloz (1991) views the relationship between mentoring and 

learning as fiindamental for educators. 

According to Daloz (1991), "mosî of the emphasis [un selecting mentors] has been 

on the ways in which mentors turn up in a 'natural' setîing and on how they help their 

protégés to advance in the extema! workl" (p. 205). However, Daloz sees the rok of 

mentor as irnplicit in the role of adult educator. In an acadèmic setting, he views the role 

of mentor as existing in many possible venues. The mentor role could be part of an 

acadernic advisor's responsb'iies; it could be an inherent ski11 in a valued teacher; or it 

could be a fornialized pmgram tailoreci to rnentoring aduh students. 

Ferguson, McCormick Ferguson, Singleton, and Soave (1999) propose a selection 

and matchhg process as a way of deteminhg mentors. They also advise that "the critcriteria 

for selection of mentors aiad proidgés will var- depending on who is mentoring whom and 

for what reason" (p. 3 1). Lwking specifically at institutions of higher ducation, Kerr, 

Schulze, and Woodward (1 995) based on Murray's (1 991) ideas suggest that 

in response to an invitation to serve as a mentor, nmny people h m  
throughout the entire organization are kety to vohmteer. Each respondent 
shouid be interview4 ôy the program director, who wiü realistically 
descni the role anà responsi'biiities of mentoring. The director must 
speci@ the type and fkpmy of involvement and reporthg that will be 
rquired and Uiçlude an ;tccurate cstimrrte of ?he time the mentor niay be 



expected to spend and the type ofactivities be or she umy be expected to 
use in developmental fiinctions with the protégé. (p. 35) 

The selection of mentors appears to cover a broad spectnrm, ranging fiom beiig impliçit 

in the role of aduh educator, to a matchhg process, to seK-selection, to a presmikd 

inteMew process involving speci6c criteria. 

The titerature provides evidence that the sektion process affects the quatity of the 

mentoring relationship because not everyone has the skills to be an effective mentor. For 

example, Johnson and Suihm (1995) point out t b t  "instincts of compassion, concern, 

and goodwill alone do not prepare prospective mentors" (p. 49). Cohen (1995) also tries 

to dispel another cornmon belief about king a mentor. As he points out, adult ducators 

ofien beiieve that they "intrinsicaiiy create successfiil mentor-mentee relationçhips" 

(p. 152), because of their training and experience in education. He argues against this 

belief. He cautions that such a belief can lead to a feeling of "competence without specific 

m t o r  training" (p. 153). He also believes tbat it may prevent teahers fiom "examinmg 

the distinction between their role as faculty. . .and their actual behavioural competency in 

the m t o r  role" (p. 153). The selection process is important as a method to avoid 

recniitig unsatkdktory mentors. Avoidmg unsatisfactory mentors is imperative because, 

as Slicker and Paimr (1993) point out, ineffectiveiy mentoreci d e n t s  ofien su5m a 

signiscant deciine in self-esteem Undoubtdly, what happas within a mentoring 

relationship impacts the mentee. 



Toob rad Skilb for the Meatorinp Rththnsbi~ 

In order for mentorhg to be successful and valuable to d e n t s ,  mentors need to 

learn about mentoring functions and the skius needed to support these fiinctioas. As a 

tooi, Cohen's PhCi~ks of Aduh Mentorine Sc&: Postsecondarv Education assesses the 

mentor's iùnctions and bebaviours ' % a d  on a composite profile of the complete mentor 

d e "  (p. 18). The scale "evaluates @-five specific mentor interpersonal behaviours 

relevant to establishing and maintainhg an evohring mentoring relation@" (p. 18). Mer 

responding to the 55 statemnts, the mentor uses a scoring guide to develop scale scores, 

then enters the scores on a scoring sheet. These scores ate üansfèrred then to the mentor 

role competency sheet. This sheet lists six behaviour cornpetencies that are characterized 

as follows: reiationship emphasis, information ernphasis, kilitative focus, conûontive 

focus, mentor modei, and student vision. Each behaviour competency has 6ve score 

levels: not effective, las effective, effective, very effective, and highiy effective. Scale 

results offer mentors information about their competencies as mentors as well as areas 

where they are less effective as mentors. This mfonnation can be used as a springboard to 

leam more about the mentoring process and the skills required for effective mentorhg 

practice. This scale is "designeci for use by professionals wbo have consciously assumed 

mntoring responsi'bities in their reiationships with aduh leamers" (p. 18). 

BIoom (1995) and Cohen (1 995) view leamhg about the mentoring process and 

the competencies required as imperative for becomhg an efEIctiw mentor. In Cohen's 

opinion, this kind of learning kiudes "tk seLfksesmmt of th& mdMdual mentoring 

competencies~ (p. 15 j. He beiieves that ieaminy abou1 one's mentorhg competencies is 
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llnperative because "to assume the proféssioaal identity of a mentor is to fUy comprehend 

and apply the equally important idea that what mentors do. . .considerabiy influences the 

learning of mentees" (p. 17). A mentors' influence on a mentee's leanMg supports the 

argument for helping mentors to develop the cornpetencies necessary to promote effective 

mentoring practice. 

Ferguson et al. (1 999) document a set of skills that they feel is necessary for "the 

rnembers of the mentoring pair" @. 21). Because they view the mentorhg relationshp as 

interdependent rather than mentor dependent as Cohen (1 995) contends it is, Ferguson et 

al. suggest that both the mentor and the mentee require knowiedge, values, suategies, and 

skiils in reflective th-, both theory and practice. They are of the opinion that the 

mentoring pair aiso requires knowledge and SM m adult development, stage theory, and 

change theory. It is their view that b t h  the mentor and mentee require ski in 

relationship building that include communication, contlict resoiution, and problern sohrmg 

skills, as weil as an understanding and appreciation of difl'erences. They reason that 

"mentors are better able to help protégés if they know what life issues and priorities are 

important at different stages in one's career" (p. 22). In addition, Ferguson et al. List skills 

in mentorhg techniques that they klieve mentors rquire such as coachmg, modelling, 

observation, giving feedkk, and goal setting. These suggestions for the educational 

preparation of professionais for the d e  of rnentoring are helptll for those planning to 

establish a mentoring program such as the one reporteci m this thesis. 



Value of the Mentoriie Rebtioasbi~ 

Mentoring reiationships are vaiuable in that they serve to increase leam's 

involvement and leam's motivation They offer aduh studemts a safe environment for 

personal growth and development. According to Otto (1 994), "aduhhood ...is not a state, 

but instead a process of leaniing and developing* (p. 15). In fàct, the tenn lifelong 

1ea-g irnpiies the continuhg development of adults. Giüen (1998) contends tbat adult 

educators help people to help tiieniselves, and the challenge for aduh educators is to heip 

people realize their potential. Schulz (1995) points out the value of mentoring when 

adults are in periods of transition either on a personal or professional level, With regard to 

the value of a mentoring reiationship, Schulz maintains that 

leaming is a transformationai journey tint mvolves relating to other people 
in some kind of organizational setting. In adult learning, the facilitator hm 
an important role of cokborating with the leamer so that the leamr can 
use new ways of thinking and acting in order to nuite changes and hande 
life's tasks. A mentor can act as such a fkiiitator, assisting aduh learners 
in working through dierent phases of Mir work and psychosocial lives. 
0.57) 

Mentoring, in such cases, assists the continumg development of adults and, in the pmess, 

helps mentees to realize their fiiu potential. 

Mentoring can help coilege students to get on with their leamhg by helping thern 

to adjust successfully to thei new environment, there!y creating a sense of dety and 

control. Schulz (1 995) says t h t  

when students are paired with faculty m colleges and universities, they have 
access to information to make better choices in couse selection and goal 
setting. They are aware of program services and can s u c c e  learn 
how the system works. The knowledge and information provided by the 



mentor positively affects the s t u h t ' s  a b ' i  to djust to the wllege 
environment. (p. 61) 

Schulz notes that this kind of heip is partkulariy important for students at risic such as 

fht-generation and minority students wbo are oflen brirdeaed with feeiings of ûustration, 

rejection, or isolation in tkir new environment. These feelings can create an inability in 

students to cope and can prevent tfiem h m  king abie to becorne engageci My in the ta& 

at hand; that is, functiorhg as a student. Daloz (1991) and Bloom (1995) also vkw 

mentors as guides m ieading the stradents by acting as mterpreters of the envirommt. As 

guides, mentors are able to explain the educationai system because they have access to 

resources. They can aiso motivate by providing encouragement for the students. 

Schulz (1 995) believes t h t  rnentoring helps in personai and professional growth 

because, in her opinion, mentoring p d s  mentees the tieedom to tàil m a d e  

environment; that is, an environment of a one-tosne mentoring relationship. This type of 

relationship also encourages mentees to take tisks m asking questions that tbey migbt 

otherwise be embamsed to ask. This ûeedom of exploration of ideas without fear of 

recrimination is a "powerfiil growth and leaniing exphce ' '  (p. 61). Vella (1994) h d s  

that the mentoring relationship allows for growth because it offers "the opportunity for 

d i m e n t ,  in a firiendly rehtionship that m t  ody allows but invites honest 

opposition. . .[S]uch a rehtioriship address[es] errors in judgernent and logic, challenge[s] 

incouplete thinking, and defénd[s] and celebrate[s] culturai distmctioos" (p. 68). 

Ferguson et ai. (1999) refêr to the kind of communication that takes place between 

mentors and mentees as "bw risk dialogue" (p. 23). In other words, tbe mentee is fke to 
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express opinions without téar of reprisai, ridicule, or rejection. Ferguson et d, Schuhz, 

and Vella acknowledge the value of the safe environment that the rnentoring relationship 

provides. This kind of environment provides a place that motivates leaniers to take risks 

with their ideas and to develop as leamers because they took risks. 

Bloorn (1995) contends that mentors have muhiple caring roles and that these 

d e s  can be iastnimental m women's growth and development during the ducationai 

process. She relates these roles to a physicaYpsychologica1 tiuiction and is wetiil to 

explain how these roles impact and are relatd to the dierent stages during the mentees' 

educational process and to the various feelings that they are experiencing at the tirne. 

Bloom suggests that a mentor initially stands behind a student; in other words, the mentor 

"hoids the reentry woman by acceptmg her as she is" (p. 64). This fiuiction helps to afkn 

the student and support ber self-esteem, thereby increasing her motivation. Eariier, 

Brunâage and MacKeracher (1980) pomted out that "aduhs with positive self-concept and 

high self.esteem are more responsive to leaming'' (p. 26). They note that bbaduhs with 

negative sekoncept and low seLf-esteem are les likely to enter learning activitks 

willingly and are ofien threatened by such environments" (p. 26). Understanding that an 

"individual's sekoncept is a central ftictor m leammg" helps ducators to understand its 

importance as a motivator in the leaming process (MacKeracher, 1993, p. 76). 

Bloom (1 995) uses the analogy of staadmg h e  to tace as a way to desmi  the 

other fiuictions of mentoring: Mener, questioner, and connecter. She explains that 

"mentors are concenied with the development of the stimdent's voice, and they fàcilitate 

ihis deveiopmsnt by listening" (p. 56). Daloz ( lS1)  ami Veh (1994) dsu rek to 
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listening in k i r  discussion of the mentorhg role. In this regard, VeUa views üstening as 

an important tint principle in aduh leaniing. Daloz, too, highlights listening as one of his 

prirnary rnethods for providing s u p r t  to his mentees. He clamis that iistening "assures 

the student ... a degree of controi in the relationship" (p. 210). On the same topic, Bloom 

explains that 'king heard confinns that [the female student] has somthing valuable to say 

and that her voice deserves to be heard" (p. 66). Similariy, Ferguson et al. (1999) note 

t hat 

[mlembers of the rnentoring pair have a voice in the planning and 
evaiuation of the mentoring activities. It is their relationship that is the 
focus of the model; their comments, concems and considerations are 
essential to the success of mentoring. (p. 30) 

They cladj the fact that having a voke is inberent to the lhentoring process for both the 

mentor and mentee. In other words, the process of listening is a d i t  outcome and not a 

deiiirate experience of mentoring. 

Mentors not ody help students to find their voice, they also question students in 

order to strengthen their l d g  @loom, 1995; Brookfield, 1992; Daioz, 1991). Cohen 

(1995) describes two behavioural functious that can help to strengthen student learning. 

The î k t  of these is the facilitative focus that Cohen describes as "pos[ig] hypothetical 

questions to expand individuai views; uncow[ig] the underlymg experiential and 

informational basii for assumptions; and present[ig] muhile viewpoints to generate a 

more indepth anaiysis" (p. 61). He argues that iàciiitation help "mentees reflect upon 

and consider aiternative points of Mew" @. 61). In this r egd ,  Ferguson et al. (1999) 

point out that questioning, analypng, and pIrmMig make up the three reûective thinking 



categories, and that one resuit of reflection is change. They see the reflective process as 

vahiable because "rnembers of the mentoring pair are in transition and use reflection as a 

means to create and make sense of change, mtegrating what they have lesrned into their 

practice" (p. 16). Cohen, and Ferguson et al. reason that questionhg students offers new 

ideas, and as a result, these ideas guide students to reflect on and explore their beliek, 

values, interests, and abiities. Reflection and exploration act as an impetus for learning. 

Cohen (1995) maintains that constructive cohntation is another way to question 

students in order to strengthen leaming. He claims that 

in the constructive confrontation focus of mentoring, the mentor 
respectMy challenges students'. . . .expianations for or avoidance of 
decisions and actions relevant to their educational and career choices. The 
mentor attcrnpts to as& mentees--as adult leamers--to attain insight into 
unproductive strategies and behaviors and to reflect on their motivation 
and capacity to change. @. 75) 

Cohen cautions that the mentoring fiuiction is very sensitive, and if introduced too eariy or 

too vehemently, it could jeopardize the mtoring relationship. The purpose of 

constructive conhntation, as he exphins, is to help adult leamers to recognize 

unproductive behaviours that are pteventing them h m  achieving their stated goals. This 

purpose also suggests that this fiinction may be used to motivate leamers toward setting 

more realistic short-tenn goals as a rnethod of reaching their stated long-term goals. 

Bloom (1995) contends that a mentor is also a cornpanion leamr who helps 

leamers with diiuhies by providing d i t  guidance. She cites Vygotsky's (1978) zone 

of proximal developtnent as an explanation. Accordmg to Vygotsky, "there is a gap 

between the level of performance a learner can achieve on her [his] own and the level sbe 
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Che] can reach with a mentor's support" (p. 70). According to B h m ,  "in traditionai 

educational settings. . .cooperation or guidance is viewed as cheatinjf' (p. 70). She agnxs 

with Vygotsky's description of a mentor as conipanion leaniet because to thmk otbeMrise 

'bot ody denies the essentially social and interdependent nature of human leaniing and 

development, but it resuhs m a httened, inaccurate underestiumtion of students' 

capab'iies" (p. 80). The mentor m fact helps to draw out the leamers' potentu rhereby 

motivahg leaniers by con6rming theh capabilities. 

Summay 

De6ning aduh education requires aduh educators to reexamùie who is involved in 

aduh education and how, why, and where they are involved. It also requires a sensitivity 

to personai, social, cuhural, economic, and enviromta1 changes that challenges aduh 

educators to reflect critically on their beliefk, attitudes, and practices. 

Aduh students corne to an adult learning enviromnent h m  a variety of 

backgrounds and for a variety of reasons. These variables have aa impact on their 

teadiness to lem. Adult students aiso have many characteristics that can act as barrins to 

theu educational success. These include reliance on weüâre, negative past leaming 

expetiences that cause them to resist learning, and juggling sevetal addi mles and 

responsib'iies. These characteristics cal1 for the creation of safe leamhg enviroaments 

that support aduh students and coatn'bute to k i r  mccess. An holistic learning 

environment must pmvide emotional support for the snideats. In addition, it must 
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respood to chan& demographic and socio-eco~~)mic needs of students by invoiving 

tttem in the leaniing process. 

Aduh educators cm respond to dent 's  ongoing needs by adopting the role of 

kilitator and by coüaborating with the students in determining their needs. Assessing 

students's needs and respondii to them is a f h t  step in effective ad& leaniing. Adult 

educators, who assume the role of fàcilitator, ensure that the students' involvement is 

central to the leamhg process. It is also the responsibiüty of aduh educators to help 

students determine their needs. In this way, the adult educator estabüshes open dialogue, 

respects the students d s ,  and builds a sound relationship with the student. 

Facilitators and mentors have many cornmon attriiutes. They are responsible for 

âeveloping social relationships and for creating a climate that supports aduh karting. As 

well, they de& learning needs coiiaboratively with the students. The leamhg they are 

involved in is ofien transfomtional because they fiequently help adult students to work 

through dinerent developmental phases of their lives. They help students with diiuhies 

m meeting their d s  by providmg direct guidance. It is sometirnes difEcult to separate 

the roie of facilitator and mentor as both d e s  focus on meeting the needs of the students 

in very simibr ways. However, it is important to distinguish these d e s  because some 

adult educators often fée1 that mentoring is inherent to their role. This is a myth. The 

üterature suggests that aduh educators do aot always understand or have the skills to be 

effective mentors, and for this reason, they mut  prepare themselves for this important task 

by leaming the skills required for effective mentoring practice. 



Mentoring plays an miportant mie wbea trying to respond to the changimg 

demographic and socio-economic needs of students in coiiege upgrading prograrns for 

duits. Mentors can help students to nieet k i r  individual needs. Thei purpase is to be 

part of a mentorkg pair, in which students are supported through times of transition, 

heipeà maintain and build self-esteem, betped realize their potentiaî, enabled to have a 

voice, offered opportunities to reflect on their own learning, encourageci, provided with 

information, challenge& and uhmiately offered a caring environment tbat involves them in 

the leamhg process and helps them to be successful. In the next chapter, 1 descni the 

impkmentation of a college mentoring program for students in a college, adult, upgradii 

environment and report on the 6nàings of the study. 



CHAPTER 3 

DESCRIPTION OF THE STUDY 

In this chapter, 1 descni  a 7-month study of a cokge upgradii program for 

duits m which the students and kuity developed a facuity advisor program based on a 

mentoring model. 1 descrii how 1 organized the program, and the methods and 

procedures 1 empioyed to put the tàcuity advisor program mto operation. 1 then descni 

the process that 1 used to evaluate the effectiveness of the program with regard to 

9icreas'i students' retention and their graduation rates. 1 end the chapter with my 

personal refiections with regard to the study. 

OrgraiPtion of the Pmgrrm 

In order to establish conse~~~us building and cornmitment of the faculty ad 

students to a tàcuity-advisor program, 1 ûrst met with the wkge's upgrading kulty to 

explain the program, invite them to participate as mntors, and help idem& their needs in 

this capacity. Next, 1 met with the students who had volunteered to take part in t h  study 

in order to explain the program and to determine theu needs. 1 then integrated the needs 

of the kui ty witb the ircds of thc d e n t s  and designed a f o d  program plaa Once 

b t h  groups had agreed with the plan, my next step was to arrange the faculty advisor and 

student partnerships &fore the program began. 

In preparing for my study, 1 reviewed the literature relating to needs assessments. 

Based on my review, 1 decided to fobw Vella's (1994) appmach to conducting ne& 

assessments because of its emphasis on open dialogue and on a contmuous process of 
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discover@ needs, m e h g  them h u g h  engaghg in tasks, and then divering fitrther 

ne&. 1 feh that hm appmach dovetailed nicely with my plan of study. f also consuiteci 

the literature regarding advis'i and mentoring studeiris. 1 decideci to use Cohen's (1995) 

Princi~les of Adult Mentorine W e :  Postsecondarv Education as a tooi for the fâcuity. In 

my view, this tool-henoeforth r e f d  to as mentorinn scale-would be a good way to 

engage the fkulty advisors in a selfdssessment of their own proficiencies and as a way for 

them to evaiuate the worth of the program m Eght of its objective. 

Meetines Witb Facub Membera 

1 met with tk colge's upgrading kulty twice before the meeting with the 

students. In my view, establishing facdty commitment was an important iirst step. I 

reasoned that if faculty were not committed to the program, then it would not work. 

Initial Meeting With Facuhv Members 

The organization of the kculty advisor program began on October 6,1998 with an 

orientation session for the h u h y  advisor group. D h g  this session, 1 outlined the three 

phases of my plan of study: needs assessnient and design of the facuhy advisor program, 

interim evaluations, anci 6nai evaiuations. 1 provideci tirne-lines for each phase. Tbe 

purpose of this orientation was to pmmt my pian for the fhculty advisor program in its 

entirety and to ask the fâcuhy to review it and offer suggestions for revisiins. At the 

meetmg, 1 empbasized the k t  that this plan was a collaborative study, not stwly. 1 

stressed tbat my role was to facilitate the process and document the resuhs. An miportant 

part of îhk session was to clarifjl the fact h t  participation m the snidy was on a vohmteer 
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choose to withdraw fiom the study at any tirne. 

At this meeting, each hulty  member received a biier with the p h  of study and 

a tesource entitled Princi~les of Adult Mentorinn Scale: Postsecondarv Education (Cohen, 

1995). This is a mentoring scale with instructions for completion and scoring. It contains 

statemnts to be answered in the spaces provided, a scoring sheet, a list of mentor role 

competencies, and a list of mentor role behavioural iùnctions. The pinpose of the 

mentoring sale was to engage the kulty members in a self-assessrnent of Wu advisory 

skiils and to Serve as a formative self-evaluation of these skills duririg the study. My 

reasons for including the sale were that it would help the tàculty members to derstand . 
better the parameters of the mentoring task, and it also would enable us as a group 40 

develop an effective procedure for hculty advising. 1 asked the fàculty to take the 

mentoring scaie home and complete it before our next meeting. The scaie o E d  a list of 

competencies that faculty could consider as we developed our new role as tàculty 

advisors. It also outlined the behavioural fiuictians that accornpanied each cctmpetency. 

For example, the mentor behaviours associated with the relationship competeracy are: 

responsive listening (verbal and nonverbai reactions that signal sinwre 
interest); open-ended questions related to expressed irmnediate concerns 
about actual situations; descriptive feedback based on observation rather 
than inferences of motive; perception checks to ensure comprehensin of 
feelings; and nonjudgrnental sensitive responses to assist in c idkatbn  of 
emotional states aad reactions. (Cohen, p. 29) 

The other competencies appeared under the foiiowing headings: information enipbasis, 

îàciiitative focus, cordiontive focus, mentor d e l  and d e n t  vision. Eacb competency 
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had an accompanying set of mentor behaviours tbat med to explain the rok of the 

mentor as it related to the particular competency. 

The binder was also mtended for storing fiiture resource material as it wcis 

developed by and for the fàcuity advisor group. In my view, it was important for each 

kuhy member who had volunteered to be a fàculty advisor, to have a binder organized 

with information that could help and support them in their new role. In this way, they 

wouid bave easy access to the f o m  and information that they needed to deal with tkii 

advisees effectively. Moreover, it offered information that they could go back to and 

review whenever they had a need. For these reasons, the binder o f f d  a sense of security 

to the members of the faculty advisor group. 

At this meeting, 1 also handed out a list of items relating to our role as fàculty 

advisors that 1 thougbt we should consider before our next meeting. As 1 saw it, this list 

couM serve as a template for dialogue about our mle at the next meeting, It included 

items such as: type of involvement (what we do and what we do not do); fiequency of 

involvement; meeting places; who we will mentor; opportunity for no-huit termination; 

and desired outcomes. Each item was foilowed by a space for comments. 

We also discussed some tàcuity concems at our initial meeting. The kulty voiced 

reservations about additions to their already busy workload. There were other questions 

about tirne commitments. For example, some îàculty members wanted to know how long 

our ficulty advisor meetings would be and how many meetings we wouid have during the 

study. Faculty also expressed concems regardhg the numbet of students tbey would be 

advisiag and the amount of tirne the advisi i  wouid require. These were iegîtimatr 
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corneras because there were onîy six kdty members avaiiable to act as kuhy advisors. 

Together, we decided that tbe fàculty meetings wouid last no longer than 2 bouts and 

would be every 2 weeks at a maximum. Wi regard to students, our discussion muited in 

an agreed-upon procedure where 1 would assign students equitably by 6rst trying to match 

students' interests with the interests of facuity members, and secod by making sure tbat 

no kuhy member was given more students than another. We also diussed my role as 

coordinator of the tàculty advisor program. 1 explainecl how 1 would match students awl 

faculty, and how 1 would continue this practice each month with new intakes of students. 

1 promiseci to do whatever was required to implement the program suaedidiy. 

During this 6rst meeting, my objective was to create a environment wherem fiiçulty 

would feel safe as they a s s u d  a new role as mentor. 1 felt this objective was important 

for the success of the program especiaüy in its developmental stage. Safety included 

making materials avaiiable for facuity to r d ,  mvolving them m the process of developing 

the program, and carefùlly sequencing activities so that they would aot feel ovenivhelmed. 

On ûctober 20, lW8,I held the second meeting of the fkdty advisor group. We 

met to discuss the List of items rebting to our role as kuhy adMsors that 1 bad banded out 

at the 6rst meeting. The purpose of the discussion was to estabiish a dr& plan for 

advisory roles and duties. In acnial fact, the meeting turned into a brainstorming exercise. 

S o m  of the ideas that the facuhy members offered were obviously had gleaned h m  the 

mentorhg scale 1 had dii'buted at out initial meeting, aaâ some came h m  fisculty who 

were h m k  with the mentorhg process. One of the fgcuity memkrs vuiutirwred tu tabr2 
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notes for me as I wrote the ideas on the blackboard. Some ideas that facuity put forward 

included: developing a relationship with students through a climate of trust, identiSing 

ways of eircouraging students, helping to direct snidents toward problem resolution, 

meeting with students on a regular Ki, and working on strategies for student retention. 

In addition, we diussed the importance of the initiai meeting with our advisees. We 

decided that this first meeting should be used to get to know each other (advisors and 

advisees) aad to detenrime where and when meetings should take place and how ofien. In 

addition, we considered how we could add the role of faculty advisor to our already busy 

workioads. We decided to ask the Dean of Access and Skiils to assign îàcuhy advisors 

one hour of their regular teaching load time each week to meet with th& advisees. Other 

appointments with advisees would be outside of chss hours. Mer the meeting, 1 typed 

and duplicated the notes fiom the meeting and circulated these to the faculty advisors. 

Meetinm Witb tbe Students 

On November 3,1998,I sent a memo to al1 of our students (1 18) informing them 

of the new $culty advisor program that would be implernented at the end of the month. 1 

told them that 1 would be visiting their ciassrooms on Friday, November 6, to explain the 

program, to armer any questions, and to sign up students for the program. The same 

option of voluatary participation that was offered to the îàculty was also extended to the 

students. Dutmg the class visits, some students had questions about how they would be 

involved in developing the pro- others wanted to know if participation in the faculty 

advisory program was mandatory. Mairy wanted an explanation of the mentoring process 

and the purpose of facuity advisors. in l o ~  53 students agreed to participate in the 



53 

program. My next step was to record their names and tbeir student numbers, so 1 couid 

contact them easily whenever I heM meetings for the students participating in the program 

and at tiriles wiien 1 needed to contact them durhg the stuciy. 

Meetinn With Student Partichants 

1 organized a meeting to be heià on November 11" for those students who agreed 

to participate in the pmgram. 1 planned it during lunch hour in one of our chssrooms, and 

1 agmd to provide pizza, which is popular lunch fare with cokge studeiits. In my view, 

p r o M i  food is an enective mechanism for attracting people to attend a wing and o f  

increasing their cornfort while there. I assumed that this addition would help to create an 

enviromnt where the stuàents could speak opnly about k i r  needs. One week prior to 

the meeting, 1 sent aii students who voiunteered to participate m th facuity advisor 

program a memo invithg them to the meeting. I explained that the purpose of the meeting 

was to dwuss the5 me& as students in the wüege's upgrading prognun for adults. This 

step was a way to provide them with some ownership m the development of the fiiculty 

advisor program and to d e  it meaningfiil for them. 

On the day of the meeting, approximately 50 students came. 1 kgan the meeting 

by exphmg that faculty advisors in th& mie as mentors wouid he$ students to be 

successiùl in completing the adult upsading program 1 empbyed a participative, 

problmbased approach as I guided t h  through a discussion. I used open-ended 

questions such as "How ofien do you think you shouid meet with your fàcdty advisor?'' 

In mer to this question, I had a variety of mpoiises. For exrunple, SOIE tbought they 

shouldmee;w~~,aado~tbo~kttEe).a~huEdnzeet~vhgn~yfhitwas 
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necessary. 1 also encouraged them to think of times during their program when they 

would like assistance. Some of thei suggestions included: tutoring, supplying information 

about postsecondary courses, and receiving and discussing montMy reports about their 

course work. They also indiied that tbey would like to have newsletters with 

information about what the program couki offer a student. 1 tecorded their answers on a 

fiip-chart so that they could se what I was writing, and couid edit what 1 wmte if it did 

not reflect their mtent. 

The students agreed that the meeting was very beneficial because it gave them a 

voice in the development of the program. 1 assured them that 1 would bring their ideas to 

the next tàculty meeting. 1 explained that these ideas would be considered as part of the 

plan for the fàculty advisor program b u s e  we would include their suggestions as we 

developed the program practices. 

MatcbianF~cuitv Advison' rad Lumen' Needs 

1 took the actual notes h m  my meetmg with the students to the next fkuhy 

advisor meeting on November 24' and presented îhese to the group. Mer a bnef 

discussion, 1 suggested that we try to integrate the students' concerns and ideas with the 

recommendations that the taculty rnembers had put forward at theii meetings. Together 

we developed a list of roies for facuhy and stiodents participating m the kuhy advisor 

program. These lists reflected the œeds and idau of both groups. For example, one role 

for hculty was to provide appropriate Wrmation about seMces avaiiable at the cokge 

based on their advisee's needs. In order to fulfiU tiris d e ,  the f8culty wouid need a list of 

services available at the coliege. Anotber &&y mie was to mi with stuknts on a 
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how scheduled meeting t k ,  or outside of class hours. Still a n o h  mle was to 

encourage -dents to achieve k i r  personai goals. 

Advisees' roles included meeting with Wi aàvisor at scheduled times, infomiing 

their advisor when a meeting had to be canceiied, and foiiowing through on commîtments 

to see or meet with people responsible for variuius cokge services. 1 compiled this 

hhrmatmn into what 1 referted to as role descriptions for facutty dvisars and student 

advisees. 1 diniuted these guidelines to faculty advisors and suggested that they add 

them to their binders as a resource. As a group, the facuhy advisors decided that each of 

them would present the role descriptions for advisors ad advisees to their advisees at 

thek initial meeting. At that t i m ,  they would explain each role and allow tirne fot 

discussion about the two roles. They planned to use this initial meeting as an ice-bteaker 

and as an opportunity for each advisor and advisee to estabüsh their own system of 

contact. The group felt that this aspect of tailorhg the contact to meet the individual 

d s  of the advisor and the$ aâvisees was  importa^ to the prucess as it allowed for 

individual preferences, 

When 1 circulateci the role descriptors h m  this meeting io aii faculty advisors and 

the Dean of Access and Skills, who is in charge of ad& upgrading, 1 received same 

Mback h m  the Dean. He infi,rmed iw tbat 1 would have to cbaage the informaiion 

about the sctieduling of dvisor/advkee meetiugs because the fkuity would rtot be given 

the 1 hour per week of c k  cime tbat the group had requested in order to carry out tbeir 

new rok, wr wouM they meive credii for the tim tliey spent cts menton on theu 
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standard workload f o m  In other words, the advisors d e d  to scheduie meetings with 

advisees outside of class tirne. This change was very upsetting for me because, in my 

opinion, people shouid be acknowledged for the work they do; otherwise, it is invisible, 

ergo, it does not ex&. Nevertheless, 1 made this change and circulated the new document 

with a note explainhg the muons for the changes. 1 received some féedback h m  one of 

the advisors who suggested that we should d e  an addition to our list of information 

services. He suggested that henceforth we sh~uld refer advisces who needed changes to 

their learning plan to the coordinator of the upgrading program for adults r a k r  than 

depending on mentees to refer themsek. In this way, we were heipii students who 

were not se l f4 i t ed  to leam some skills in self-management I revised the refenal iist to - 
include this information, and 1 distriied the revised information to the kuity advisors, 

so they could update the information in theu resource binder. 

During the November 24' meeting, we also diiussed the limitations of out facuity 

advisor role and contingency issues in order to determine the scope of out involvement 

with the students. We talked about the sort of pbiems that advisees rnight ùciag to tbeir 

advisors and how these could be handleà. We decided that one of the advisor's duties 

would be to refer the advisee to the proper chairnels a d o r  contact these referrals d k t l y  

on behalf of the advisee. In order to further defiae the scope of the advisor's role, we 

diiussed when and where we s b d d  be r e h h g  the advisees. For exampie, we agreed 

that we would refer advisees to counseilors if they bad serious personal problems that we 

were unquaiüïed to address. As a resuh of this discussion, 1 deveioped two h m  to be 

used by advisors. One was a facuity advisor refenai lisi of our college's resoiirces, 
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includii the names and telephone numbers of the people providii the various coiiege 

services. The other was a mentoring form. The purpose of this forrn was to document the 

tirnes and phces of meetings with advisees, issues discussed, any necessary follow-up or 

referrals, and the time and date of the next meeting. The fonn also served as a reminder 

and reference pomt for future meetings. 1 t h  distniuted these f o m  to al1 facuity 

advisors through intero fîïce mail, and suggested that they add the forms to thei binder of 

murces. 

Faculîv AdvisorlStodcnt Matches 

While 1 was working with the kuhy  advisors and student advisees on the plans 

for the operation of the facuhy advisor program, 1 also developed two fonns that 1 couid 

use in matching advisors and advisees: a Leamer Participznt Profile and a Facul@ 

Participant Profile. 1 asked that these f o m  be 6 k â  out and retunied to me as won as 

possible so that 1 could begm matchhg student advisees and facuity advisors as soon as we 

had deterrnined how the program wouid operate. 1 utilized Kerr, Schulze, and 

Woodward's (1995) criteria for rnatchbg the facuity advisor and advisee as a guideLine in 

developing the form. 1 included career goais, hobbies, and mterests as the three criteria for 

matching advisors and advisees. The fonn had plenty of space to ûli m the niformation 1 

also asked students if they had a g d e r  preference and if there was a particular h u h y  

advisor they wouki prefer. 1 distriited these f o m  on Novernber P by m t e r o k  mail 

to ïaculty and to students through the student maii system. 

As 1 received the completed hm, 1 began mtching advisees and faculty advisors 

accordhg to W u  profiles. For cxampk, ifan d v k  was inierestcxl in doing cr&q and 
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a fàcuhy advisor had tbe same interest, I wuid match tbese two people. 1 also w n s W  

the gender preferences of advisees aisd iàcuity advisors. With regard to faculty members, 1 

also had to consider the number of advisees that each fàcuhy advisor was assigrd. Once 

1 determined the matchs, 1 contacted the advisee and the a d h r  t h u g h  interoffice mail. 

1 sent the advisees their advisor's name, and I sent the dvisee's narae ad student number 

to his or her advisor. 1 expiained to both groups that the fiiculty advisor would initiate the 

first meeting. 1 also kept a m r d  of the maîches and the nuniber of advisees asçigned to 

each fàculty advisor. This record keeping was necessary because 1 made new matches 

each montb with each new intake of d e n t s .  1 wanted to ensure that 1 was beimg 

equitable as 1 assignecl new advisees to kuhy advisors. . 
Each month, the upgrading program h r  aduhs o W  incoming students the 

opportunity to participate m the fiiculty advisor program. To aid in carrying out this 

process, the program secretary sent me the list of new starts at the beginning of each 

month, and 1 contacted these students via the student mail systern. 1 sent them a letter 

with a bief description of the fàcuhy advisor program and a Learner Partici'nt Profile 

to 6ii out. If t h y  were interesteci in ha* a facuhy advisor, 1 insmicted them to fill out 

the Lemer Particim Profile form and Fpturn it either to me or to the mmtary. The 

letter also outlined the process that 1 would fohw once 1 received their requests for an 

advisor. 1 made the m t c k  as 1 rieceived the requests. This ptocess continued for the 

dutation of the study. On average, a total of 6 to 10 new advisees were added a h  

month. During the program, som advisees dropped out, but 1 di not keep track of this 

amition. 
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Impkmentatioi Pbase 

Organizing the îkulty advisor program took 2 months to complete. Fobwing this 

process, during the 6rst week of December 1998, fàcuity advisors began mentoring 

advisees. Initially, we had approltimateiy 10 advisees assigned to each of us. During the 

6rst week of the faculty advisor program, we set up our initial meetings with our advisees 

either in person, or thtough the student msul system. Some advisors met theii advisees in 

their offices; others met in the cafeteria or in heii classrooms afkr classes had ended for 

the day, usually around 2 p.m. 

As a facuhy advisor, 1 met with my advisees wherever they wanted to meet with 

me. 1 offered them the choice and then set up a time after classes. 1 tried to meet with al 

of them during the 6rst week of December, but 1 found that 1 did not have enough tirne, so 

1 had to extend my meetings into the next weeic. Some advisees couid not stay der 

classes because of personal and or M y  commitments, so 1 tried to have shorter meetings 

with them before classes began in the morning or during the lunch hour. 

At our initial meetings, I began by inhnning my advisees that our discussions were 

confidential unless they agreed otherwise. I indicated that 1 would make notes about our 

meetings in order to keep track of what we had taiked about, any referrals that 1 made for 

them, and the time and date of our next meeting. Fa, we u s d y  taiked about theii goals 

and interests. 1 generaüy asked them if they needed information about or help with their 

goals or with the duit upgrading program, We discussed how they were pgressing m 

the program and talked about obstacles they fàced. If any advisee needed any heîp that 1 

was wt able to provide, I would r& tbc &isee to the correct person. Sometimes, i fmy 
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advisee requested, 1 would cal1 and d e  the appomtment during our meeting. If nat, 1 

would make the appointment later, and then give my advisee the information the next day. 

Sometimes we would talk about fam@ and petsonal problems, but 1 found that this kind of 

dialogue did not usualiy take place during the îirst meeting unless 1 had already buih a 

relationship with this person as a student in one of my classes. At the end of the meeting, 

we would either set a date and time for the next meeting, or we would agree that we 

would meet as needed. 1 would then remind my advisees to contact me any tirne that they 

needed information, wanted to diiuss problems, or just talk. 

The other fàculty advisors c d  out their roles according to the plans tbat we had 

developed, but in ways and places that met their personal needs and the needs of their 

advisees. For example, one advisor used E-mail as a means of on-going contact with some 

of his advisees. Another Fdculty advisor would go for walks with some of her advisees 

during which they talked about probiems or asked for advice. 

During the irnplementation stage, one of my colieagues, who had agreed to act as a 

fàculty advisor, informed me that he was witbdrawing liom the kuhy advisor program 

Ahhough he was very supportive ofthe program, he personaily feh unable to take on the 

role of hcuity advisor. As a consequence, 1 had to reassign his advisees. 1 diiovered that 

even though we had agreed to no-fàult termination for anyone who volunteereà to take 

part in the program, 1 still feh a great sense of disappointment when this happened. 

Nevertheles, it was the right thing for him to do, and i f1 expected to have a successtiil 

program, 1 needed to respect his wishes. in my view, there would be nothmg worse tban 

mithg Lhis program mruiilaiov for e i h r  shidsnt or fàc* member. In acccjithg tbis 
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tact, 1 realized, at least at a cognitive level the vaiue of allowiag people the ptactice of 

Eeedom to decide what they want to do. 

Our plon was for the advisors and advisees to cany out their mentoring 

partnerships for approximately 3 months. At the rnid-pomt of the study, both groups 

would evahte how the program was working for them and suggest changes that they felt 

should be implernented in order to improve the operation of the program as it contmued. 

Evaluatioa Proccss 

At the mid-point and end of the study, 1 used a qualitative evaiuation method for 

the iàculty advisor program According to VeUa (1998), - 
qualitative evaluation, often caiied naturaiistic evaluation, examines the 
qualities and characteristics of a setting or experience to develop 
understanding and detemin<: me*. Rather than isohting and 
manipuiating elements for study, the qualitative evaiuator is directiy 
involved m a hader  process of study and mterpretation. Qualitative 
evaluation is often used in an exploratory or formative way to gather 
Uifonnation as a program is king developed. It allows study of a variety of 
program elements without clear definition of expected outcomes or 
chrification of criteria for evaluation (p. 29). 

As 1 was directly involved in the process of the study, 1 feh qualitative evaiuation was the 

best approach because 1 wanted to gather data about the faculty advisor program as it was 

king irnplernented, so that 1 could use tbat infbrtnation to maire changes to the progroun 

while it was m progress. In this way, tbe needs of the advisors and advisees would be 

better m e d .  Ali of the evaiuations were completed anonyrnously ad conûdentiaiiy, m 

order to ensure honest responses to the questions. 



The 3-month prograrn evaluation mrisisted of organiPng a hcuhy advisor meeting, 

d i b u t h g  questionnaires to the advisees, organiang an advisees' focus group, recording 

the coamients fmm the two groups, aad nraknig changes as appropriate. 

Facub Advisors' Evaluation 

1 began the interim evaluaiion by organizing a iàcuiîy advisor meeting on February 

16,1999. 1 sent aü kulty advisors a mem on Febniary 11' iaforming them of the time 

and purpose of the meeting. 1 indiatecl that we woulâ be discussing the facuhy advisor 

program and how it was working for them. I wanted thexn to have an opportunity to 

reflect on the process they were using, to e x a h  its effectiveness, and to share ideas 

about how the program could be improved. From the information gathered during the 

meetmg, my expectation was that we coukl detennine sorne best practices for mentoring. 

During the meeting, I took notes regardhg tacuhy advisors' concems dong with 

suggested solutions. 1 used an open dialogue during the meeting because this approach 

encourages individual comments and group discussion. Theu ideas, suggestions, and 

concerns helped us aii to understand and de& better wbt we sbould be doing or not 

doing in order to rneet the needs of the advisees and to becorne effective advisors. One 

general concern was that sorne advisees W to seek out their hcuity advisors or respond 

to invitations to meet. Advisors wanted to know how to deal with these advisees without 

offendmg them. One said, "Catch tkm m the Mi." Another suggested, "Ask the school 

secretary ifthe students are stiU h m ;  they may have Lef i  the program." We discussed how 

ofien we met viitb advisees and ubt fiequency d to be mst eEèctive. Mosî faculty 
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advisors agreed that the mitial contact was important soon der the advisees registered for 

the tàculty advisor program, even ifit was brief. It was noted that newly registered 

students, on the whole, were keepb their appointments. One advisor suggested that 

sometimes meetings were not necessary. She said, ' k t  asking students how things are 

gohg when you see them in the hrills is enougb. Tbey will let you know then if they need 

to meet with you or not." 

Foiiowing this meeting, 1 sent a copy of the notes abut the concems and 

suggestions we had diiussed at the meeting to the faculty advisors. 1 suggested that these 

notes could be added to their binder of resources. 

Advisees' Evaluation 

In early March 1999,I sent d the advisees mvolved in the îkuhy advisor 

program a questionnaire to determine how the program was working for them and to ask 

for suggestions about how the prognun could better suit their needs, The last question on 

the form asked the advisees if they would be willing to be part of a focus group that would 

discuss the results of the questionnaire. Only 10 advisees out of more than 50 responded 

to the questionnaire. 1 was dkappinted by this number, as 1 felt more responses would 

have given me more data on which to base my questions for the focus group. 

To rnake matters worse, 3 out of the 10 respondents indicated that they had had no 

contact with their îàculty advisors. This fact surprised me. As far as 1 knew, 1 hod 

matched every student who had si& up for the program with a tàculty advisor. I 

decided that 1 must have forgotten to reassign the a d v k s  of my colleague who had 

wiihrirawii h m  the program, or that when I did rcilssijp them, I h;id forgootten to inform 
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the new kuhy advisor of the changes. 1 immediately contactecl the three studeats and 

explaineci what 1 thought had happened. 1 apologized, and 1 asked if they would consider 

acceptmg me as theh facuhy advisor. Two of them a@. The o k  one said that she 

would think about it, but she never got back to me. 

Aside h m  the three students who had never met with their facuhyy the oothers 

indicated that the hcuity advisor program was working for them. When 1 asked, "How do 

you know it is working?", 1 received various answers. One adMsee said, 'If 1 need to talk, 

1 can do so. 1 had problerns, and 1 could talk about themn Another advisee referred to 

the opportunity to have dialogue with sorneone. She stated, "If 1 need someone to talk to, 

this program allows it. If 1 have questions, 1 know m y  advisor is there to answer." A third 

advisee feh the program was working for him. Very succinctiy he wrote, "From support, 

questions answered, and no sarçasm." Another advisee echoed this feeling of respect. 

She said, '4 know ihat 1 am not being put down because 1 don't know somethng that I 

should have leamed before." The evaluation also indicated areas that needed further 

examination such as adviseeJadvisor matches and the scheduiing of adviseeladvisor 

meetings. 

Focus Gtouu 

I contacted the nine advisees who indicated that they wouid be wiiiing to be part of 

the focus groiip. ! inviteci them to a meeting in my classroom on Wedwsdayy W h  3 1, 

1999 at mon and indicated that 1 woukl serve a lunch. Based on responses h m  the 

questionnaire, 1 developed a list of topics for discussion with the focus group. Six 
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advisees came to the meeting. At the beginning of the meeting, 1 reviewed the objectives 

of the focus group, explained how it would tiuiction, and then presented î k  topics. 

At the beginning of the meeting, 1 informeci the members of the focus group thit 

their responses wouid be s h e d  with the tàcuity advisors at our next meeting, but 1 

a s s d  them that their identities would be kept confidentid. 1 sensed, bas4 on carlier 

conversations, that anonymity was essential during the focus group process; otherwise, the 

advisees would find it ditficuit to be totally candi  about the program. Anonyniity was 

also important because it helped to create a safe environment. 

1 began by using open-ended questions. 1 asked the group to elaborate on the 

positive aspects of the faculty advisor program. They said that advisors "Gave he1pfu.i 

information," "steered people toward a more tealistic goal," "enabffl d e n t s  to look at 

new prospects on what they wanted to do," and "got their hopes up!" They also Uidicated 

that they Iiked talking to one person because it was more infornial and more relaxeci and 

they were able to open up more about their fears and questions. 1 then asked them to üst 

the things that they thought should be changed. They said that they feit bîm~mfortable if 

they wanted to change their faculty advisor." They asked how 1, as coordinator of the 

faculty advisor program could make better matches to avoid that f e e h  of discodort. 

With respect to meetings, they suggested that an agreement about appointments shouid be 

d e  between the advisor and advisee at the initial meeting. However, advisees kh that 

appointnients with faculty advisors were not good enough; they sirnply wanted to "drop 

in" whenever they bad a question or problem to discuss. When 1 asked them if tbey were 

çodirtsib1e approaching their facülty ad~isors to book meetings, t k y  told me that this 
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d e  them uncornfortable because the process was too formal. In tbei view, a basic level 

of comfort with the advisor had oflen not been established. Some feh that the informa1 

dropin approach would remedy this problem. 

Students' comments on the operation of the faculty advisor program were very 

enüghtening. They claimed that the program needed more advertising and more v i s i b i .  

They suggested that information could be handed out at orientation days held each month 

ad that the huhy advisor coordiitor couid be introduced at the orientation and be 

given 5 minutes to hand out and explain the fàculty advisor program to the new students. 

They fiirther suggested that this information should be distinguished h m  the 0 t h  

handouts distriiuted during the orientation by the use of a diierent colour paper. They 

also suggested advertising the program in a student newsletter. When the idea of 

launching a student newsletter emerged, 1 asked them for ideas about what to 'uiclude. 

One thought that there shouid be an editorial h m  students. Another suggested that a box 

be set up outside the main office so students could submit anonyrnous questions and 

suggestions that could be addtessed in the newsletter. 

Following the focus group meeting, 1 recorded the group's needs and sent them, 

dong with an exphtory  merno, to the fàculty advisors for th& p e d .  My intent was 

to have them review the information gathered from the focus group and to consider 

possible changes to the faculty advWr program at our next meeting. 

R I t  

Based on the focus group's responses, the fkuity advisors agreed, at their March 

31" meeting, to wme procedural changes with respect to pmvidhg information about the 
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faculty advisor program. Because the advisees feh that fiiculty advisors were important as 

an initial contact when the students first kgan the upgradii program for adults, 1 asked 

the coordinator of adult upgrading to add information about the facuhy advisor program 

to the new students' orientation session, d he agreed. He also invited me to the 

orientation sessions to discuss the program and to hand out information to the new 

students. At the meeting, one facuhy advisor suggested that friculty advisors intmduce 

tkrnselves at the orientation sessions; however, the kulty advisor group rejected this 

idea as most had teaching assignrnents during the time that the monthly orientation 

sessions took place. Instead, they suggested that senior students, who were involveci m 

the faculty advisor program, could make presentations about its benefjts during the 

orientation sessions. 

The advisees' focus group had indicated that faculty advisorladvisee matches was a 

procedure that needed improvement. They suggested that Faculty advisors consider bow 

to make better matches in order to avoid the feeling of discornfort with a poor match. One 

advisee suggested that each kulty advisor codd write his/her own personal protile aud 

based on this information, the students could do th& own matches. This suggestion was 

not possible because my original agreement with hculty rnembers assured them that 1 

would d i 'bu te  the number of advisees each fiicuhy advisor had in an equitable manner. 

If students chose their advisors, equal distriition woukt have beem impossible. 

Nevenheless, 1 think it was a good idea. 

The scheduhg of the fàculty advisor/advisee meetings was generally workmg out 

WU. In response to the sqgestion that the students should be able to drop m to see their 
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advison *ut an appomtment, the frscdty advisors decided to promote a dropin poiicy 

and inform their advisees of this policy. Thq also suggested posters and ads etacouraging 

this kind of informai meeting. 

The sharing of information Çom the advisee focus gmup wiîh the fàcuhy advisors 

klped the facuity advisors reevaîuate cunent procedures and promote best ptactices m the 

prognam The fact tbat the aâvisee's ideas had been acted upon demonstrateci respect for 

the advisees. The 3-mnth evaluation provided direction for cbanges to the fàcuity advisor 

program that would ensure best practices for the duration of the study. 

Seves-mont b Pmmm Evriuition 

At the end of the study, 1 developed two final questionnaires, one for fàculty 

advisors and one for advisees. The questionnaires evaiuated w h e k  or mit the fàculty 

advisor program had met its objectives, Faculty advisors responded to theu questionnaires 

in writing; I chose to intenriew the students for k i r  final evduatioa 

Facultv Advisors' Ouestionnaire 

In deveiopmg the h a î  questionnaire for hcuhy advisors, I asked myself the 

question, w b t  h u l d  1 evaluate? 1 found my answer in Vella's (1998) writings. She 

recommends that evahiations include "changes in leamers' kmwledge, skills, and attitudes 

resufting h m  the program" (p. 15). Therefore, 1 asked the fàculty advisors to evaluate 

their leaming, their ongoing need for support, k i r  professional and personal changes, and 

thek feeüngs about the effectivemess ofthe kuhy advisor prognun on student retention. 

In order to accompli& my intention, I d open-ended quesîions m their finai 

questionnaire. 1 kit ii was impurlani thai the qWb&e protride tbe f k d Q  advisors 
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with a vehick for reflecting on the past 5 momhs. Additiodîy, much of the questionnaire 

was based on the six betraviod fiuictions of a mentor taken h m  Cohen' (1 995) 

matorhg sale. As 1 bad used this instniment at the beginning of t t ~  program, 1 wanted 

to use it again for the sumative evaiuation as a way to provide some consistency in the 

use of language in reference to îhe fuuctions of a mentor. 1 also UNhided questions on 

personal and professional change and on the objectives ofthe snmdy. Before responding to 

the questionnaire, 1 asked the facuhy advisors to reassess the5 mentor rot competencies 

by complethg C o M s  mentorhg scale again to see if any changes bad occurred in th& 

scores. F i ,  1 requested that the conipked questionmires be r e t u d  to me by May 

19, 1999. 

Question 1 asked about the mentoring scale and whether or riot the îàculty advisors 

noted any changes m theu behavioural fiuictions as a mentor, and if so, in which areas had 

the change(s) o ç c d ?  Forty percent of the tkuity advisors hikateci a change in thW 

scores on the addt rnentoring d e ;  40% indicated marginal change, and 20% mdicated 

that they were mware of any changes. Forty perceni indicated a change m the followbg 

mentoring scale areas: relationship, faciütative, confiontive, mentor rnodei, and student 

vision. In the area of information, Wh noted a change. Information reférs to a specitic 

fimiion of the kulty advisor (mentor) that involves direct reqwsts for detailed 

intomution h m  advisees about th& pians and progress in achieving persouai, 

educatiod, and career goals in order to ensure that îhe advice offered by the fàculty 

advisor is bas& on accurate atd dkient  knowledge of nidduai advisees. 
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In questions 2 to 8,1 aslied the kuity advisors about their approach to the six 

behavioural iùnctions that the adult mentoring scale advocated. 1 used yeslno questions 

that incMed space for cormnents about each of the questions. 1 then compiled the 

a m e r s  to these questions and gave t h  to the facuhy advisors with the expectation tbat 

we could use the information and ideas when we met in the fiil to pian for continuhg the 

fiiculty advisor program. The foiiowing are examples of some of the questions and the 

kuhy members' anecdotiil answers. Question 2 asked: "In germai, what methods did 

you use to build a relationship with your advisee?' One stated, "Discussion, Socratic 

approach to goals and behaviours." Two 0 t h  f o c d  on discussion of goals as weU. 

Another mentioned, '%chedukd meetings, one at beginning, otkts at request of a student, 

or at my request (2 -3 meetings per stu#ent)." Another drew attention to the k t  that she 

"Went out of Fer] way to meet and encourage students in hak or classl took a couple of 

advisees for coffke." Others emphasizcd bu i ld i  trust, estabüshing confidentiality, caring 

for each individuai, encouraging enthusiasm, and taking an interest in their lives. One said 

that he used the information about the advisee taken h m  the Lemner Participnt Plofille. 

He also "shared information about @hnsell].'' 

Question 8 asked, "Were you able to encourage advisees as they managed personal 

change and took initiatives in thei transitions h u g h  life events as independent adult 

leatners? If yes, how did you do this?" Forty percent indicated that they had not been 

able to encourage their advisees or that tbey were unsure how t:, answer this question if' 

they had. The responses of two faculty advison descn'be weU this kiing. One said, 

'VrifOrtwleiy, 1 cioii't kkve that i spent enough t h  nith any single ;rdvkee to ricbieve 
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so grandiose a g o w  and another saki, T m  not sure b w  to answer this [question]." 

Sixty percent indicated that they were able to encourage their advisees. One said Y think 

for the most part, 1 was able to support and encourage their decisions;"and another added 

"Spoke encouraging words anyway." A third was more specific about his methodology. 

He said that he "questbned them about difllicuhies 1 knew they were dealing with" as a 

way to help them through transitions in their iives. Another tàcuhy felt that her a b i i  to 

encourage was confirmeci ôecause, as she explained, '9 congratuiated success; several 

students dropped in to my oftice to tell rn about their successes. 1 don't believe they 

wouid have done that without this program" 

In the questionmire, 1 also tried to determine what kinds of professional 

development faculty advisors feh they needed in their role as mentors, so that 1 could plan 

and organize workshops or search out iiterature that would support these needs. 

Therefore, 1 asked the fobwing question: "Was there a specîîic am m which you kit 

uncomfortable or lacked knowledge and for which you would have Iiked some 

professional development in order to support you in yow role as tàculty advisor?" One 

person replied aiknatively and stated, "1 felt uncomfortable because 1 think som people 

were uncomfortable corning to see me. Some people did not seem to fealize îhey wuld 

drop in to see me anytime." However, no one requested professional development 

regarding this comem. Eighty percent kit they did mt need professional development in 

any specüic area. This includes one person, who d e r  tespondhg negativeiy to this 

question noted, "Counseiiing m any area that wouki benefit the advisor/advisee 

relationship [wodd be belpful]." 
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With respect to personal and protèssiod change, 1 asked two open-ended 

questions that would encourage the tàcuhy advisors to refîect on the process and the 

impact that it had had on them eitber persona& or professionally. F i  1 askeà, "How bas 

king a mentor affected you pemnaüy?" Several shared the pleasure they felt in getting to 

know their students better. For example, one fhulty noteâ, "1 enjoy getting to know the 

students and 1 enjoy the interaction." Another stated, 'l have certainly l e a d  h m  them 

and been reminded of the need to be open to different life styles and values." One faculty 

advisor realistically stated, "Udortunately, it did tittle to decrease rny workload." He then 

added, "But it did heip me to feel the gratification of working finiitfùlly with one or two of 

the participants." - 
Next, 1 asked "How has king a mentor affècted you professionallys' Again, 1 had 

a variety of answers. Many responses duded to a better understanding of their advisees 

as individuals. One feh that the experience had been a ''Reminder of the need to 

understand and treat the student as an individual [and the] need to consider ail facets of a 

person in order to contriiute to their needs as a ahle person." A second tiaculty advisor 

confirmed this feeling. She said, '9 know rny students more as a whole person now, bot 

just as someone learning English or math. 1 think this dows me to try to accommodate 

them and be more flexiile with my program" Others leamed about the emotional needs 

of their advisees. One advisor "learned that many students feel heipless or hopeless and 

need s omne  to champion then" Another type of learning that a faculty advisor noted 

was the abüity to "challenge a student more ofhm now if hismer behaviour is negat~e or 

self-defeating." 
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Question 12 asked the h d y  advisors, "Do you bave reason to believe the tàculty 

advisor program made a difference in student retention? Please explain why." Eighty 

percent indicated thai they feh that the ptogram had a positive mfluence on students' 

retention. The ressens for their conviction are conveyed in the foUowing statements. One 

noted, "1 had same advisees conswler dropping a course or quitting until they talked to me. 

Together, we worked on a strategy to help them stay and be successfûi." A second 

indicated 

1 had one student m particular who graduated mto the college program. 1 
believe the support she received played an important mle m her 
advancement. 1 believe that niany students who see their advisor on a 
regular schedde are more iikely to speak with them if they are considering 
dropping out. 

And a third believed that "some (perhaps several) of the students who opted to have a 

hculty advisor found the encouragement and guidance proffered by their advisor made 

continuation in the program a mire viable option than withdrawal h m  it." 

When 1 asked the kuity adMsors if we should continue a formal kulty advisor 

and with, a petson they know. They a& more willing to try new strategies." And awther 

said, "It gives students an opportunity to hume things offsomeone who cares and gives 

me a chance to help and know our students b e r . "  For the rnost part, the kuhy  advisors 

felt that the k u h y  advisor program was worth the effort. 

Advisees' Interviews 

When 1 evahiated the advisees, 1 decided to assess the design of the pmgram, the 
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about how the program had dected tbem persouaüy and its usetiilness as a rnechanism for 

student retention. The method 1 chose to gathet the information was personal interviews 

with the advisees. My rationale for using this method was based on the k t  that very few 

advisees completed the 3-month questionrraire, consequently, 1 decided to conduct 

personal mterviews with as many advisees as 1 couid contact in order to get a better tenus 

on their 6nal questionnaire. This m e h d  proved to be mre tirne consumllig, but 1 

achieved a greater response, and a broder cross-section of the advisees. In addition, this 

form of open dialogue, at Least in rny opinion, showed respect for the students by 

recognizing them as part of the study team and eugaging them more fûiiy in the evaluation 

process than Wng out a questionnaire would have done. 

Some of the questions which 1 asked the advisees during my interviews deah with 

the issues that the focus group had communicated in March such as their concems about 

advisor/advisee matches. ûther questions related to Cohen's (1995) six mentoring 

behaviour fiuictions. 

In response to the question, "Was the match between you and your tàculty advisor 

a good match'?", the majority of advisees (81%) believed that the match was a good match. 

The overwhelrning tesponse as to why the matches were fbvourabie was attn'buteà to the 

faculty advisors' abüity to listen and communkate. Som of the comments included words 

and phrases like: "understanding," "listens," "gives good advice and is there whenever 

needed," "easy to talk to, and listened ta what I had to say." Other comments were: "My 

questions were important," and Y can commuuicate with hm." A sumil group âid not 
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experience a good matcb. They said that the person was hard to talk to; they did not 

know who their faculty advisor was, or theiir fàculty advisor was not too understand'mg. 

Although I had indicated h m  the begmning of the study that there was a policy of 

no-fault termination, at least three advisees suggested that 1 should make it clearer tbat ifa 

match is not working, it could be stopped at any tirne. 1 mw realized that 1 should stress 

this policy more; however, my preference was to improve the matching process ight h m  

the star&. In order to determine how matchmg advisees and advisors could be impmved, 1 

asked the advisees, "How do you think matches should be made?' Twenty-nine percent 

responded that they would like matches to be based on students' choices. One person 

said, "if [we] are put with someone [we] don? relate to, [we] won't go." Thirty percent . 
thought the current practice of 6iling out a form indicating activities and interests and 

having the coordinator make the matches was a good method. However, when 1 asked the 

advisees, ''Should students choose their own facuity advisors thereby making their own 

matches?', 76% said yes, 14% said no, and 10% had no response. Evidently, they did not 

think of this alternative untii 1 asked the above question. The niajority of advisees 

accepted this altemative as the best way to make a match. This method of making 

matches, ahhough praiseworthy, was not possible giwn the fact that 1 hid promised 

hculty members that 1 would disttiiute advisees equitabiy. 

1 also asked for suggestions about how I could change or wbat questions 1 could 

add to the two profile f o m  (tàculty and students) so that better matches could be made. 

Suggestions inciuâeâ add& questions relating to what you do for fim, type of personality, 

q e ,  whailii kincl of persrin you woulrl likz as advisor, ka and dislilies, and wirat is p u r  
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hvourite subject. Another good suggestion was to ask studenîs to descrii an ideal 

k u h y  advisor. 

My major concern during the fàcuhy advisor study was the relatively smaü number 

of students actually taking advantage of the program Each month, only 6 to 10 students 

would sign up, which is less than haifof the usual mnthiy enrollment. In the iinal 

evaluation, 1 asked the advises, "Do you think that the facuity advisor program needs 

more visibility in order to have more students take advantage of this opporhuiity? Eighty- 

one percent responded afhatively to this question. When 1 asked bbWhyT', they claimed 

that students sometimes had the wrong idea about the program at k t ,  so they were 

reluctant to sign up. Som people felt that the program was alrnost secretive. Others felt 

that telling students about the program during orientation was not a good idea because 

there was too much new information to absorb on that day. 1 then asked them for 

suggestions on how 1 could improve the program's visibiüity. One advisee suggested that 1 

isolate the information about the faculty advisor program on an independent, prominent, 

bulieth board as a way to draw attention to the program. Another suggestion was that 

d e r  students had been in the upgrading program for adults for a month or two, 1 could 

reminci them of the facuhy advisor program by putting a letter in their mailboxes and 

setting up a time to talk about the program Others oftéred ideas such as having teachers 

talk about the program in their ciasses at the begnining of each month, writing about the 

program in newsletters, posting a list of fâculty advisors, and advertislmg the program on 

posters and in the monthly caleadar scbeduie. 
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1 learned h m  one of my colleagues, who was t a h g  part in the faculty advisor 

program, that be was usmg E-mail as a fonn of communication with his advisees. 1 was 

anxious to get some f d b a c k  on this method of contact, sr, 1 asked the advisees if they 

wouià like to contact their advisor through E-mail. The mjority, 67%, sîated that this 

was a good idea. One said "If someone is at home, you can stiil talk." Another believed 

E-mail would help with the problem of enough t h  to meet. He said, Taculty adv is i i  is 

hard on t e a c b a  iittle deniand'i on teacher's t h .  If it's too denianding, it takes 

away fiom theu patience." One dvisee, wbo noted that E-niail would make contact 

between fàcuhy advisors and advisees more convenient, reasoned that "if you can't h d  

your hcuity advisor, you can E-mail them and they can E-mail you back." An advisee 

who was already using E-mail to connect with his fiicuhy advisor provided evidence to 

validate the value of t k ù  E-mail connection: '1 aiready do this. We can go back and forth 

and &y messages. 1 üke to check my messages; it makes for a cbser relationship and he 

doesn' t have to attend a meeting." 

However, 33% of advisees rejected the idea of E-mail. Their reasons fell into two 

categories. One group of advisees did not haw E-mail availabk and knew nothing about 

how it operated. They woukl need to Iearn how to use E-mail and have a e s s  to a 

cornputer in order to respond in this manner. The other group preferred personal contact, 

or '?aiking fàce to ke."  1 felt t h  tbis infcrmation was important for fkulty advisors so 

they codd undetstand the individual needs of thek advisees and respond appropriateiy. 

As well as detenriining the advisees' ne& with regard to the operation of the 

k d i y  d v h r  progra  I waated IO wess  how the program affactsd &rn persody, so 



asked, "How has a fiicuîty advisor afkted you?" Many advisees tesponded by 

emphasipag the value of having someone they could talk to and get advice fiom, "if 

personal issues mise or I'rn haviug trouble in school." Another offered this opinion: Yt 

seems that nobody wants to talk to you let alone rneet with you; tàculty advisors do. It 

d e s  you feel Unportant." ûther advisees talked about the encouragement they received 

and how important encouragement was to their success. One said, "The more people who 

have some expectations for your success--ifs a motivating tàctor; if it's just you, you c m  

skie a bit." Another explained, "It bas had a positive effeçt in that 1 had some place to go 

if upset or if 1 had inabi i  to accomplish somethmg--it gave me encouragement." 

Advisees also valued the information and advice that hculty advisors offered. h e  

declarecl, "[Il made changes in my üfe. I'm doing better in school than I was when 1 was 

taking two classes." In brief, a faculty advisor had a positive effect on the advisees. The 

followhg are some of the words they used to express their feeiings: encouragecl, listened 

to, rnotivated, important, confident, anà cornfortable. 

In addition to wanting to know how the îàculty program dêcted the advisees 

personally, 1 wanted to find out if the program had a positive effect on leanier retention. 

When 1 asked, "Has a faculty advisor made a dineme m whether or not you stayed in the 

upgrading program for adults?" Sixty-seven percent of the advisees stated that it had. 1 

then asked, "Was there any time in which you considered quitting and wouM have quit if 

you had not had a faculty advisor to talk to?" Fi-s ix percent con6rmed the iàct that 

tky  had considered quitting at one time or another during the course of the study. 
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Similar to the response 6om the facuity advisors on whether the kuhy advisor 

program should continue, 100% of the advisees responded positively to this question. The 

main reason listed for continuing the program was tbat d e n t s  could have socneone to 

talk to and get help fiom when they needed it. Some of the cornments indicateâ that there 

was help if help was needed. Others comrnented that faculty advisors helped to put things 

in perspective, Some claimed that Iàcuity advisors helped with self-esteem and confidence. 

One indicated that k u h y  adMsors provided Uifofll~attion and this was more helphl than 

trying to figure everything out for one& Faculty advisors were described as friend, 

resource, and helper. 

Final Facultv Advisor Meeting 

On June 9,1999, during a staff meeting, 1 brie@ summvized two of the responses 

fiom the final advisee interviews. I read the advisees' responses to the questions regarding 

whether or not we should continue the program, and tmow the availab'tiity of a fàcuhy 

advisor had afEected them. 1 did this for two reasons. Fi, 1 wanted the faculty advisors 

to understand the benefits and immediate usefûlness of the fàculty advisor program that 

they had worked so hard to develop. Second, 1 wanted to emphasize the affective element 

of the faculty advisor program as a way to underscore for the faculty advisors the 

emotional needs of our adult students. 

When 1 informed the group of the fàct that the studemts unanmiousiy agreed that 

the kul ty  advisor program should be continued, there was unanimous support h m  the 

fàculty that it continue provided 1 agree to be coordinator of the program. 1 i n d i t a i  tbat 

I would br wiüing io take on this U. I also toid thr faci@- ad~isors that I would 
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circulate a sunimary of the Wings of the final qwsîiormaires to tbe group for their 

perusal. I would prepare, also, a final report about the study and submit it to the Dean of 

Access and Skills, and follow it up with an appmtment to discuss the report, especially 

the recommendation section. 

Graduation Statistics 

Did the h u h y  rmdvisur program actually retention, thereby contniuting to 

higher graduation statistics and student success? The following graph of graduation 

statistics h m  1994 to 1999 indicates that the nurnber of students graâwting fiom the 

college upgrading program for adults was higher in 1994, but when HRDC's seat purchas 

policy changeci, the graduation rates decmsed. The chart reveals that aiter low student 

graduation rates fiom 1995 to 1998, t k  was an Uicrease h m  20 in 1998, to 30 in 1999 

foiiowing the implementation of the kuhy advisor program. Of the 30 graduates, 10 had 

k u h y  advisors. The positive e&ts of the faculty advisor program on the students who 

participated became evident during my evaluation interview. However, before any finai 

conclusion can be d e  about the îàculty advisor program, it will bave to be continueci for 

a bnger period of time in order to determine if there is a cause effect relatinship between 

a facuhy advisor prwgram and dudent success in cornpktnig the program. 



Figure 1. Coiiege's upgrading graduation statistics for the period 1994 to 1999. 
It notes the college's major decline in graduates &er the change in HRDC policy in 
19%. An improvement in graduation statistics is shown in the wmparison between 
19% and 1999 der the implementation of the fàculty advisor program. 
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Personal Reîlecîions 

The roles which 1 undertwk during the implementation of the facuhy advisor 

program provided me a variety of opportunities to reflect on the process and on the 

Wmgs of the study. As the facilitator of the study, 1 applied the WWW question, "W)so 

needs a as dehed by whom? (Vella, 1994, p. 52), in order to define the needs of the 

students and the facuhy during the initial stages of the study. This question helped me to 

apply the adult leaniing principles of inclusion and self-dition. It also presented a 

method for determining stakeholders' needs and ensuring that they were king met. The 

results of the final interviews reinforced my personal belief that coUege upgrading students 

need sorneone to listen to and encourage them, and this k t  supports the theory îhat adult 

educators need to address not only the cognitive dimension of ieaming, but the affective 

dimension of learning in adult education ptograrrrs as weli. 

As a faculty advisor, 1 ofien referred to the mentorhg scale as a way to improve 

my cornpetencies as a mentor. When 1 talked with my advisees, 1 reaüzed b w  much tfaey 

valwd human contact on a more personal level and how it helped rneet an emotionai need. 

In my view, meeting the students' emotional needs in the karning enviromnent is 

necessary, otherwise they will not become involved and be successfid m an upgradmg 

program for adults. 1 also became aware of the fact that many of my dMsees had no 

goals. Without goals, they had little motivation to continue with theii education, so I 

encouraged them to take the vocational interest test that was administered by a cokge 

counseilor. 1 also found a website that students could access, and this becane another way 

for them s cxplore cyeet choices. I sbrved this infontnation rvith the other fptcuity 
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advisors, so they also could teU k i r  advisees and encourage them to use these services. 1 

encouraged students to take part as a "Student for a Day" in a postseçondary course. This 

type of encouragement helped rny advisees to begm esîablishing goals that would motivate 

them to succeed in the upgdmg program for adults. 

As coordinator of the îiculty advisor program, the advisee group remforced for me 

the importance of students having a voice in constructing their leaniing environment. This 

was evident when they took an active mie m the design and structure of the îicuhy advisor 

program, and when they requested a student questionlsuggestion box. Their requests for 

information prompted me to begm a monthly newsletter for them in December 1998. 

1 also tned to respond to the faculty advisors' needs. When 1 made advisor and 

advisee matches, 1 tried to do it in a equitable way. 1 was very conscious of the fact that 

advising 10 to 15 advisees on a regular basis added to my colleagues' workload and that 

they were not king compensateci for this work either in tirne or money. 1 feh responsi'bie 

for this situation and was rnost gratefùl to my colleagues for supporting me during the 

study and for k i r  generosity in mntoring a group of students. 

FUially, as mentor to my colleagues who participated in the faculty advisor 

program, 1 observed th& engagement in the pmcess. During our advisor meetings, they 

participated by suggesting new ways to irnprove the faculty advisor program. Some 

shared ideas about how they advised students, and others comrnented on how the 

matching done through the use of profiles helped to create a positive environment with 

thei advisees. For me, these comments provided evidence that they felt & w b  tbey 

eagaged in tiw proceus; c o ~ u e n t ~ y ,  tlxy were congortabk voicing h i c  success. As 



they shared their experiences of mentor&, 1 listened to them, atlkmed theru, and 

congratulated them on the work they were dohg as tacuhy advisors. To encourage the 

facuhy advisors, 1 provideci food at meetings, sent them tbank you notes for their 

contriiutions to the program, üstened to them, and verbally applauded their successes. 

Summay 

The fàct that the facuity advisors and advisees dorsed the continuation of the 

program for the fobwing year supporteci my bekf that a mentor program should be part 

of an upgradiig program for duits. As a facilitator, faculty advisor, and program 

coordinator, 1 view the hcuhy advisor program as a way to meet the students' emotional 

needs and involve them in the leamhg process. 1 believe that these two components are 

necessary for their educational succes. Education is more than a cognitive exmise. The 

leamhg environment must provide support for students that helps them to meet theii 

individual needs and addresses the affective d i n s  of learning. Mentoring students 

through a forma1 kuhy advisor program provides for this support. 

In the final chapter, 1 discuss my.study in light of the literature reviewed in chapter 

2. 1 present conclusions and offét tecornmendations relating to rnentoring in a coiiege 

upgrading environment for adults. 



CHAPTER 4 

DISCUSSION, CONCLUSIONS, and RECOMMENDATIONS 

The purpose of this study was to examine mentoring as a way for coUege fâculty to 

assist students m an upgradihg program for aduhs to meet their tieeds and to successfully 

complete the upgrading program. 1 had three goals for chooshg a mentoring mode]. 

First, 1 wanted to effect a positive change in the upgrading program for aduhs by 

estabiishing a faculty advisor program. Second, 1 wanted the fiicuhy advisor program to 

provide an appropriate means for &uhy to get to know the students better and to 

understand and respond to their individual needs. Third, 1 wanted to involve the students 

in a program that would increase their self-management and seK=dgection sic&, and 

uhimately their opportunity for success in an educational environment. This chapter 

discusses the fmdings of my study and examines how they compare to the Merature. 

I begin this chapter by diiussing coUege upgrading students as adult leamers. In 

the next section, 1 discuss the methods that 1 used to gain insight into th d s  of faculty 

and students when 1 implemented the faculty advisor program The third section diiusses 

the value of mentoring as a tool for student success. Foilowing these three sections, 1 

provide conciusions and a list of recommendations for educators mterested in establishing 

a kul ty  advisor program in an upgradhg enviroriment for aduhs. 

Understanding Adult Students 

Adult education has responded to social changes over the decades by providing 

programs which meet the needs of society. However, adult students are not a static, 
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homogemus group; therehre* research regardhg who participates and the feasons for 

partkipation in d u i t  education must be on-going. This approacb is in keeping with Barer- 

Stein and Draper's (1993) contention that theories about who participates m duit 

education must remain fluid and must reflect the realities of the t h  and cuhure. Morin's 

(1998) research also highlights the need for aduit ducators to remain cognipuit of current 

trends in duh education in orâer to identa what is happening and understand how they 

c m  prepare for that change. Morin contends that aduh educators must understaad current 

developrnents, or they will hinder the learning process. He also claims that when adult 

educators id to respnd to the current developments m the field of duit education, the 

status quo is retained. Consequently, the needs of adult learners in the changing - 
environment are not met. A good example of a currmt trend in duit  education is the 

change in clientele entering the upgrading program for adults at the coiiege wkre 1 work 

as a resuit of a change in HRM: policy. 1 initiated a kulty  advisor prograin as a way to 

respond to the needs of the changing clientele in the upgrading program 

Draper (1992), McCabe d Day (1948), and O'Sullivan ( i ~ )  caü for a mu 

appmach to adult education that mets more than the cognitive needs of snidents. Their 

research calls for "a h a d e r  focus on education towards human devebpment" @raper7 

p. 17). This study helped rrie and rny coiieagues to understand that ad& upgrading 

snidents have emotional needs that rnust be met within the ieaming enviromnent ifwe 

expected them to be successîui in Mi educatiod endeavours. One student i h t W  

this need quite clearly during the focus group meeting. Wben 1 asked which had been 

more important, the personai d u e  [rehtionship) or the praçticai value [mformationj of a 
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facuiîy advisor, the student talked about how it was scary to ietum to school because she 

was uncertain of her capabiüties. She said, '7 questioned if going back to school was right 

for me," and added, "Inis is where t h  emotiod part cornes in-when you're 

floating/questioningningn During the final interview, 1 Wh of the students indicated that we 

should continue the fàcuity advisor program. When 1 asked why we shouki contmue it, 

most of the advisees' answers further reidorced the emotional value of a hculty advisor. 

One student said that the kulty advisor program was important "because people corne to 

school and think it's so impersonal." Another said, "Your faculty advisor is not just a 

teacher, Mshe is a fiend you can talk to." A third saad, '1 find it is a ben& because 

when students have problerns they can go to their huhy advisor about them." The words 

"impersonal", '%en&"' atad "problems" are indicative of the d e n t s '  emotional needs. 

Adult education literature has rarely profiled students w h  participate in academic 

upgrading prograrris. Most authors üke Cranton (1989) Knowies (1975), Long (1987), 

and Merriam and Bmckett (1 997) provide very general definitions. They &nt@ aduh 

learners as those who choose to becorne involved in a learning situation. In this snidy, the 

majority of students in the upgradiig pr&m for duits did not h o m e  involved by 

choice. Changes in government policy for people whose source of h o m e  is Ontario 

Works dictate that recipients of these tiurds must eitber work or go to school in order to 

be eligiie for home. In other words, maoy of these snidents do not attend addt 

upgtading programs voluntady. Since 68% of our leamers receive Wu income h m  

social assistance bene& the consequence has been tbat many of our shuients have m, 

chice but to retum to schooi. A consqueme of King forced to return to sciiooi has 
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been poor student retention, decreased nmtivation, and declin@ graduation statistics. In 

1996,48 students graduated; in 1998, or@ 21 graduated even though the number of 

student intakes remained constant. 

Cranton (1989) clarms t h  when "the adult has chosen to leam, he [she] will have 

clear and specific goals related to his m] own needs, whether it be an improvernent in 

job skiils or social contact" (p. 7). However, adult upgrading students, who have been 

mandated to teturn to school as a condition of recehing financial benefits, rarely have 

clear goals. At the mid-point in the study, durhg the k u h y  advisor meeting on February 

16,1999, the facuhy advisors diiussed this probIem of lack of goals. One advisor said, 

bbMany students do not know what they want to do in the future." As a way to address 

this problem, the hcuity advisors decided to refer advisees, who seemingly did not have a 

goal, to a college counsellor for a vocational interest assessment. Another suggestion was 

to remind the advisees of the "Student for a Day" program and to encourage advisees to 

take advantage of this opportunity. The facuity advisors also decided that we should offer 

a goal setting Seminariworkshop, dvertise it in one of our newsletters, and encourage 

advisees to take part. In this way, the faculty advisor group could help the advisees begin 

to set personal goals. As a group, we télt that sellidirection m learning was not possible 

unies students had personal goals. 

Knowles (1985) characterizes ad& students as seIf-diited leamers, but 

Brookfield (1992) argues that this assumption is a myth. Brookfield believes that many 

factors deteiniine a person's r e a h  for self'ditected learning. Two of these -ors 

k t i y  reiate to students in duit upgdng  programs. ûne factor that Brookfieid 
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descriis as 'the political ethos of the time and culhw*@.13) could be applied to the 

Ontario government's changes that affect our students who receive social assistance 

benetits. Sixty-eight percent of students at ai i  leveis of the upgrading program for adults 

currently receive their incorne h m  weIfare. The k t  that these students must either go to 

work or schooi, or lose their hancial support fiom the government, prevents personal 

choice and self- direction. The other làctor tbat Brookfield describes as "the subcuhure 

fiom which [the student] cornes" (p. 13), also bas an impact on the students in aduh 

upgrading programs. As a rule, ad& upgrading students are literacy students whose 

subcultures include aboriginal students, aduhs with d d i t i e s ,  recent immigrants, adults 

with developmental handicaps, the unemployed, w e h e  recipients, and psychiatrie . 
patients. As Brookfield points out, potitical ethos and subculture are both fàctors that 

a£féct readiness for self-directed learning, especiaüy students in adult upgrading programs. 

The advisees' connnents during the final interview strongly suggest that they stili lack self- 

confidence. When 1 asked what they valued most about having a faculty advisor, the 

words they used like "encourageci," "iistened to," "mtivated," "mie to feel important, 

confident, and cornfortable," revealed that they d e d  emotional support in order to 

becorne more seifdirecteci. In o h r  words, seif-direction has to be fostered in these 

students; it does not simpiy happen. 

One chamteristic of many adult upgrading students is theii reliance on social 

assistance benefits. The fàcuity okrved that tnany of the students receiving government 

assistance were young aduhs with little or no work experience, They also had many other 

acia( and economic barners in thcir pathç. Som of tkc kaniers thst the hrilty noted 
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were: "anger," "feeihgs of inrompetence,'' "bittemess in king forced to go to schl , "  

and "interpersonal co~ntations." %se observations are consistent with McCabe and 

Day's (1998) contention that people with fmancd stntggles oi?m are burdensd with 

negative feelings that act as barriers to theh success, Unfortunately, thete is very Little 

adult edwation iiteraîure that discusses this pariicular characteristic or provides 

suggestions for copmg with this barrier. Programs, k e  the one reportecl in this thesis, 

help to liN this gap in the literature. 

Another characteristic that Home (1 W8), McCabe and Day (1 998), and Polson 

(1 993) idmi@ as king a bmkr to educational success is maintainhg Eunity 

responsibities. Many adult upgrading students, who have children, are single parents 

with littk support that oflen &es returning to school physicaiiy and emotionally 

demandi for them They sometimes need help to put their lik, with al1 of its d e d ,  

into perspective. One student told me that her faculty advisor hei@ to dmlop a bette 

outlook on her life. Mer  talking to her faculty advisor about her inability to be a good 

mother aiid a successfbi student 2t the same t h ,  she was encouraged to reduce her 

course load rather than dro p out of t he program She said, "m made changes m my life. 

i'm doing better m school than 1 was w h  1 was ta@ two ciasses." 

Many students in adult upgrading have had negative experiences associated with 

leammg. Draper (1992), Kidd (1973), MacKeracher (l996), and Polson (1993) recognize 

the impact of these negative experiences. They claim that students who have had negative 

educational experiences in the past often experience féar, hmation, and threats to their 

~ l f - w i e m  and xIf-con&ience when i k y  return to a Ieaming environmeni iike an 
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upgrading program for adults. These emotiod reactions create barriers to kaming. It is 

important, therefore, not only to understand the impact of negative experiences, but also 

to create a leaming environment that dispels these reactions and enhances motivation to 

leam. As a way to deal with negative reactions, 1 decided to establish the k u h y  advisor 

program, and 1 asked my colleagues to jom me m this venture. As tàcuity advisors, my 

colleagues reported that they used various meam to build a relationship with Wir 

advisees, thereby creating a positive leaniing environment. One advisor said she "went 

out of [her] way to meet and encourage students in halls or class, [and] took a couple of 

advisees for cofft." Another advisor buih the relationship on "trust--establishing 

confidentiality, caring for each individuai, enthusiasm and interest in their iives. Respect 

for their individual choices and goals." The advisees provided evidence m tbeir fW 

interview that their fâculty advisors provided encouragement, üstened to them when they 

were upset or having trouble in schooi, and made them feel more cornfortable m schooL 

These barriers to educational success suggest that adult upgrading students need 

support qaems that will beip them to become successtùl. The purpose of the kulty 

advisor program is to provide support for the students and to belp them to rneet their 

d s .  Once barriers ate eliminated and needs are met, students are more Lely to be 

successful. Faculty advisors used various methods to respond to theu advisees and to heip 

them meet Mir needs. Most encouraged an open-door policy with their advisees. One 

took her advisees out for coffe. Another comrnunicated by E-mail as a method of 

meeting his advisees' needs. In the literature, McCabe and Day (1998), and Bmkfieid 



(1992) identifjr the necessity of providing supports for students in the leaniing 

environment, so that they can h o m e  active participants in the leamirig process. 

Creating r Positive Learning Environment 

There is consensus in the literature that involving students in the learning process 

is an essential element for enhancing student success. Knowies (1975) points out that 

involvement encourages students to become seKdirected. Knowtes and MacKeracher 

(1996) suggest that the best way to mvolve leaniers in the leamhg process is to change 

the role of the educator liom content transmitter to facilitator of hmhg. The upgrading 

program for aduhs, which is the subject of this thesis, used a directhg mode of hilitating 

whereby the teacher designs the structure, content, and activities of the leamhg pfocess 

and provides feedback and guidance to the leam. The teason for this approach was the 

fàct that the students were expected to acquire specific skilis in literacy and numeracy. 

MacKeracher argues that this form of facilitation ofien lacks '%terpersonal mvoivement 

with the individual leamers" (p. 219). In her view, this kind of approach rareiy mets the 

students' affective needs. As an adult educator, I agree with MacKerack. It was h r  this 

reason that 1 advanced the idea of a faculty advisor program, which was based on a 

mentoring model. As 1 saw it, this kinâ of program wouid provide the interpersonal 

involvement with students that is a necessary component of a leanllng environment for 

aduh upgradmg students m a college environment. 

One of the purposes of the program is to encourage d e n t s  to be involved in 

th& lean@. Ferguson, et al. (1999, and Huang and Lpch (1W5) pint out tfirit the 
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mentoring reiatioiiship is mhercntly interdependent; therefore it r e q k  mtezpersonal 

involvement of both parties. Accordhg to McCabe and Day (1 9W), invohg the 

students m the ieaming process helps colleges to respond to the d i e s  of the M i n g  

demography and the socio-economic needs of theu students. As our aduh upgrading 

program was experiencing both kinds of shifts, demograpbic and socio-economic, 1 

assumed that the hulty advisor program would effect a change in the leamhg 

environment that would invoive the students in the learning process, and m this way, 

respond to their individual ne&. The evidence to date seems to indicate that the program 

is off to a good start m achievnig its objective. 

Student involvement also helps students to take ownership of their leaming and 

consequently become more selfdirected. During the final interviews, advisees indicated 

that Mir fàcuhy advisor gave them confidence to want to corne to sschool and helped them 

to feel confident and determined. Astm (1993) reports that student invohrement with 

fàculty enhances leamkg, acadernic performance, and retention. He c ~ t e c i z e s  this 

involvemeni as interest m a student's academic and personai p r o b h ;  sensitivity to 

minority issues; accessibity outside of ofnce hous; and regular availabii for student- 

faculty interactions. The h t  that the kulty  advisors in this study supported a dropin, 

opendoor poücy, was proof that they were serious about creating a positive learning 

environment. 



Needs Assessrnent Pnmss 

Consistent with estabüshed aduh education practice, 1 conducted a needs 

assessrnent as a way to understand students' and tàculty's needs and to involve tkm m the 

planning process as 1 organized the kulty advisor program. Many authors (Brooffieki, 

1986; Engüsh, 1998; Knowles, 1970; and Vela 1994) believe that conducting needs 

assessments is an important role of facilitators and that it is an important f h t  step for 

effective adult leaniing and as a way to meet individuai and institutional needs adequately. 

When 1 first met with the students about the facuhy advisor program, 1 used open-eaded 

questions to explore their needs, then 1 listened and wrote d o m  what they said. 

Similady, Veüa believes that listening is a very important part of the needs assessment. 1 

found that the more 1 listened, the more 1 learned about the needs of the students. 

When 1 conducted the needs assessment, 1 tried to create a phpical and emotiod 

environment that would offer a sense of de ty  to the students as we discussed their d s .  

To achieve this purpose, 1 provided food and fiuniliar surroundmgs to assure th students' 

cornfort level. 1 ah stressed that their input to the planning of the faculty advisor 

program was important, otherwise it would not meet theii needs. Creathg this sense of 

d e t y  is consistent with MalUuf (1 999), Taylor (1992), VeUa (1995), and Waldron and 

Moore's (1991) recommendations that a safe leaming environment is paramount for 

student involvewent. 

Not oniy was 1 working with students, 1 was ah working with kcuity's needs as 1 

pbnnd and implemented the tiiculty advisor program As faculty CO mmitnientwas 

important io the success of the program, i mvoived them m the design of the program 
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fiom the outset so that tky wouid feel sak as well. 1 endeavaured to mate a seme of 

saféty for facuhy by making materials available for them to read, by reviewiog the 

objectives of the shidy, by Uivohring them m the pmess of dtweioping the program, and 

by carefùily sequencing the activities. This type of involwment is consistent with VeWs 

(1994) prhciple of safety in the leammg environment. 

Another strategy that I used with the students during the impîementation phase 

was to organize an advisees' focus group 6 r  the d - t e r m  evaluation of the fhculty 

advisor program. This was a part of what 1 refer to as the on-going needs asesment 

process. In my opinion, the original group of 53 advisees would have been too large for 

honest and open dialogue about the strengths and weaknesses of the program, su 1 asked 

fur volunteers to take part in a focus group of 10 people. In kt, Veüa (1994) suggests 

that whenever adult educators elicit students' feedback about a program, they shouki 

invite them to work in small groups because m this way they wiii find k i r  voice, and their 

feeling of safety will increase. 

1 also paid c8tefùl attention to the leanillig ewironment. Wkn the &us group 

met, it was in a room in which they were familiar and cornfortable. I provided lunch br 

the group, reviewed the objectives of the meeting, and t h  presented the topics of 

concem. On the subject of safety, Vela (1  994) fmds tbat the atmosphere of the room, the 

design of the leamhg task, and the nuterials are all very imporbnt. 1 feit that my 

preparations for the meeting had established a positive clirmte m wbécb the advisees fek 

cornfortable and safe in discussing their needs. Proof that students kl d e ,  at kast in my 

vkw, is thL: kvd of honest d i igue  thai takes piace iu tbe group. During this part ich 
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focus group, there was a great deal of honest dialogue between the focus group and me. 

Another positive hctor was thaî 1 assured the students of anonymity when 1 reported the 

focus group findings to the tàcuity members. 

When the advisees spoke of concems, 1 listened and wrote down their responses. 

1 tàcilitated the discussion, but 1 was not part of the dialogue that took place about the 

issues. 1 invited the students to speak, 1 listened, and 1 wrote down what they said. 

Simüarüy, VeUa (1 994) recomrnends the practice of '%hg for mforniatian, listening" 

(p. 72). In her view, this approach is important because it provides for nonjudgemental 

discussion As Veüa points out, "judgmg stops spontaneity" (p. 72). 1 have found that 

listening is a good way to avoid making judgements. Providing for nonjudgemental 

discussion is important because it builds a sound relaîionship between the person 

tàcilitating the session and the participants. It s e e d  logical to me that nonjudgement 

would encourage candid responses from the participants, in this case students involved in 

a focus group. 

Part of the needs assessrnent also included a summative evaluation of both the 

faculty advisors and advisees. 1 used a questionnaire for facuhy advisors. The purpose of 

the final questionnaire was to encourage kulty advisors to r e k t  on the kuhy advisor 

program and to evaluate how it had Unpacteci thern persoaally and professionally. 1 used 

open-ended questions to achieve this purpose. According to VeUa (1 994), "open 

questions that invite dialogue are a simple fonnat for building contidence, creating a 

relationship for leaming and devebpaig and btening" (p. 72). For example, 1 asked the 

Eicult). advisors "Did you camy out p u r  initial intentions as a k u l t y  advisor? iînot, why 



97 

notr' One advisor wrote, "Not entireiy-constraints of time and workload made it diflkicult 

for me to be as conscientious about regular contact with my advisees as 1 would have 

liked." Another advisor rematked, "Not that weii, in t h t  1 didn't meet regulariy with 

students as 1 had intended; however, students didn't respond to -en messages, didn't 

take any steps to meet with me, and 1 woukl Ne this to be at their initiative as well as 

mine." These responses demonstrate honest didogue about facuhy workload and provide 

input that needs to be considered in the tàll when we revise the program guidelines. As 

Velia points out, "an open question invites reflection*' (p. 73). A fàculty advisor's 

retlections about scheduüng meetings with advisees offered an interesting insight. She 

said, "1 oflen think they [advisees] may have a conceni, but feel it doesn't warrant a 

meeting. By scheduiing a meeting, it gives them the opportunity [to diiuss the conceni]." 

The final questionnaire provided the faculty advisors with a vehicle for leaniing, 

developing, Listening, and reflecting. In this way they couid evaiuate the program's impact 

on hem personally and professionally. 

For the advisees' sunimative evaluation, 1 conducted personal interviews. 1 did 

this for two reasons. First, 1 wanted to ensure an honest response fiom the advisees 

regatding the faculty advisor program. Second, 1 felt that an mtenriew would engage the 

students more fiiliy in the evaluation process than filling out questionnaires. Dkon (1990) 

cautions that the return rate for questionnaires is 0 t h  poor, and the unfortunate 

consqueme of lirnited responses is a limited representation of ideas. Veüa (1994) claims 

that when students feel themseives r~spected and miportant decision maicers or subjects of 

k i r  own lwnhg, it un kad io 't.haty:cs in thc: effat uî trading: Fwer dropouts" 
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(p. 14). As increaiag tbe graduate numbers was a major objective of the fhhy  advisor 

program, 1 felt that the interview process would yield sorne good information on best 

practices. 

Value of Mentoring as a Tool for Stodent Success 

In this section, 1 discuss rny M i s  m tight of the iiterature about the d u e  of 

mentoring on the e t i v e  domain. I elaborate on issues of motivation and seklirection. 

As well, 1 discuss the application of mentoring in a formai bul ty  advisor program and the 

skiils requited to assume a mentoring role. 

Mentorinp and the Affective Domii i  

Mentoring is a service that should be part of an upgrading program for duits 

because it helps meet the emot ional needs of students. Addressing the affitive domain 

helps students to build selksteem and self-concept. When this happens, the students gain 

confidence to become self-directed learners. Mentoring mvolves dialogue between the 

Fdculty advisor and advisee. Through this dialogue, the advisee has a voice in deîennining 

hislher needs, and the fhculty advisor acts as a guide in helping the dvisee to d e h  those 

needs. One advisee said, 'Tacuity advisors help put things into perspective." Anothet 

said, 'Tt's a good helping tool. If 1 needed inf'omtion [that] I coufân't get, she'd give it 

to me or W it out for me." 

Brookfield (1992), and McCabe and Day (1998) klieve that students need support 

in their leaming environment that mets th& emotional needs. One way h t  mentoring 

responds to d e n t s '  m o t i o d  mds is through comnnaricrition. Thg sdvisew B this 
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study support this tiieory. They clami ihat ha* a kuity advisor to talk to and to listen 

to their concems was important in the development of theù setf-collcept. One advisee 

said, "it seems nobody wants tu talk to you (et ahne meet with you; h l t y  advisors do. 

It rnakes you f e l  important." Another sîated, [I'm] "more sekoniident-ho wing that I 

have sorneone I cm talk to. If I have problerns, 1 can get t h  out in the open a d  feel 

better about myseif." Bloom (1995) and Daloz (1991) concur that listening is a pnniary 

method for providing support to mentees. Bloom explains that king heard, espt!ciaiiy fbr 

women, acknowledges the flict that the female student has something valuable to say. 

This type of a h t i o n  and acknowledgement is important m building personal self- 

esteem. 

Velia (1994) points out t b t  communication builds healthy relatbnships which are 

paramount to student success. She beliews that a sound relationship involves "respect, 

safety, open communication, listening, and humiüty" (p. 8). These attnites are q d  

in any learning environment, and mentorhg is one way that these attributes can be 

provided. AdMsees indicated that saféty was Miportant. In theii féedback, they indicated 

that having a fliculty advisor d e  them f e l  comfortable and confident. One advisee said 

that he félt "more comfortable knowing I have sumeone 1 can go to if 1 have any 

diaculty." Another said, "It makes me feel more cornforîable at school. It's like having a 

tkiend." Several advisees mdîcated that having a k u h y  advisor improved thek 

confidence. Advisees oflen referred to theu fiiculty advisor's ability to listen. 

Mentorhg is irriportant in an upgracüng program for adults because the students 

are in a period of transition. Schülz (1995) klieves tb;u a mentor mists the contiauhg 
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development of aduhs as tbey go through dflkrent p h  in their leaniing jouniey. When 

asked why WC should continue the hcuity advisor program, one aàvisee said, Tt's a 

transitional tooh" Another advisee indicated that a faculty advisor "Mdces the transition 

[to school] not so scary." Facdty advisors positiveiy impact the emotional development 

of students by helpùig them to bandle lifé's tasks and changes. 

Faculty advisors also help to alleviate student's fears and fiusmition especially 

when the dents  are new to a leammg environment. Schulz (1995) emphasks the k t  

that heiping students with information on resources and services and helping them to 

understand how the systern works "positively affects the student's abüity to a d .  to the 

coiiege environment" (p. 61). Most advisees in this study noted the value of having . 
someone to help them figure t h g s  out. For example, one said, "It's a good helpmg tooI. 

If 1 needed information 1 couldn't get, she wodd give it to me or fhd it out for me." 

Another added, "Relieves a lot of hüa t ion"  Bloom (1995) and Daioz ( 1  991) &are the 

view that mentors interpret the environment and are able to explain the educational 

system. One advisee noted, 'rnere's a lot of not knowing whete to M." Two o h  

said, 'More helpful than trying to tigure everythhg out for yourself," and "Faculty advisor 

[was] a good resource." 

Many of the advisees in the study indicated that they valwd the encouragement 

th& f&ty advisors provided. û r ~  said, "It's had a positive effect in that 1 had some 

place to go ifupset or if1 had inability to accomplish something. It gave me 

encouragement." Another said, "Subtk encouragement [was] there, and [my hcuhy 

advisor 'HU] mtefe~ted sa& 'you'd be r d y  good in W." A third conmientcd that Iiis 
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kulty advisor ''pmmoted encouragement to go on m English and get over hurdles in the 

course." Cohen (1995) sees the mentor's role as a way to "encourage mentees to develop 

talents and pursue dreams" (p. 121). English (1998) also believes th& a mentor's role is 

to encourage. She explains that "the mentor is pleased with the mentees successes. . .ad 

wants the rnentee to tùlly realize his or her potentialw (p. 9). Seventy-two percent of the 

advisees indicated that their faculty advisors had encouraged them dwing the process of 

personal change and as they made the transition to the c o k e  environment. 

Many advisors viewed th& mentors as a motivator. One advisee noted, "Any time 

you're meeting someone, it's an extra motivator for you to be doing weil." Another 

stated, "The more people who have some expectation for your success--ifs a motivating 

factor; if it's just you, you cm slide a bit." A third added, "1 t W  it heips people if they 

get diourageci or want to give up." Another confessed, '7 wouldn't be where 1 am if1 

didn't get pushed somewhat." English (1998) quotes Martm Buber to illustrate this 

motivational component of mentoring. Buber explains the mentoring process as "the 

stretching to be more because sorneone believes m your potentiai" (p. 7). 

Self-esteem is also an important component of student success. The advisees in 

the study reported that having a tàçuhy advisor contri'buied to their self-esteem. They 

used the following phrases to indicate the importance of mentor@ with respect to self- 

esteem: "[more] confident and determîned," "heips with self-esteem" and "more seif- 

confident." Self-esteem, as Brundage and MacKeracher (1980) claim, is a central factor in 

leaming. Without seIf-esteem, aduhs are ofien threatened by the leamhg enviromnt and 

usuaiiy try to avoid it. They are aiso kss responsive to ieamiag. 
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Considentions for Ficulty Advising/Mentoriag 

This section addresses points relevant to setting up a faculty advisor/mentoring 

program. 1 discuss the importance of educating and compensating advisors, tbe 

significance of making compatible matches between advisors and advisees, and the value 

of estabiishing a fornial mentoring program 

Twis for Mentoring 

Bloom (1995) and Cohen (1995) and English (1998) believe that one of the most 

important considerations for a successiùl mentormg program is educating mentors m 

mentoring skills and tiuictions either through professional development or tfnough a self- 

assessrnent process. Cohen points out that rnany aduh educators believe that they aiready 

possess mentoring skills because of k i r  experience as educators. To avoid this potential 

problem, 1 initially supplied the taculty advisors with Cohen's rnentoring scale as a twl for 

self-assessrnent and as a way to educate theniseives about mentor nile cornpetencies. The 

facuhy advisors' perceptions about theu ability to mentor students proved to be consistent 

with Cohen's contention. On the 6nal questionnaire, when 1 askeâ, "Was there a specific 

area in wiiich you felt uncomfortable or unknowledgeable and in which you would like to 

have some professional development m order to support your rote as f h l t y  advisor?", 

80% responded negatively to this question. It is interesthg to note that one of the 

respondents who had responded negatively to this question alsU noted on the 

questionnaire that "counselling in any area that would beneh the advisorfadvisee 

relationship." in other words, this advisor, contrary to her negative conmient about the 
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need for professional development, admitted that professional development m the area of 

counselling would be helpflll. 

Mitchinn F icub  Advisor and A d v k  

Another important consideration when implementing a mentoring program is 

rnatching the advisors and advisees in order for healthy, wund relationships to develop 

between the rnentoring pair. As a 6rst step, Kerr, Schulze, and Woodward (1995) 

r e c o d  the development of a protile tbat ciut be used with the advison and advisees. 

They explain the various criteria that can be used to make compatible matches. 1 used 

criteria based on hobbies and mterests, weer goais, and gender preference because this 

information was easy to complete, and it provided a fâirly simple fom for matching. 1 . 
rnatched advisors and advisees based on compatible proîïles. However, matching pmved 

to be an area of great concern for the advisees. Even though 81% of the advisees felt tbat 

the match between them and their kuky advisor was a good match, they made 

suggestions for improving the rnaiching process. Seventy-six percent of the advisees who 

were intervieweci mdicated that they would like to make theh own matches. The advisees 

also offered a list of questions that would provide a more comprehensive profile of a 

fàculty advisor so that better matches could be d e .  These included questions regarding 

age group, subjects taught, type of pefsonaüty, ideas regarding tiui, and likes and dislikes. 

Kerr et al. (1995) maintain that even with carefd planning, some matches my not 

work out and that there should be a merve pool of aiternate mentors. At the beghbg of 

the matching process, 1 i n fond  both the facuity advisor and ad* groups that there 

wouid be a no-huit termination of the match iftbe two parties were incompatibie. 



1 04 

Although 1 felt that 1 had planned for this occrnrence, the policy of no-huit termination 

must not have been very clear because even during the finai in te~ew,  at least 3 advisees 

commented that 1 shoiikl make it clearer that if a match is not working, it can be 

terminated at any tirne. The mmbers of the hcus group that met for the rnid-point 

evaluation indicated that better matches would avoià the necessity of tenainating matches. 

During the 6nai interview the advisees suggested questions that could be asked of the 

advisees and faculty advisors that they felt wouM ensure better matches. One suggested 

asking, "What kind of person would you üke?" Another suggested asking, "What 

characteristics make a good taculty advisor?' Ferguson et al. (1999) support the idea that 

one set of criteria will not necessarily work for everyone. They recommend that "the 

cnteria for selection of mentors and protégé will vary depending on who is mentoring 

whom and for what reason" (p. 3 1 ). 

Compensating the F ~ c u ~  A d v w n  

M e n  1 was organizing the faculty advisor program, the hculty advisor group 

agreed that one hour of release tirne per week would help to compensate for the tirne they 

spent with their advisees. We began the study with the understandimg that this 

arrangement would be possible. Unfortunateîy, the Dean of Access and Skills, who was 

responsible for the upgrading program for adults, m f o d  me that this arrangement was 

not possible. If the study was to proceed, the taculty wodd have to do al1 buity advisiag 

outside of class tirne. In this way, the role of faculty advisor became an add-on to out 

workload. Because we were not compensated, the role of hulty advisor becarne invisible 

work. English ji998j caüs attention to this probiem and points out the impomxe of 



105 

recognizing the tirne, remutces, and professional expertise that mentors offer to an 

organization. She suggests that compensation can include ''rerelease time, public 

announcements, opportunities to share mentoring experience, recognition of knowledge 

and skills, professional recognition, nt& celebration of mentoring contributions, and 

professional development" (p. xv). As coordinator of the program, 1 sent thank you 

letters to al1 the faculty advisors; 1 provided meetings where faculty advisors could share 

their mentoring practices, and 1 recognized k i r  knowledge and skills during infonnal 

conversations about their rnento~g experiences. In this way, 1 felt that 1 acknowleâged 

their hard work. One faculty advisor offéred his personal views about the efflts of the 

Dean of Access and Skiil's decision not to recognize the fâculty advishg role. When 1 

asked on the 6nai evaluation, "Did you carry out your initial intentions as a tàculty 

advisor? If not, why not?", he responded, 'Wot eatirely, constraints of tirne and workload 

made it ditticult for me to be as conscientbus about regular contact with my aâvisees as 1 

would have liked." 

Fonnal Venus Infonnal Mentoring 

The facuhy advisor program that was estabüshed for the upgmdiig program for 

adults at the coilege was a formalized mentoring relationslip. Although some faculty and 

students ofien form successful mentoring telatiomhips i n f o d y  üke Engiish (1998) 

suggests, my goal was that each student in the adult upgrading program would have the 

opportunity for a mentoring relationship. In ordm to achieve this goal, 1 needed to 

establish a formai mentor@ program Daloz (1991) believes that although the role of 

mentor is mherent to the mie of the duit educator, ncverihi:1es the rok could eiist as 
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pan of a formalized prograrn tailoreci to mentoring adult students. In a formalized 

program, faculty advisors can be encouraged to use tools like Cohen's (1995) mentoring 

scak to l e m  mentor role competencies. A formalid program also offers more 

continuity than infonnal mentoring can provide. A f o d y  organized fiicuity advisor 

program allows students the choice instead of the chance to have a faculty advisorlmentor. 

It a i s  ensures that each advisor will receive professional help so that he or she can 

becorne knowledgeabk in the various aspects of mentoring competencies that are 

necesSacy for e s t a b h g  good mentoring relationships. 

Impact on Facalty Advison 

My coUeagues indicated that they leamed fiom their experience as faculty advisors. 

One commented that 'Vnderstanding goals and personal situations does make a difference 

in what 1 insist upon in class." Another felt that it was a "reminder of the need to 

understand and treat the student as an individual. II] need to consider al facets of a person 

in order to contribute to their needs as a whole person." A t k d  learned "that many 

students feel helpless or hopeless and need someone to champion than." Kerr et al. 

(1 995) agree that mentoring programs have a positive impact on mentors. Additionaüy, 

they believe that it fosters cohesiveness within organizations. This belief was consistent 

with a comment made by one of the faculty advisors when asked why the faculty advisor 

program should be continueci. She said, '4 see a comrnunity atrnosphere continuing to 

grow within our school. 1 believe this program has d i t l y  contributed to this." 

Another impact on faculty advisors was their belief that the faculty advisor 

prograrn d e  a dif5erence in student retention. One advisor staid, Y had some advkcs 
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consider dtopping a course or quitting until they talked to me. Together, we worked on a 

strategy to help them stay in school and be successfiil." A second said, "1 had one student 

in particular who graduated into the college [postseçondary] program. 1 beüeve the 

support she received played an important role in her advancement." These statements are 

congruent with English's (1998) belief that mentors benet3 h m  mentoring by 'Willing 

their own developmental need of generativityY* (p. 22). The kul ty  advisors' belief that 

the hculty advisor program had an impact on student retention is supported by Slick and 

Pabner (1 993) who found that students who are effectively mentoreci are l es  ükely to 

drop out of school. 

Coaclusions 

In this section. 1 draw four conclusions from the preceding discussion of the 

process 1 used in designing and irnplementing this study. The conclusions summarize the 

major findings of this study relating to the benefits of mentoring as a way to satisS, the 

a8Fective needs of adult upgrading students and the factors that adult educators need to 

consider when they mentor adult upgrading students. 

1. The faculty in this study increased their knowledge and understandmg 

of the students in the upgrading program for adults and the rok that mentoring could play 

in helping these students meet those needs, particularly in relation to needs associatecl with 

the affective domain. They believed that this support was instnrmemal in the students' 

decision to stay in school and successfùliy complete the upgradig pmgram for adults. 
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2. A fonnal nientoring program, such as the one offered via the faculty 

advisor program, is an effective way to ensure that ail students in an upgrading prograrn 

for aduhs have the opportunity to partake m a mentoring experience. Mentoring is an 

effective method for involving students in the learning process and in buildimg their self- 

concept and sef-esteem These attributes of the mentoring process pmmote self- 

direction, 

3. Engagmg the stuàents mvolved m the study in the planning and omgoing 

evaluation of the kul ty  advisor program was important because this approach respected 

their feelings, hwledge, and ideas about the leaming environment. It estabüshed a 

proactive versus a reactive approach to addressing the program's declining graduation 

rates. 

4. The addition of a ku l ty  advisor prograrn as a support to the upgrading 

program for adults positively affected the learthg environment. The students had 

someone they could taik to about their concerns and problems. In addition, the façulty 

advisor program acted as a fom of on-going needs assessrnent for the students. It created 

a more personal. cornmunity atmosphere within the school by invoIving the students and 

tàculty more d i i t i y  in the learning environment. 

Recommendations 

In this section, I d e  several recommendations for developing and implernenting 

a faculty advisor program based on a mentoring mode1 in a coiiege environnent that offers 

upgrading progranrr for duits. 
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1. Students who parîicipated in this study are typical of many aduh upgrading 

students in that they are ofien socially and economically disadvantaged. Therefore, 1 

recommend that coiiege administrators of upgrading programs for aduhs in Ontario 

encourage their facuhy to develop a formai mentoring program as a support for their 

students. I also recommend that the program be developed based upon the resuhs of a 

needs assessment of both the faculty and students participants. 

2.1 recommend that upgrading prograins for aduhs reexarnine their learmng 

environments and assess ifthey are offering the support that is necessary to meet the 

students' affective needs. To this end, 1 encourage coiieges that offer upgradii programs 

for adults to implement a faculty advisor program based on a mentoring mode1 as a way to 

help students nieet their affective needs, and in so doing, help the students to build their 

self-concept and self-esteem that is necessary for seüldiition and success m tbeir 

educational endeavours. 

3. Based on the fmdings of this thesis, 1 recommend that adult educators who 

engage in rnentoring students engage in professional developrnent as a way to leani about 

a d o r  improve upon their rnentoring practices. In order to be successhl in this d e ,  they 

need skillç in contlict tesolution, problem solving, understanding diierences, and goal 

setting as well as other skills mentioned in this thesis. In addition to workshops and group 

discussion, I recommemi self-assessrnent tools like Cohen's (1995) P- 

Mentorine Scale: Postsecondarv Education as a good way to engage in the professional 

development process. 



110 

4.1 recommend that facuhy who take on the forma1 role of mentor in a 

fàculty advising program be compensated for theiu tirne. In this way, administration 

acknowledges the kulty advisor's efforts and the impact that the program has on student 

retention. Time compensation should be agreed upon prior to the establishment of a 

formai mentoring program. 

5. Finally, 1 recommend that fiuther s&udy be carried out to pursue ways of 

working with students w b  are sociatly d o r  economically disadvantaged m order to 

help them overcome the negative feelings that act as barriers to their educational success. 
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