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CHAPTER |

INTRODUCTION TO THE STUDY

Beginning their contemporary life as a character in Hon@dgsseymentors
have served to guide the development and advancement of others within the cultural
contexts in which they function. Since the inception of American higher education,
faculty members have served as mentors to their students, guiding their personal,
professional, and academic progress (Rudolph, 1968). During the past 30 yearsiinterest
the dynamics of mentoring gained momentum as scholars explored the conceypt, theor
practice, and implications of mentoring processes (Campbell & Campbell, B&3i&tt,
2007; Kram, 1985; Levinson, Darrow, Levinson, Kelin, & McKee, 1978). Researchers
have investigated the phenomenon of mentoring relative to business sectors (Kram, 1980,
1983, 1985; Kram & Raggins, 2007), educational sectors (Bess, 2000; Campbell &
Campbell, 1997; Galbraith, 2001; Jacobi, 1999), and psychosocial aspects of personal
development (Duck, 1994; Hezlett, 2005; Levinson, Darrow, Levinson, Kelin, & McKee,
1978) within North American society including employer-employee, teathéesst, and
peer-peer relations. Respected for its transformational impact aritgrapplication,
researchers know mentoring works, yet they grapple with why, when, and hovikst wor
(Raggins & Kram, 2007). It is to this body of knowledge that the associatedctesear

study contributes.



Serving over 11 million students, community colleges are a gateway to post-
secondary education (American Association of Community Colleges, 2008; Roman,
2007). Nationally, the community college systems serve students with Isistpace
and graduation rates (Pascarella & Terenzin, 2005), including the majoritynaf et
minority, low-income, first-generation, part-time, non-traditional, and anadly
under-prepared students seeking post-secondary education (American Assotiat
Community Colleges, 2008; Roman 2007; Townsend, Donaldson, & Wilson, 2005),
Structured faculty-student mentoring programs are one strategy thaucdamyoolleges
implement to increase persistence and graduation rates among their siedsesschers
purport that faculty-student mentoring programs are associated with stejlerts rof
validation (Pope, 2002; Rendon, 1994), increased engagement (Tinto 2006, 2004), and
academic persistence through graduation (Pascarella & Terenzini, 2005).

The abovementioned outcomes of increased student validation, engagement, and
persistence are desired among community colleges and are most liledyltovhen
institutions attend to faculty members’ perceptions regarding what thdytmésilitate
productive student mentoring relationships (Galbraith, 2001; Galbraith & James, 2004,
Scandura, 1998; Simon & Eby, 2003; Spencer, 2007). Recognizing that community
college students are least likely among all post-secondary education stagersst
through graduation (American Association of Community Colleges, 2008; Pas&rell
Terenzini, 2005), one way that community colleges have responded is to implement
faculty-student mentoring as a retention strategy. This reseadbhfsetused on
community college faculty members’ perceptions regarding their megtexiperiences

with students and the tactics they perceive to be associated with the development



productive student mentoring processes. For the purpose of this study, productive
mentoring processes include actions in which community college faculty member
intentionally engage with community college students in manners intended to develop
continued relationships which may result in the desired outcomes of increased student
validation, engagement, and persistence through graduation rates. Additionabdsfinit
of terms related to the purpose of this study are provided below.

Definition of Terms
The following terms are defined relative to their purpose and meaning forstimadsd
study.

e Community College Faculty: individuals who teach at least one course at a two
year degree granting institution. Within the confines of this study individuals who
teach at least one course as an adjunct instructor, who function in an
administrative or support staff capacity yet also teaches a courgecarhmunity
college, or full-time instructors are considered community collegetfacul
members.

e Engagement: sometimes referenced as involvement, engagement refers to a
student’s interactions with their campus community (Tinto, 2006). Interactions in
the classroom as well as co-curricular and extracurricular enviroanhettfoster
connections between the student and the college culture matter in the persistence
rates of students (Tinto, 2006, Upcraft, gardner, & Barefood, 2005).

e Formal Mentoring: formal mentoring is coordinated by a third party within the

institution and initiated within a defined structure. The third party assigns the



mentee to a mentor based upon predetermined characteristics or intdmesks (E
Hansford, & Tennent, 2004).

Mentee: specifically for this study mentees are the community collederst

with whom a community college instructor intentionally interacts in order to
contribute to the student’s collegiate experience.

Mentor: specifically for this study mentors are community collegelfya

members who intentionally interact with community college students in order to
contribute to the student’s collegiate experience and success. Traditionally, a
mentor is defined as a wiser, older, more established professional contributing t
the psychosocial development and status advancement of a younger, less mature
and less experienced individual (Kram, 1983).

Mentoring: definitions for mentoring vary (Jacobi, 1981; Roberts, 1994);
however, for the purpose of this study mentoring is an interaction through which a
community college faculty member serving as a mentor intentionallyilootes

to the collegiate experience of a community college student mentee. Fatber
aspects of the traditional definition including the component of interpersonal
interactions (Kram, 1983) which are subject to the dynamic nature of positive and
negative experiences (Duck, 1994; Eby, 2000) and are relevant to this study.
Mertz (2004) expresses that mentoring is comprised of two primary components,
intent and involvement.

Mentoring Episodes: any single interaction between a mentor and mentee
(Raggins & Kram, 2007). Including but not limited to an email correspondence

and office visit, as well as verbal interactions relating to curricularuoocalar,



or extra-curricular activities, mentoring episodes include any briehgthg
interaction between student and faculty member.

e Persistence: a measure indicative of an individual student’s continued enrollment
from one semester, or term, to the next (Hagedorn, 2006).

e Retention: the rate at which institutions retain students from one academio ye
the next (Hagedorn, 2006).

e Validation: resulting from a process through which students receive feediiadck t
they perceive to authenticate their abilities and contributions within thiemoa
arena, validation is critical to the persistence of community collegests
(Rendon, 1994 & 2002). Relative to the literature review and purposes of this
study validation represents student interactions that are initiptedulty or others

in the campus community - specifically interactions that fostecahemunity college
students’ feelings of self-worth and a belief in their ability to sedée the community
college environment (Barnett, 2007; Rendon, 1994 & 2002)

Problem Statement

Community colleges have low retention and graduation rates with a mere 36
percent of students earning a certificate, degree, or transfer to comipéetieedor’s
degree within six years of initial enrollment (Bailey, Alfonso, Catmgaglenkins, Kienzl,
& Leinbach, 2004). One strategy that community colleges have employed tsecrea
retention and graduation rates is formal student-faculty mentoring pro¢Gatisaith,
& James, 2004; Pope, 2002; Rendon, 2002). Empirical research conducted during the
past four decades reports that formal faculty-student mentoring procesgésster
increased student engagement, validation, and enhanced perceptions of mattenng whic

may lead to increased persistence and graduation rates (Endo & Harpel, 1982; Nora



Crisp, 2007; Pascarella & Terenzini, 1979, 2005; Rayle & Chung, 2007; Santos &
Reigadas, 2005; Stevenson, Buchanan, & Sharpe, 2006; Stromei, 2000; Thomas, 2000).
Furthermore, reports consistently indicate the positive associations aonorad faculty-
student mentoring programs and minority populations (Pope, 2002; Rendon, 1994; Santos
& Reigadas, 2005;& Stromei, 2000), as well as first-generation (Ramon, 2007) and
academically under-prepared students (Cambell & Cambell, 1997; Endo & H&®2;
Hafeez & Mardel, 2007).

While mentoring has been touted as an effective means to increase retention and
graduation rates, data resulting from various studies investigation mentoriogiesatc
are equivocal regarding the association between mentoring programs ae rieéits
(Eby & Allen, 2000; Eby, McManus, Simon, & Russe, 2000; Endo & Harpel, 1982;
Long, 1997; Nora & Crisp, 2007; Pascarella & Terenzini, 1979, 2005; Raggins & Kram,
2007; Rayle & Chung, 2007; Santos & Reigadas, 2005; Scandura, 1998; Simon & Eby,
2003; Spencer, 2007; Stevenson, Buchanan, & Sharpe, 2006; Stromei, 2000; Thomas,
2000). Recently researchers have expressed that formal mentoring has ded@rérsi,
1997). Potentially leading to undesirable outcomes such as reduced motivation and
engagement (Scandura, 1997; Spencer, 2007), negative formal student mentoring
experiences results may decrease the community college studentstepessthrough
graduation.

Conflicts within data related to formal mentoring outcomes may be better
understood by investigating the mentors’ perspectives. Specifically,dactpacting the
outcomes associated with formal faculty-student mentoring processesratiaity

colleges may include tactics faculty employ to develop productive student mgntori



interactions (Galbraith, 2001), tactics faculty employ to overcome negatident
mentoring interactions (Scandura 1998; Spencer 2007), and various aspects of campus
culture (Fletcher & Raggins, 2007). Gathering community college facultpqugiges
via open-ended semi-structured in-depth interviews regarding theippenseand
experiences related to formal faculty-student mentoring provided insight into the
conflicting results reported regarding outcomes associated with forméabmnmeg
processes.
Community College Focus

This research focused specifically on community college faculty as eppos
faculty at four-year institutions because community colleges enroll théegte
percentages of minority student populations, first-generation, and acadg ket -
prepared students attending American higher education institutions (American
Association of Community Colleges, 2009), as well as other student populations less
likely to attend and succeed academically in higher education settinggsy(Bdfonso,
Calcagno, Jenkins, Kienzl, & Leinbach, 2004; Roman, 2007). Because, as expressed
above, formal faculty-student mentoring programs are associated witasecdr retention
among minority, first-generation, and academically under-prepared studeats i
suggested that faculty-student mentoring programs at community caleyesto
promote retention among community college student populations. Furthermore, this
research answered a call for additional research that focuses on issuesomithninty
college settings (e.g. Bailey, Alfonso, Calcagno, Jenkins, Kienzl, & Ldmi2804;

Pascarella & Terenzini, 2005; Pope, 2002; Roman, 2007).



Because the majority of community college students commute to theirsglasse
work at least half-time, and have extensive family responsibilities (FHsc&
Terenzini, 2005), interactions with faculty may serve as the primary elehent
engagement for community college students. Faculty-student mentoringrpsofpster
increased persistence and graduation rates in part because, “... the moaeuigeyive
to their students...the more likely are students to complete their educations; (Tint
1982, p. 687). Therefore, considering the nature of the American community college as a
technical and associate degree granting institution, a place whety treuéxpected to
carry heavy teaching loads, formal faculty- student mentoring prognavisi@
opportunity for faculty-student engagement between constituencies tiairdemed
with little time (Galbraith, 2004).

Additionally, it is critical to note that research regarding retention theady
mentoring in higher education is void of faculty perspectives (Ruddock, Hanson, &
Moss, 2000; Tinto, 2006). Specifically, there is a paucity of data regarding corpmunit
college faculty perspectives of student mentoring processes; therefeieperative to
better understand community college faculty perspectives regarding stueieiotring,
especially because mentoring programs are being implemented to maigate |
persistence and graduation rates.

If community colleges want to enhance student persistence and graduation rates
through formal faculty-student mentoring programs then it is necessarigdo be
understand the faculty members’ perspectives regarding their formal stustgoting
experiences. Specifically, investigating the faculty’s perspeuntigarding their ability to

successfully navigate the dynamic relationship processes of mentorirtgirt@r



cultivate productive mentoring and desired outcomes will be beneficial. Moreatesea
needed to understand the experiences and perspectives of community college faculty
members who serve as formal student mentors. It is essential to explaventharaty
college faculty members’ perspective regarding the knowledge and Bétlihey
perceive necessary to engage in productive mentoring processes (G&lllames,
2004), as well as their ability overcome mentoring processes that may evolve int
negative experiences, or result in negative outcomes. Therefore, once faaulers
who serve as mentors to community college students express the skills and knowledge
they employ when engaging in productive mentoring processes, it is dotsladre these
perceptions with other mentors (Bess, 2000; Zachary, 2002) in order to support the
development of meaningful and productive formal faculty-student mentoring programs.
Positive and Negative Mentoring

While volumes of literature tout the benefits of mentoring (Endo & Harpel, 1982;
Nora & Crisp, 2007; Pascarella & Terenzini, 1979, 2005; Raggins & Kram, 2007; Rayle
& Chung, 2007; Santos & Reigadas, 2005; Stevenson, Buchanan, & Sharpe, 2006;
Stromei, 2000; Thomas, 2000), there is a growing body of research investigatintkthe da
side of mentoring (Eby & Allen, 2000; Eby, McManus, Simon, & Russe, 2000; Long,
1997; Scandura, 1998; Simon & Eby, 2003; and Spencer, 2007). By definition mentoring
is an interpersonal relationship (Kram, 1983); thus, it is subject to the dynami ofatur
positive and negative experiences (Duck, 1994; Eby, 2000). Even though not one
comprehensive and consistent definition of mentoring exists within the business or
academic literature (Campbell & Campbell, 1997; Galbraith, 2001; Jacobi, 1991,

Roberts, 2000), there is a general consensus with Kram’s groundbreaking work tha



mentoring involves human relationships that support the advancement and psychosocial
development of the diversities of peoples via an array of processes. Duck (1994) and
Scandura (1998) express that within human relations the opportunities for negative
outcomes are just as great as positive outcomes.

A growing body of literature warns of the potential pitfalls associated with
mentoring programs (Eby & Allen, 2000; Eby, McManus, Simon, & Russe, 2000; Long,
1997; Scandura, 1998; Simon & Eby, 2003; and Spencer, 2007). Researchers have
attributed such pitfalls to a variety of factors. First, Spencer (2007) and8ea1998)
suggest that not all faculty members are trained or supported in mannersythat the
perceive as necessary to foster positive mentoring relationships with stusiecdnd,
untrained or ill intended faculty members assigned to serve as mentors to stuaents
derail the students’ successes. Third, submissive students may not takearmtiatay
become dependent upon the faculty mentor (Scandura, 1997). Considering the complex
psychosocial characteristics of the community college student includstwgdineration
college student status, academic under-preparedness, or students strugglingptoeover
academic suspension from other colleges, negative mentoring experiencasntnidyte
to devastation resulting in student attrition - the antithesis of the desitdty{fsitident
mentoring outcomes.

Considered collectively, the aforementioned research indicates that mgntori
relationships may result in both positive as well as negative outcomes. Qmelfatt
may impact the mixed outcomes associated with faculty-student mentoringge®ce
includes tactics faculty members employ during the student mentoring proces

(Galbraith, 2001; Scandura 1998; Spencer 2007) - tactics associated with the
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development of productive mentoring interactions as well as tactics emptoyed t
overcome negative mentoring interactions. Faculty may employ a vafittgtics that
they associate with student mentoring processes intended to result ngtrusti
relationships, promote productive episodic interactions, or to overcome negative
mentoring experiences.

Purpose of the Study

The purpose of this study was nested in basic research as described by Patton
(2002). Expressly, the purpose of this research was to contribute to the fundamental
knowledge of formal faculty-student mentoring at community colleges. lgagisty the
community college faculty members’ perspectives regarding thearences mentoring
community college students also contributes to applied research efforts designed t
provide insight to a specific cultural issue (Patton, 2002); in this case thechesear
highlights the critical issue of community college student retention.

Specifically, this research explored community college faculty meshbe
perceptions of tactics they perceive to foster productive mentoring pracestl as
tactics that mitigate negative mentoring experiences. Included imtjusy were the
community college faculty members’ perspectives regarding wtiatgandividuals and
institutions may employ to support their engagement in the community collegnst
mentoring processes.

Research Questions
1. What mentoring processes are in place at this community college?
la. What tactics do community college faculty members employ to engage i

productive mentoring processes?
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1b. What tactics do community college faculty members employ to mitigate
negative mentoring experiences?
1c. What factors within the community college culture support faculty
members’ attempts to foster student mentoring processes?
2. What are community college faculty members’ perspectives regardimg thei
mentoring experiences with students?
3. What is the efficacy of the Stone Center Relational Cultural Theory as a
framework for looking at community college mentoring processes?
Theoretical Perspective
The Stone Center Relational Cultural Theory (RCT) was the theoretical
perspective that guided the development of this study’s design, datadicn|laad
analysis processes. The RCT emphasizes the roles that interpersonaiaosniaed
social contexts play in human development and growth (Fletcher & Ragens, 2007).
Epistemologically nested in social constructionism, which embraces tlo@ miwdit
within a culture people create their own reality (Crotty, 2003; Geertz, 1973), RET w
the chosen theory because of its relevance to the purpose of this study. RCT provided a
framework to collect, analyze, interpret, and report the data collectecheithtént to
contribute to the knowledge regarding the perceived reality that communégeol
faculty construct relative to developing productive student mentoring processes
Encompassing a holistic approach that incorporates social aspects of aodtext
environment RCT provided a theoretical grounding upon which to develop a narrative
portrait of the research site and it relevance to the associated resedirgysf Three

discrete principles of RCT grounded this study of formal community colsemysty-
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student mentoring processes: (1) social contexts are integral to relattenattions, (2)
members of a mentoring dyad are mutually responsible for the skills, outcaimades
conditions of the relational processes, and (3) systemic powers influestoenal
interactions and the developmental progress of the relationships of parti¢klataser
& Ragins, 2007).

The first principle mentioned above illustrates the appropriateness of RCT as a
theoretical lens for this study due to the focus on the community college as a unique
context within the overall structure of higher educations. Furthermore, the RCplar
that suggested mutual responsibility within a mentoring dyad was thought toitiea cr
factor in identifying an efficacious theory relative to formal facsliydent mentoring
processes within the specific context of the community college. Finally, l@ecaus
community college environments differ from other institutions of higher education,
especially relative to the commuter based first-generation, acadlgrmitader-prepared,
and minority student populations, RCT was chosen as the theoretical perspecthise for
study because it incorporates the influence that systemic powers play tivehi
development of mentoring relational processes. Additional information elabogatthg
of the aforementioned grounding factors, as well as the guiding principles of RCT,
relative to their appropriateness for this study is provided in Chapter Two wifigation
on the Stone Center Relational Cultural Theory. Details regarding the raainaeRCT
guided this research study’s design, data collection, and analysis fouthisas

expressed in Chapter Three within the Theoretical Groundings section.
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Significance of the Study

Recognizing that community colleges enroll nearly half of the undergeadua
students in the American higher education system (American Associat@onohunity
Colleges, 2008) the success of these students is critical to community £allebne
academy. The implications of this study to practice, research, and tisetbigyaelate to
the critical issues of persistence and graduation are expressed below.

Practice

Results gathered regarding faculty perspectives about the skills, knowledge, a
actions required to develop productive mentoring relationships with students may
facilitate the development and implementation of practical and purposefuhgy for
future faculty who serve in mentoring roles. Findings from this study provide siogges
regarding tactics that faculty perceive to increase the efficaimyrofl faculty-student
mentoring programs in community colleges, ultimately increasing parsesand
graduation rates among community college students. Furthermore, datesmbg al
referenced to develop supportive environments within community college culture such
that productive formal faculty-student mentoring relations may flourish.

Research

As expected from basic research projects as expressed by Patton (20G8), resul
from this study contributed to the literature base relating to communiggediaculty-
student mentoring processes. While there is an abundance of research celating t
mentoring in the workplace (i.e. Eby & Allen, 2000; Eby, McManus, Simon, & Russell,
2000; Kram, 1980, 1983, 1985; Kram & Raggins, 2007; Levinson, Darrow, Levinson,

Kelin, & McKee, 1978; Scandura, 1998) and a growing number of inquiries related to
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mentoring in educational settings (i.e. Barnett, 2007; Bess, 2000; Campbell & €lampb
1997; Ehrich, Hansford, & Tennent, 2004; Galbraith 1994, 2002, 2004; Jacobi, 1999,
Pope, 2002; Zachary, 2004), there is a paucity of information related to the community
college setting, and even less regarding community college faculthengm
perspectives. Data from this study not only enhanced the general litei@atereetative
to faculty-student mentoring processes in community colleges, it also iddrrgas for
continued research relative to faculty members’ desires for relatkiiadevelopment,
perceived barriers of productive mentoring relationships, and the potentipldodie
mentoring interactions.
Theory
Applying the RCT to mentoring relationships within the educational culture of the
community college contributed to the theoretical literature base retatimentoring.
Specifically, episodic interactions were identified as an integrabpsoaf formal faculty-
student mentoring processes within the community college culture which protingted
advancement of RCT mentoring theory relative to community college environments
Methodology
Based upon the purpose and research questions described above, data for this
research were collected using qualitative research methods (Qte26@2; Patton,
2002). Purposive sampling procedures as described by Patton (2002) and semitructure
open ended interviews were utilized to gather community college faculty m&mbe
perspectives regarding their experiences mentoring students. Inewere audio-taped
and transcribed verbatim by the researcher. Community college faoeitypers who

have participated in formal faculty-student mentoring processes for a minfninee
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consecutive semesters served as the participants. Furthermore, tgatedbe social
and cultural contexts in which the mentoring interactions transpire, documeies te
the mentoring practices and policies of the community college at whichubistskes
place were analyzed. Field notes were also incorporated into analysgsgg®a order
to develop a narrative description of the context in which the study transpired.

One of the strengths of qualitative methodology is its flexibility in desaged
upon emergent data (Erlandson, Harris, Skipper, & Allen, 1993; Patton, 2002); therefore,
additional data sources were incorporated, including artifacts, institudlocaments,
community data, field notes, and observations. Open and thematic coding processes
(Emerson, Fretz & Shaw, 1995) were applied to all written data including interview
transcripts. Both deductive and inductive analysis procedures were employadinex
data collected. RCT served as a framework upon which the data was colfetted a
analyzed; however, in the spirit of naturalistic inquiry emergent and emieshem
received investigative attention during data collection and analysis processes.

Arrangement of the Study

Articulating the need for additional research to be conducted regarding
community college faculty perspectives regarding formal student megfmocesses,
Chapter Two delineates the connections among student engagement, mattering,
validation, and formal mentoring processes. Additionally, Chapter Two reviews the
literature and data that report benefits and pitfalls associated with mgntohapter two
concludes by expressing the appropriateness of employing RCT as a taétes to
investigate formal faculty-student mentoring processes within the conynwolieges

culture. Initially Chapter Three reiterates the purpose and researclogsi@sithis study
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and then provides information regarding data collection, analysis, and reporting
processes. Chapter Four provides a thick narrative portrait of Northeast Coypnmunit
College (NECC), aspects of NECC’s campus culture, and the study particigaagiseiC
Five reports the study findings and analysis procedures, and Chapter Sigalisties
implications of the noted findings relative to practice, theory development, ane futur

research.
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CHAPTER Il

REVIEW OF LITERATURE

Research purports that mentoring supports the progress of academic and personal
development among community college students (Pope, 2002; Rendon, 2004). However,
even though there is a growing body of literature purporting the benefits of mgntor
(Endo & Harpel, 1982; Nora & Crisp, 2007; Pascarella & Terenzini, 1979, 2005; Raggins
& Kram, 2007; Rayle & Chung, 2007; Santos & Reigadas, 2005; Stevenson, Buchanan,
& Sharpe, 2006; Stromei, 2000; Thomas, 2000) and another body of literature expressing
the downsides of mentoring (Duck, 1994; Eby & Allen, 2002; Eby et al, 2000; Kram,
1980, 1983, 1985; Levinson, Darrow, Lenson, Kelin, & McDee, 1978; and Scandura,
1998), few of these inquiries investigate mentoring within the Americamcity
college setting. Within the reports about mentoring processes in acadgra@albs
those that focus on the dark side (Johnson & Huwe, 2002; Simon & Eby, 2003; Spencer,
2007), undergraduate faculty-student mentoring processes, specificallycatrthminity
college, are not prevalent. Furthermore, there is a little data describuity fmembers’
perspectives of student mentoring processes (Ehrich, Hansfor, & Tennent, 2004),
especially among community college faculty (Rendon, 2002).

This literature review assumes the continuation of the definitions of conceptual

terms critical to the associated study that were provided in chapter |. Fionata
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concepts of mattering, engagement and validation which serve to connect mewitibring
student persistence will be discussed in order to ground the associated review of
literature, and to reiterate the need for research to explore faculty nseperspectives
regarding formal student mentoring processes. Next, the discussionsesies
ostensible benefits and potential pitfalls associated with mentoring and thegbotent
impact these may have on community college students, faculty, and institutions.
Recognizing that productive mentoring processes rely on interpersonaltiotesac
between both the mentor and the mentee, the importance of investigating the mentors’
perspectives is reiterated. Concluding with an overview of the Stone Centeoriztla
Cultural Theory (RCT), this literature review highlights the interconoedtetween
mentors’ self-perceived actions and the productivity of mentoring procésdsewise, it
provides evidence for the need of this study and its place in contributing to mentoring
theory, knowledge, and practice.

Mentoring and Persistence: The Engagement, Mattering, and Validation Gonnect

As previously expressed, persistence is a measure of continued enroliment

patterns from one semester to another, and it is a precursory component of indtitutiona
retention and graduation rates (Hagedorn, 2006). Four decades of researchiatigbstant
the positive correlations between institutional practices which encolragevelopment
of connection between students and the academy with student persistence through
graduation (Astin, 1975, 1984, 1993; Endo & Harpel, 1982; Kuh, 2001; Noble, Flynn,
Lee, & Hinton, 2008; Pascarella & Chapman, 1983; Pascarella & Terenzini, 2005;
Terenzini, Lorange, & Pascarella, 1981; Thomas, 2000; Tinto, 1975, 1993, 1998, 1999,

2006). Specifically, mentoring episodes involving interactions between faculty a
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students yield increased levels of student engagement, as well as enhaoheetd st
perceptions of mattering and validation (Laden, 1999; Rendon, 1994, 2002; Schlossberg,
1989). Rendon (2002) expressly depicts community college students’ perceptions
regarding the association between their interactions with facultgliasition measures
and their expressed intentions to persist through graduation. Similarly, assBehips
(1989) discusses, students who believe that they, or their successes, matter to another
person, report a greater sense of connection to their environment. Howevere data a
absent regarding the community college faculty members’ perspectyzedirey these
factors; investigating their experiences and reflections about festultient interactions
via formal mentoring processes provides researchers, practitionerseandttiith
additional insights into potential associates.

Astin’s (1984) theory of involvement and Tinto’s (1975, 2006) student retention
model conceptualize the associations among faculty-student interactetnserts
student academic success and persistence. Positive mentoring episodesaeawane
through which faculty members foster student engagement with their institutions
(Campbell & Campbell 1997; Ehrich, Hansford, & Tennent, 2004; Pascarella, 1980).
Students who perceive that they are supported, either by the interest ofittye fac
member or by the institutional service which the faculty members guides, gepaier
intentions to succeed, display greater levels of integration into the instttio
community, and higher rates of persistence as compared to their countehmads not
report perceptions of support (Tinto, 1975, 1998, 2006); therefore, positive mentoring
episodes have the potential to contribute to students’ perceptions of support. Inngstigati

the faculty members perspectives regarding the importance of mentosogepand
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tactics for developing productive interactions contributes to the litenstgezding
student engagement and success.

Studies overwhelmingly concur that increased student engagement is positively
related to retention and persistence (e.g. Astin, 1984; Berger & Braxton, 19%9&iBra
1999; Endo & Harpel, 1982; Hendel, 2007; Pascarella, 2006). Redon (1994, 2002) further
contends that student validation, the process through which students receive feedback tha
they perceive authenticates their academic abilities, plays akrdle in student
persistence. Productive mentoring episodes provide a forum in which faculty may
validate students’ academic abilities. Rendon’s theory of validation compéiment
Schlossberg’s (1989) theory of marginality, and together they contribute to thegremi
that students who perceive themselves as valued members of an educational gopmmuni
are more likely to engage in that community; thus validation and perceptionstefingat
which result from mentoring experiences (Barnett, 2007; Nora & Crisp, 2007; Rendon,
2002) enhance engagement patterns which are respected as key factors in student
persistence (Kodema, 2002; Rayle & Chung, 2007). However, as expressed by Bes
(2000) and Zachary (2002) most faculty members are not adequately trainedg® ienga
productive student mentoring processes. Therefore, gathering commuragedaitulty
members’ perspectives regarding the tactics and skills that theyyetoogage in
productive student mentoring, and sharing these with other faculty was agraety to
enhance the efficacy of productive faculty-student mentoring interactions.

Mentoring is Interactive
Traditionally mentoring has been defined as a relationship in which a wiset, olde

more established individual contributes to the psychosocial development and status
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advancement of the mentee (Kram, 1985). Kram’s (1980; 1983) seminal studies primarily

focused on the long-term career development components of the mentoring phenomenon.

Therefore, it is critical to recognize that much of the research destusthin this

literature review defines mentoring according to a traditional perspeétdditionally, it

is important to note that definitions of mentoring vary (Cambell & Campbell, 1997;

Jacobi, 1991; Roberts, 2000). However, for the purposes of this study mentoring will be

defined as an interaction through which a mentor intentionally contributes to the

collegiate experience of a mentee. Whereas productive mentoring ogpecs¢sses

through which a mentor contributes to the development and advancement of a mentee.

Specifically, mentors in this study will be community college instrua@asmentees

will refer to the community college students with whom the instructors iterac
Conventionally, mentoring has been viewed as a relationship that develops over

time (Ehrich, Hansford, & Tennent, 2004; Jacobi, 1991; Kram, 1983). Thus, much of the

literature within this review relates to relationships that have developedmee

However, this conceptual definition of mentoring is grounded primarily in research

associated with workplace and career development, as well as recent inquiries

education at baccalaureate or graduate degree granting institutions. Conuollege

settings differ greatly from corporate and senior academic ingtituand there is a need

to investigate mentoring processes within this specific culture. Comnuatigges

experience sporadic enroliment patterns with most students enrolling indedsilt-

time credit hours per semester (American Association of Community Csl20@8).

Furthermore, many community college student characteristics refatiaeily and work

responsibilities reduce the likelihood that students develop uninterrupted relations w
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faculty members. Therefore, this study will contribute to the scholastiatlire

regarding mentoring processes due to its focus on the community college envifonment
an environment where traditional long term relationships develop within often inestrupt
periods of time via episodic interactions.

Expanding upon the traditional concept that mentoring requires consistent
interactions over time, recently scholars suggested that mentoring gpospas a
continuum (Mertz, 2004). Scholars express that productive mentoring processes include
informal mentoring relationships that develop organically over an extended period of
time, as well as formal mentoring episodes coordinated by a third party outside the
mentoring relationship (Campbell & Campbell, 2000; Mertz, 2004; Ragins, Cotton, &
Miller, 2000). However, within higher education, especially within post-baaoste
programs, informal mentoring customarily has been encouraged so that relationships
develop organically based upon the interests, goals, and personalities betweenttine m
and mentee (Campbell & Campbell, 1997).

In addition to the traditions associated with informal mentoring within academi
faculty purport strong preferences to developing mentoring relationships ififorma
rather than via formal mentoring programs (Eby & Lockwood, 2005). While formal
mentoring programs coordinated by an institution may provide oversight and semetim
support to individuals who participate in mentoring processes (Ragins & Kram, 2007),
research purports that formal mentoring programs are susceptible to n efriet
challenges including mismatched dyads such that a productive relationshipvwves e
scheduling difficulties, and geographic distances between mentor and nigntese (

Lockwood, 2005). Furthermore, data indicate that individuals who participate in formal
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mentoring programs with mechanisms for mentor behavior accountabilitysare le
motivated to engage in mentoring processes in the future (Eby, Lockwood, Butts, 2006).

Even though formal mentoring processes are affiliated with spebdilkenges,
and mentors report strong affinities for developing informal mentorship via organi
relationship processes, the structure they provide are most appropriate furehesl
and sporadic enrollment patterns among community college students. Providingetruct
and guidance for both the faculty mentor and the student mentee, formal mentoring
programs serve to support the development of productive mentoring processes not
intuitively associated with the community college educational contexs(R680;

Zachary, 2002) considering sporadic enrollment patterns and personal respossbilitie
community college students. Moreover, considering the high teaching loads,iorsditut
committee requirements among faculty members, and the increasing ioropbrt

adjunct faculty teaching within the institutions, community college fg@uid students

have little time to commit to developing informal mentoring relations (Galb&ait

James, 2004). Therefore, gathering data regarding community coléedty faembers’
perspectives of formal student mentoring processes contributes to the development, or
expansion of, mentoring theory relative to intentional episodic developmental
interactions within the community college setting.

Bozeman & Feeney (2007) summarize and analyze various ways in which
mentoring has been defined in order to illuminate the conceptual complexities and
assorted representations of mentoring relationships and mentoring probtsstes
mentoring processes, regardless of their foundation as formal or informmegraposed

of mentoring episodes. Mentoring episodes are short term developmentatimrerac

24



between a mentor and a mentee (Raggins & Kram, 2007) and typify the community
college faculty-student interactions patterns and mentoring experiencas Jushtoring
relationships are inherently interpersonal (Kram, 1983), so are mentoring episodes
(Raggins& Kram, 2007), requiring the interaction of both the mentor and the mentee;
thus, they are just as susceptible to positive and negative experiences &eahyraan
interaction (Duck, 1994). Therefore, gathering data regarding the commuiretyecol
faculty members’ perspectives related to productive student mentoringiitesamay
contributes to the development of more productive formal mentoring training programs
within community colleges.

Furthermore, from the theoretical perspective of constructionism, the productivit
of a mentoring episode is subject to the interpretation of the participants witinin the
particular environment. Mertz (2004) expresses that foundational to mentoriegsesc
are components of social exchange theory such that the benefits, or negativeospects
interpersonal interactions, are based upon the participants’ perceived valwathitigs
understanding that the associated research explores an aspect of mentohiag tha
received little attention (Mertz, 2004), the community college mentors’ peinspe
regarding formal faculty-student mentoring processes. Specifibadlptudy explores
community college faculty perspectives regarding the tacticshtbateimploy to engage
in productive mentoring processes, as well as tactics they use to miegatieve
mentoring interactions.

When considering that mentoring episodes within a formal faculty-student
mentoring program at a community college require intentional interactibnsdaethe

mentor and the mentee, it follows that these mentoring episodes result in ithcrease
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connection between students and the institution. Furthermore, increased perceptions of
support, validations, mattering, and connections among students are positivebteorrel
with increased students’ intentions to persist through graduation; thus, mentoring is
thought to increase student persistence. Increased perceptions of supporipwvalidat
mattering and connections, as well as enhanced intentions to persist througharaduat
are only two of the benefits positively correlated with mentoring proceB3etsv is a
discussion of literature which reports additional benefits associated witbnngnt
processes, as well of potential pitfalls associated with unproductive mentotpigriig
community college faculty members’ perspectives regarding theeriences serving as
mentors to community college students via a formal faculty-student mentooigiapr
expands the applicability of current mentoring research, practice, ang thebe
understudied community college environment. This study also contributes to the
development of new theory and practice of formal mentoring within the coityn
college environment.
Benefits of Mentoring

Many scholars purport that mentoring processes are potentially berfeficia
mentees (Bard & Moore, 2000; Dollarhide, 1997; Gailbraith & James, 2004; Hezlett,
2005; Howard & Grosset, 1992; Jalomo, 2000; Laden 1999; Sanchez, Reyes, & Singh,
2006; Santos & Reigadas, 2002; Stromei, 2007; Zalaguett & Lopez, 2006), and mentors
(Eby, Durley, Evans, & Ragains, 2006; Ehrich, Hansford, & Tennet, 2004; Kram, 1985),
specifically within institutions of higher education (Eby, Druley, Evangaie, 2006;
Mangold, Bean, Adams, Schwab, & Lynch, 2003). Comprised of two primary

components, intent and involvement, mentoring interactions foster the greatdits bene
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each of the aforementioned partners when they commit adequate time ancesegourc
mentoring processes (Mertz, 2004), two commodities that are scarce among dymmuni
college faculty and students (Galbraith & James, 2004). The discourse belowesxpress
the desired outcomes resulting from productive mentoring processes for mentees,
mentors, and institutions separately as they relate to the desired outcstondeot
persistence through graduation. While much of the literature discussed mé&prese
mentoring processes evolving within baccalaureate degree grantingtiossit as well
as the work force arena, the theoretical basis for the reported researdepeovi
foundation from which the findings may be applicable to the community college setting
Student Mentee Benefits

Research reports associations among productive mentoring experietinces wit
factors that serve to benefit the community college student (Cejda & Rhodes, 2004;
Howard & Grosset, 1992; Jalomo, 2000; Pope, 2002; Rendon, 2002). Generally,
mentoring processes have been positively associated with increased knamiedgéls
needed for mentees to identify their academic and professional goals (Béwdré&,
2000; Laden 1999), take the necessary steps to reach their goals (Dollarhide, 1997;
Howard & Grosset, 1992; Jalomo, 2000), enjoy the journey associated with reaching the
goals (Sanchez, Reyes, & Singh, 2006), and garner skills applicable forssaftees
school (Hezlett, 2005); all of which contribute to the long term improved quality of life
(Gailbraith & James, 2004; Santos & Reigadas, 2002).

Knowledge that mentees acquire from mentoring episodes may be tacitivepgni
and affective. Learning strategies that assist students to balantes$isesassociated

with the college process, including time management skills and prioritizngeit
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organizational socialization processes to which mentoring contributes (Laden, 1999;
Sanchez, Reyes, & Singh, 2006; Stromei, 2007; Zalaquett & Lopez, 2006). Cognitively
students learn the meaning of educational lingo, organizational structuresjdnidgs
tactics (Hezlet, 2005; Laden, 1999). These cognitive skills may be instrumental in
assisting community college students, many who are first-generation dnadult
traditional students, to navigate the higher education systems. kutdéective
knowledge measures of academic self-confidence (Jalomo, 2000), identity dex@iopm
(Dollarhide, 1997; Pope, 2002), and perceived learning (Hezlett, 2005) are significantly
correlated with participation in formal faculty-student mentoring. Furtbezpthese
affective knowledge factors serve to empower student mentees and increase thei
motivation to persist towards graduation and degree completion (Dollarhide, 1997,
Laden, 1990; Zalaquett & Lopez, 2006).

In addition to knowledge acquisition, researchers suggest that skill development
progresses more quickly among students who participate in formal mentoringeegpsri
as compared to their non-participating peers (Hezlett, 2005). Specifidathett
expresses that interactions with mentors is associated with increasesiteon of
technical skills needed to succeed. Technical skills for first-gearradmmunity
college students may include reading a course schedule, enrolling in classes, or
requesting a tutor. Increases in interpersonal skills among mentees suphessed self-
direction, applying critical thinking, making decisions, and engaging irctefte
learning exemplify additional skills associated with participation in &brfaculty-
student mentoring processes (Bard & Moore, 2000; Campbell & Campbell, 2006); skills

that are critical for academic success, expressly among commurhggecstudents
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(Gailbraith & James, 2004). Gathering the community college facultyt@esn
perspectives regarding their experiences mentoring students and devploginctive
student mentoring interactions contributes to training programs designed to prioenote t
aforementioned benefits of formal student mentoring programs.

Collectively, the abovementioned skills and knowledge benefits associated with
mentoring experiences support the mentees’ ability and desire to tategoatheir
campus (Pascarella & Terenzini, 2001). Students who engage in mentoring epifodes w
faculty report stronger levels of academic and social integration (Bioléarl997;

Mangold, Bean, Adams, Schwab, & Lynch, 2003; Santos & Reigadas, 2004). Nora
(1993) defined academic integration as the student’s association to the academac

in and out of the classroom, and social integration as an affiliation with the speata

of the campus environment. By its nature, faculty-student mentoring interactivasser
acts of social and academic integration. Social and academic integratiofonave
decades, been associated with desired academic outcomes (Astin, 1975, 1984, 1993;
Pascarella & Terenzini, 2004; Spady, 1970; Tinto, 1975, 1993, 1999, 2006) with few
recent studies investigating aspects of this phenomenon among community college
students (Pope, 2002; Rendon, 2002).

While due to the association between these factors and retention rates social and
academic integration among community college students are desired outcomes of
productive mentoring episodes in their own right, they are only two of the noted dotentia
benefits of faculty-student mentoring programs. Participation in faculteat
mentoring interactions correlates in a positive direction with class attea¢&hrich,

Hansford, Tennent, 2004), grade point average (Ehrich, Hansford, Tennent, 2004;
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Zalaquett & Lopez, 2006), student satisfaction (Sanchez, Reyes, & Singh, 2006, degre
attainment (Campbell & Campbell, 2006), and overall quality of life (Gailb&ilames,
2004). The recursive nature of student engagement, satisfaction, academi, sunctes
motivation to persist through graduation is a phenomenon foundational to the
effectiveness and beneficial nature of mentoring as a means of retentiactieepr
gaining popularity among community colleges. One of the purposes of this study was to
explore the community college faculty members’ perspectives regastitigs that they
employ during mentoring episodes to develop social and academic integration via
productive mentoring. Data collected was interpreted to contribute to theoryzsamide
related to community college student integration and formal faculty-studeninngnt
processes.
Faculty Benefits

In addition to the above noted benefits that mentees may experience from
mentoring processes, research indicates that mentors also associaatireng process
with positive outcomes. Reports consistently express that mentors benefisipredty
and personally from their engagement in mentoring processes (Ehrich, Hansford, &
Tennet, 2004). Personal satisfaction is a commonly reported factor assodiated w
mentoring experiences from the mentors’ perspectives (Eby, Durley, Evédegdins,
2006; Kram, 1985). In addition to appreciating the opportunity to support the success of
others, mentors express gratitude for the networks that they gain from otitersweth
whom they associate due to mentoring processes (Ehrich, Hansford, Tennent, 2004;
Laden, 1999). Overall, mentors report that they experience a greater qubdée\asfit

relates to peer relations and work productivity (Ehrich, Hansfor, Tennent, 20@&4 Lad

30



1999) as well as an enhanced sense of fulfilling their purpose (Zalaquett & POOE2
as a result of engaging in mentoring processes. Researching comeolieiyg faculty
members’ perceptions regarding their formal student mentoring experimagascover
what mentors at community colleges perceive as the most beneficieisasptne
mentoring process.

Measures of perceived social capital, and the associated increasedsggmdf
perceived from engaging in mentoring processes, are correlated witptpersef
enhanced quality of life among mentors within business sectors (Eby, Durley, Bva
Ragins, 2006; Laden, 1999). Some mentors within baccalaureate and post-baccalaureate
education environments also report that mentoring provides them with increased
professional development and leadership skill attainment (Ehrich, Hansford, &nkenn
2004). Finally, some research shows that individuals who serve as mentors receive
organizational recognition more frequently, earn higher incomes, and recemetions
faster than their peers who do not mentor (Eby, Durley, Evans, & Ragains, 2006).
However, there is a paucity of data indicating what community college\fanelnbers
who serve as formal mentors to community college students perceive as thes loénefi
productive mentoring processes.

Institutional Benefits

Faculty-student mentoring programs serve more than the individuals involved in
the mentoring interactions; they also benefit the hosting institutions. Reppancreased
job satisfaction, organizational commitment, willingness to mentor others, \ardlite
work attitudes among mentors (Eby, Druley, Evans, Ragains, 2006), are alsatedsoc

with increased productivity of workers (Murray & Owen, 1991). Researchralszates
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that happier, loyal employees contribute to a desirable culture for futuugment and
retention, not only of employees, but in the case of education, students as webl@dang
Bean, Adams, Schwab, & Lynch, 2003).

Increased recruitment and retention of students is a critical issue to highe
education relative to fiscal matters as well as institutional preMegger, Nelson,
Potter, Weidman, & Zullo, 2001). As expressed previously, faculty-student mentoring
processes are associated with increased student academic sueckessicaand social
integration, persistence, and degree attainment (Pascarella & Terg2u). Enhanced
student persistence, retention, and graduation rates positively impact thstéibidy of
institutions through tuition, fees, and other student payments, as well as performance
based state-funding procedures (McGuinness, 2005). However, it is not enough to know
that mentoring processes are beneficial to the institution, it is tticaderstand the
perspectives of the individual serving as mentors. Therefore, this reseastigated
community college faculty members’ perspectives regarding thedalesey employ in
order to facilitate productive mentoring interactions and their overall exgese

Pitfalls of Mentoring

As previously expressed, the primary components of mentoring are intent and
interactions (Mertz, 2004); however, not all intentions are good and not all trdesac
are positive (Duck, 1994; Kram, 1985; Ragins & Scandura, 1997; Scandura, 1998).
Recognizing the potential pitfalls associated with mentoring, Duck (1994) cufiine
destructive mentoring experiences by developing a two-by-two typolod\piri
intentions, good and bad, with inherent and emergent behaviors. When considering the

advancement and psychosocial functions of mentoring processes, modifications of
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Duck’s destructive relationship result in four potential dysfunctional mentoring
processes, including negative relations, sabotage, difficulty, and spoiling (Sgandur
1998).

Combined with submissive, deceptive, and harassing behaviors, the
aforementioned dysfunctional mentoring processes may yield negative out&tmes (
Allen, 2002; Eby, McManus, Simon, & Russell, 2000; Scandura, 1997, 1998; Spencer,
2007); outcomes antithetical to the reasons community colleges implement-faculty
student mentoring programs for retention purposes. Critical to the purposes of this
research is the recognition that the research considering negativeinteakmeriences
is based upon data gathered primarily from the business sector (Eby & Allen, B900; E
McManus, Simon, & Russell, 2000; Scandura, 1998; Simon & Eby, 2003) with little
attention focused on mentoring in higher education within graduate programsofd&hns
Huwe, 2002). Therefore, there is a need to expand the current understanding of potential
negative aspects of mentoring experiences as perceived by community fauldge
members who participate in formal faculty-student mentoring processesteliooda
research has been located that discusses the pitfalls of mentoring iatassedath
formal faculty-student mentoring at community colleges; thus, the assthstaidy
contributes to the literature of mentoring within the community college envimmnme

Behaviors Associated with Negative Mentoring Experiences

The dyadic nature of mentoring implicates that both the mentor and the mentee
have responsibilities for the outcomes associated with their interactiogisgRakKram,
2007); therefore, dysfunction occurs when the interactions, or outcomes from the

interactions, are not working for either party, or if either party expergedistress from
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the interactions (Scandura, 1998). Research expresses that mentors reduce the
psychosocial benefits of mentoring when they intimidate and invoke fears amang thei
mentees (Eby, 2002). Furthermore, excessive criticism, controlling tlesesdé
information, and exploiting mentees by requiring inappropriate workload (Kram, 1985)
are associated with manipulative behaviors of mentors (Eby, McManus, Simon, &
Russell, 2000). Jealous mentors who become resentful of mentees’ successetsayay b
the mentee by taking credit for their work (Scandura, 1998), abandon the mentee
(Spencer, 2007), or sabotage the mentees’ progress (Eby, McManus, Simon, & Russell,
2000) for their own political gain and career advancement (Ragins & Scandur& 1997
1999). Each of these scenarios illustrates dysfunction within mentoring exesrie
resulting from perceived ill intended behaviors of mentors.

Mentoring processes may also be tainted by the intents and behaviors of the
mentee. Submissive behaviors on the part of the mentee are associated with
overdependence. Deception and flattery when mentees pretend to agree with their
mentor when in actuality they do not (Scandura, 1998) also illustrates insieberedrs
among mentees. Some mentees also report politicking; that is regulatmgttractions
such that they engage with their mentor only when the mentor is in a good mood with the
intentions of advancing their position and ideas quickly (Scandura, 1998; Tepper, 1995).
Lack of motivation for engagement often leads to the mentees’ abandonment of the
mentoring processes (Spencer, 2007), which leaves no opportunity for desired outcomes
for either participant.

Research also indicates that mentors and mentees often enter the mentoring

processes with unrealistic expectations (Spencer, 2007), which in turn impact the
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perceived functionability of mentoring interactions. Within the researciséaton
mentoring in higher education, faculty mentors express time constraintsassdedth
the diversity of overwhelming responsibility as one factor that negativgdgcts their
commitment to, and interactions with, their mentees (Galbraith & James, 2004).
Considering characteristics of the community college student includingjrpart-
enrollment, work, and family responsibilities (American Association of Conmmuni
Colleges, 2008), it is understandable that lack of time for interactions mayebgat
impact desired mentoring outcomes among formal faculty-student programs at
community colleges. Additionally, heavy teaching loads and administrative
responsibilities may impede community college faculty members’iabitib engage in
productive mentoring interactions (Galbraith & James, 2004).

Finally, additional factors associated with dysfunctional mentoring thatcdre
associated with ill intent, primarily noted within formal mentoring progranclude
personal differences between the mentor and mentee. Differences in lpshotal, and
work-style views may interrupt the dyad’s ability to communicate ancerefédctively
(Eby, McManus, Simon, & Russell, 2000). This same research indicates that lack of
previous experience in mentoring interactions such that participants are novathaie
roles may result in discouraging interactions and confusion regarding exgetati
Personal problems that detract the attention of either participant stayrgdede the
dyad’s ability to interact in productive mentoring processes (Eby, MaBle&Simon, &
Russell, 2000). Investigating community college faculty perceptionsdiegaormal
student mentoring processes relative to negative mentoring contributes tedtiatad

literature which was void of such discussions.

35



Undesirable Outcomes Associated with Dysfunctional Mentoring

By definition, dysfunctional mentoring experiences incorporate aspects of
undesirable psychosocial outcomes including exposure to stress (Eby & Allen, 2002;
Scandura, 1998). Mentoring processes that result in undesirable outcomes may impact
mentors, mentees, and the institutions in which they work. Mentees express that
dysfunctional mentoring experiences are associated with reducedtselire decreased
job satisfaction, and a desire to seek new employment (Eby & Allen, 2002; Scandura,
1998). Scholars express that while the stresses associated with dysfume@ntaing
varies (Simon & Eby, 2003) mentees who experience negative mentoring intesact
less likely to seek mentoring relationships in the future (Scandura, 1998).

Similarly, mentors who report experiences with dysfunctional mentoring
processes express a lower desire to serve as a mentor in the future asaoonbeir
peers who have not (Scandura, 1998). Reduced levels of job satisfaction among mentors
within dysfunctional mentoring relationships negatively impact the produgtivity
efficiency, and effectiveness of all members within that environment; ttvi®emental
stability is negatively impacted. Undesirable work environments, increasectedism,
and low institutional loyalty are associated with dysfunctional mentoripgreences and
negatively impact the corresponding organization. Dysfunctional dyads engaged in
mentoring interactions may negatively impact the professional develoament
advancement of the mentor and the mentee, as well as reduce the productivity of the
organization in which they function. For the purposes of this research, exploring the

community college faculty members’ perspectives regarding sttty employ to
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overcome negative mentoring experiences contributes to the literaatesirglentoring
theory and practice relative to the American community college.

Also imperative to the associated study is the recognition that resedicdtes
up to fifty percent of mentees report negative aspects of mentoring viiénin t
experiences (Kalbfleisch, 1997; Spencer, 2007); however, among these dyads some
express that their overall experiences are positive. Therefore, whiledumlimentoring
episodes may be perceived as negative experiences, the overall perception of the
mentoring process among some individuals who experience negative interactions is
positive. Therefore, one of the purposes of this study is to investigate what tactics
mentors report employing in order to move beyond negative mentoring episodes and
ultimately develop productive student mentoring processes. The associated stud
investigated the community college faculty members’ perspectivasdiag their
experiences serving as mentors in a formal faculty-student mentoringupragd
provided insights into these mentors’ perceptions of related benefits, potefaidd,pit
and how to navigate these issues.

Stone Center Relational Cultural Theory

In addition to analyzing and reporting data relative to the literature ergdress
above, data collection, analysis, and reporting processes for this study éave be
influenced by the Stone Center Relational Cultural Theory (RCT). Mentoringetitens
exist within a continuum ranging from brief informal interactions, such asgidudil
mentoring episodes, to prolonged high quality mentoring relationships (Campbell &
Campbell, 2000; Mertz, 2004; Ragins, Cotton, & Miller, 2000). One of the strengths of

the RCT, especially in relation to the associated study, is its recognitioenbring
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micro-processes, including the role of mentoring episodes. Therefore amongshe
developed to explain the phenomena of mentoring, RCT is most appropriate to use when
investigating mentoring relationships within the community collegenggtiile to the

reliance upon episodic interactions among community college faculty andistade
previously discussed.

Additionally the three principles of the RCT that ground this study of formal
community college faculty-student mentoring processes include: (1) sontaxts are
integral to relational interactions, (2) members of a mentoring dyad areliputua
responsible for the skills, outcomes, and conditions of the relational processes, and (3)
that systemic powers influence relational interactions and the developmentakprofyr
relationship participants (Fletcher & Ragins, 2007). Each of the aforementioickabg
principles provided structure to this study’s methodological data collectioysena
presentation, and re-presentation processes. Details regarding the rBIEThalays in
this study are expressed in Chapter Three within the Theoretical Grouneltigs s
while explanations of each of the associated guiding principles relatire tmmmunity
college setting are expressed below.

Social Cultural Contexts

RCT proposes that individuals are not independent; rather, they ought to be
considered selves-in-relation. Furthermore, RCT expresses that socaits@ne
integral to relational interactions. Therefore, because this study foocoseganding
mentoring research within the specific environment of community colleges icmeal
to incorporate a theory that recognizes social context as a critital falated to

mentoring processes. Additionally, RCT is critical to the exploration otonag
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processes within the community college setting because it infers thadring
interactions are bilateral, and recognizes that mentors are expagi€lesielopment
throughout mentoring processes within a perceived social context. This grounding
principle of the RCT further suggests that social context influences the degvhih
faculty members recognize their selves-in-relation to the studentsdr@pr, which in
turn serves to influence the quality of their mentoring experiences. Varitiossfa
associated with the community college setting and community collegenstude
characteristics including their maturation, age, work-load, and fassjyonsibilities may
contribute to the community college faculty members’ ability to recoghizie selves-in-
relation to their students.
Mutually Beneficial Process

In addition to expressing the importance of considering environmental culture and
contextual factors in which mentoring processes transpire, RCT consideminteas a
mutually beneficial process through which mentors and mentees both acquire skills,
knowledge, and experience (Fletcher & Ragins, 2007). RCT embraces relational
mentoring as an evolutionary process (Jordan, Kaplan, Miller, Stiver, & Surrey, 1991;
Miller, 1976) rather than traditional unilateral definitions of mentoring. Asipusly
expressed, traditionally mentoring has been expressed as a process thrahgh whi
wiser, more experienced person imparts their knowledge, wisdom, and skills upon a
younger worker (Kram, 1985). Conversely, RCT supports relational mentoring @m®cess
as a means through with mentors and mentees experience growth, learning, and
development (Fletcher & Ragins, 2007; Ragins, 2005). It is the recognition of the

importance of the perceptions and experienced of the mentor that provides a foundation
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for the importance of this study which explored the community college facultyparem
perceptions regarding formal faculty-student mentoring processes.

Secondly, and most critical to this study, is the RCT guiding principle that,skill
outcomes, and conditions of the relational processes are mutual responsibibiigs am
the relational participants (Fletcher & Ragens, 2007). This guiding pensiglgests that
single interactions, referenced within this study as a mentoring episagéenanalyzed
separately in order to categorize one micro-process of relation develoggnent
developmental or not. Research currently recognizes that mentoring psatasspire
along a spectrum including single interactions (mentoring episodes), fipassigned
“supervisors”, and naturally occurring relationships (Campbell & Campbell, 208Gz M
2004; Ragins, Cotton, & Miller, 2000). Due to the social and cultural context of the
community college campus, the commuter student characteristics, andethsext
faculty teaching load, it is critical to incorporate mentoring episodésnihie associated
study.

Defined as an interaction through which a mentor intentionally contributes to the
development of a mentee, examples of mentoring episodes within the community colleg
setting include a student’s visit to a faculty member’s office, emallamnges between
student and faculty member regarding an assignment, or the process through which a
faculty member connects a student with academic support services on cahysys. T
RCT provides a framework to discuss specific tactics that community eddeglty
members employ to develop productive mentoring processes as well as to remoncile

mitigate negative mentoring interactions with community college students
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Specifically, the second guiding principle of the RCT contains a component
suggesting that relational skills of the mentor serve as predictive fattbes
productivity of mentoring processes which Bess (2000) and Zachary (2004) purport as
integral to productive mentoring. This second guiding principle further indidaethe
culture in which the interactions transpire influences the degree to which mgntor
processes may result in positive or negative outcomes. Therefore, this studsdinquir
about, and data were analyzed with, an intentional focus on the faculty mentors’
perspectives relative to their mentoring experiences with students andtitetteey
employ to engage in productive processes and to alleviate negative expeaetioey
related to the community college culture. This study relied upon the second guiding
principle of RCT related to mutual responsibilities, when inquiring and anglgkills
that community college faculty perceive as critical to the mentoringepses of
community college students. Furthermore, the faculty members’ perspeetatesl to
the community college’s institutional roles relative to their engagememrbductive
mentoring processes were investigated because RCT indicates thatioytacts
interactions and outcomes.

Systemic Power

Finally, RCT addresses the potential impact that systemic power has on
developing productive mentoring relations. Because community colleges emdelhtst
of color and other under-represented student populations, this study would be negligent if
it ignored the impact that systemic power may have on the development of productive

faculty-student mentoring programs. Analyzing the data in manners that afltive f
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identification of covert issues related to systemic power strengthtbagoragmatic
implications of this study.

It is reasonable to suggest that social aspects of the community college
environment maintain influential systems of power that come into play during mentorin
episodes between students and faculty. As suggested by RCT, environmentahfattors
systemic power structures mediate mentoring episodes. Consequently thengentor
episodes yield the development of self-in-relation for both members of tHendtyan
the environment in which they interact. RCT provides the theoretical grounding to
investigate micro-processes of mentoring episodes within a specifiommantal
setting in which systemic power influences are well established l{ElefcRagins,

2007). Therefore, because a purpose of this research was to explore the mi@seproce
and tactic that community college faculty self-identify as being imporédative to their
engagement in student mentoring processes, RCT serves as a theoreticéibfoupda
which this study’s methodology was composed.

Grounding the data collection, analysis, and interpretation processes for this
research study within the theoretical foundation of RCT provided this study wéhla s
starting place to investigate community college faculty perspectivasdiag their
mentoring experiences, and the tactics they employ to engage in productive stude
mentoring processes. However, in keeping with the exploratory purpose oftyugalita
research, it was expected that some data gathered may not suppontotti iguiding
principles of RCT. Therefore, while components of RCT provided grounding for this

study of mentoring within the community college environment, findings from iy s
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serve to enhance its theoretical foundation relative to formal facultyrstoantoring
processes at the community college.

Recognizing that faculty member participants for this proposed research
experience the student mentoring process within their constructed realityltamd of
their environment -- the community college -- RCT served as a sprirgtmarvestigate
the faculty student mentoring phenomenon within the community college setting.
Respecting the episodic nature of community college faculty-student indesadRCT
provided the theoretic structure upon which this phenomenon was investigate, while at
the same time it allowed for the flexibility of the emergent resedesigns associated
with qualitative research methodologies required by the purpose of this hesearc

Summary

Four decades of research substantiate the positive correlations between stude
engagement and persistence through graduation (Astin, 1975, 1984, 1993; Endo &
Harpel, 1982; Kuh, 2001; Noble, Flynn, Lee, & Hinton, 2008; Pascarella & Chapman,
1983; Pascarella & Terenzini, 2005; Terenzini, Lorange, & Pascarella, 1198haF,
2000; Tinto, 1975, 1993, 1998, 1999, 2006). Specifically, mentoring episodes involving
interactions between faculty and students yield increased levels of studegement, as
well as enhanced student perceptions of mattering and validation (Laden, 1999; Rendon,
1994, 2002; Schlossberg, 1989). Scholars purport that mentoring processes are
potentially beneficial to not only to mentees (Bard & Moore, 2000; Dollarhide, 1997,
Gailbraith & James, 2004; Hezlett, 2005; Howard & Grosset, 1992; Jalomo, 2000; Laden
1999; Sanchez, Reyes, & Singh, 2006; Santos & Reigadas, 2002; Stromei, 2007,

Zalaquett & Lopez, 2006), but mentors (Eby, Durley, Evans, & Ragains, 2006; Ehrich,
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Hansford, & Tennet, 2004; Kram, 1985), and specifically within higher education,
institutions as well (Eby, Druley, Evans, Ragains, 2006; Mangold, Bean, Adams,
Schwab, & Lynch, 2003). However, there is a growing body of literature expydbe
downsides of mentoring (Duck, 1994; Eby & Allen, 2002; Eby et al, 2000; Kram, 1980,
1983, 1985; Levinson, Darrow, Lenson, Kelin, & McDee, 1978; and Scandura, 1998).
Yet, even though there is a substantial body of literature investigating mentori
processes, there is a void in data related to mentoring within the community college
environment. Grounded in the RCT, data were collected and analyzed with findings and
implications discussed relative to the culturally specific relationmcis of formal

faculty-student mentoring processes within a community college envirinme
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CHAPTER IlI

METHODOLOGY

Epistemologically grounded in constructionism, this study employed quaditat
research approaches to investigate community college faculty membsgeves
regarding student mentoring processes within a specific social contexdnDy the
purpose and the theoretical foundations of RCT both deductive and inductive processes
were employed to analyze data collected. Qualitative methods provide thersswatd
flexibility needed to engage in exploratory research. Thereforaubedhe purpose of
this research was to discover community college faculty members’ pgvegeaegarding
formal faculty-student mentoring processes, as well as the tactitkeligerceive to be
associated with the development of productive mentoring episodes, this study required
the application of qualitative research methods (Creswell, 2002; Patton, 2002)tHewas
investigator’s intent, as Patton (2002) describes, to the best of her intelléditata
fully and “fairly represent the data and communicate what the data ggvealthe
purpose of the study” (p. 433).

Researcher Investments

As an administrative employee at a Midwestern community college, the
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researcher was personally interested in the faculty-student mentayoesges. It is
important to note that the researcher did not have any established relatiotishipewi
community college site chosen or any of the individuals on that campus. It is#ienpa
for student success, and the recognition that faculty-student mentoring psaoasse
contribute to retention through graduation among community college students, that drove
the researcher to investigate community college faculty perspectgaaslirey formal
faculty-student mentoring processes. Recognizing that the researchirevimary
tool for analysis, and that she has a passion for issues of retention among community
college students, care was taken to document process and content reflectiongdssociat
with this research in a reflection journal throughout the study.
Theoretical Groundings

As previously expressed, the Relational Cultural Theory (RCT) provided a
theoretic foundation for the associated investigation of community collegéyfacul
members’ perspectives regarding formal faculty-student mentoring pescédree
guiding principles of RCT were integral in the development of this study, and guided the
data collection and analysis procedures: (1) social contexts are initegghtional
interactions, (2) members of a mentoring dyad are mutually responsible &kilthe
outcomes, and conditions of the relational processes, and (3) that systemic powers
influence relational interactions and the developmental progress of relapion
participants (Fletcher & Ragins, 2007). All of the abovementioned guiding principles of

RCT influenced this study’s design, and guided data collection and analysis pescedur
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Study Design

Nested in constructionism, it follows that the associated study developed upon the
foundations of RCT employed qualitative naturalistic research methodelogy
methodology that provided guiding structure yet respected the importance that
perceptions and cultural context contribute to human interaction and relationalsgsoce
Additionally, the guiding principle of RCT expressed above and related to mutual
responsibility among mentoring dyad participants suggests the impoofance
investigating both members of a faculty-student mentoring dyad. Whilecbksear
regarding student perspectives relative to their perceived mentoringesaasris
numerous, there is a paucity of similar data for community college yatelnbers who
participate in formal student mentoring programs. Therefore, this stadgdd on
investigating the community college faculty members’ perceptioateceto formal
faculty-student mentoring processes within a specific community coketyegs

RCT recognizes the importance of social context relative to mentoringgses;
therefore, naturalistic inquiry methods were enacted to support the developraent of
narrative portrait of the community college setting in which this rekaaanspired.
Similarly, all three guiding principles of RCT that contributed to the desidginis study
influenced the research questions, interview questions, data sources, and dat analys
procedures. For example the aforementioned methodological considerations atearpor
the intent to explore the associated perceived social context within which an waieerst
member of a mentoring dyad (faculty), who systematically has influenceh®vether
member the dyad (student) interact. Additionally, the recognition that R&¥idps

regarding mentoring processes include episodic interactions is al théoeetical
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component upon which to explore formal faculty-student mentoring processes within the
social and cultural contexts of the community college environment.
Data Collection

In addition to guiding the methodological design of this study, RCT contributed to
the data collection procedures. Individual semi-structured open ended intenlgavedal
for the investigator to follow the participants’ perceptions of what was cuituad
contextually important related to mentoring experiences and processes — dayinqder
assumption associated with RCT. Specifically, interviewing the facultysbkres
provided an under-represented, yet influential member of a mentoring dyad witkea voic
Furthermore, culturally and contextually specific artifacts atstributed to the study,
providing additional insight into institutional culture and context.

Similarly, observations including a routine mentoring interaction between a
formal faculty-student mentoring dyad as well as a monthly steering ¢teammeeting
contributed to the naturalistic methods employed to develop a narrative portrait of the
context in which these mentors’ participated in formal faculty-student niegtor
processes. Additional field notes regarding the campus and the surrounding conimmunity
which the campus rests contributed data related to observed contextual interagtions, a
well as the participants’ perceptions of such interactions. Finally, seaneher’s field
log and journals were integral in the data collections procedures as RCJ ¢ékpogsses
the relevance of self-in-relation, and systemic influence. Noting h@omess, thoughts,
observations, and perceptions of others was an important aspect of the incorporation of
RCT because the researcher is an individual-in-relation to the participanéssohidy,

and the role of researcher may have had systemic influence among soogapést
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Data Analysis
Initial data analysis procedures were inductive in nature allowing foratat
patterns within the data to emerge. Once inductive analytical processesampleted
deductive processes guided by RCT were employed. RCT guided data analysss@s
such that all data collected were reviewed to identify how it related tolyinder
assumptions of the theory including micro-processes of mentoring inber:cti
(specifically mentoring episodes), faculty perceptions relating to thertance of social
context and their formal student mentoring interactions, faculty perceptmenslirg
their self-in-relation to the students they mentor, and faculty perceptiotisgeta
factors of systemic power or influence as they relate to their student mgntori
interactions. Additionally, the data were analyzed to identify patternsuppbg RCT
regardless of the participants’ awareness of such factors. Once datanabzed
through the RCT lens, the data was examined for additional themes that wiere not
alignment with, or contradicted the theory. Providing a basis upon which studg,desig
data collection, and data analysis were conducted, RCT, in conjunction with ploseur
of this study, served to guide the researcher as she sought to contribute tangentor
research, practice, and theory.
Purpose of the Study
The purpose of this study was nested in basic research as described by Patton
(2002). Expressly, the purpose of this research was to contribute to the fundamental
knowledge of formal faculty-student mentoring at community colleges. Igaésg the
community college faculty members’ perspectives regarding thearences mentoring

community college students also contributed to applied research efforts designed to
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provide insight to a specific cultural issue (Patton, 2002); in this case thechesea
highlights the critical issue of community college student retention.

Specifically, this research explored community college faculty meshbe
perceptions of tactics they perceived to foster productive mentoring precasseell as
tactics that they perceive to mitigate negative mentoring expesivittén a particular
community college setting. Included in this inquiry were the communitygefieculty
members’ perspectives regarding what tactics individuals and institutemsmmploy to
support their engagement in the community college student mentoring processes.
Underlying the purpose of this study was the recognition that formal facuttgrg
mentoring may contribute to community college students’ persistence through
graduation.

Research Questions
1. What mentoring processes are in place at this community college?
la. What tactics do community college faculty members employ to engage i
productive mentoring processes?
1b. What tactics do community college faculty members employ to mitigate
negative mentoring experiences?
1c. What factors within the community college culture support faculty
members’ attempts to foster student mentoring processes?
2. What are community college faculty members’ perspectives regardimg thei
mentoring experiences with students?
3. What is the efficacy of the Stone Center Relational Cultural Theory as a

framework for looking at community college mentoring processes?
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Site Selection
The site from which participants were recruited was chosen based upon its status
as a community college and its commitment to increasing student persigtenayh
graduation. Their commitment to increasing student persistence waseddicat
expressed institutional goals within written documents, as well as verbassxme
from members of its enroliment management team. A school dedicated to thegwgocess
of persistence and retention of community college students was chosen because
persistence, retention, and graduation rates are critical issue in highatiaduc
specifically to community colleges, and these issues were foundational tathis st
Coordinating a formal faculty-student mentoring program is one practicéihathool
employed as a part of their retention strategies. Furthermore, thgecbthd
comprehensive records of faculty who have participated in the faculty-stadetdring
program. Finally, the site was chosen because the researcher hadatteesgd, and
was confident that administrators of this community college’s formal fastutent
mentoring program would reference this research for future practice.
Participants

Prior to recruiting participants, personal contact was made via telephone and
electronic mail communications with executive personnel at the communitgetde
explain the current study and request written permission to recruit partccgranng the
college’s faculty. Written notification was received from the institutioméform of an
electronic file attached to an email and a facsimile within 48 hours of tegtdse

documentation. An original copy of the letter from the institution signed by pn¢side
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providing the researcher open access to the community for research purposes was
received five working days after the request for permission was made.

With executive leadership approval and the support of the administrator who
coordinates the formal faculty-student mentoring program, faculty weited to
participate in this study via email correspondences. Additional faculty msnweee
recruited to participate in the study during the researcher’s visit tathpus. Written
and verbal invitations to participate in the study expressed that the purpose oflyhe st
was to investigate the faculty members’ perspectives regardingyfatuttent mentoring
interactions. A letter of invitation to participate in this study may be weadan
Appendix A.

Purposive sampling was used to identify fifteen community college faculty
members who voluntarily participated in formal faculty-student mentoringtings at
this community college for a minimum of three consecutive semesters prior to the
semester in which the study transpired. Potential participants wergigdebased upon
institutional records depicting a commitment to faculty-student mentorouggses as
well as suggestions made by initial participants. Criteria for selectitrdexat
documentation of participation in student mentoring processes at this commuleig col
for a minimum three consecutive semesters prior to the semester in whathdje
transpired - Fall 2008. Three prior semester in addition to the Fall 2008 semast
chosen as a criterion for selection because it encompassed enough timeddaculty
members to have reflected and changed their tactics, if they so percaiesdarg, in

order to engage in productive mentoring interactions.
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During the processes of confirming their intent to participate in the study,
participants also expressed to the researcher their inclination to comgagirey in
student mentoring processes. Intent to continue participating in formal fatudignt
mentoring at this community college was reiterated to the researcharba or written
communication, depending upon the participants’ preferred method of communication
through which the recruitment process was completed. Participants welieeckfrom a
variety of academic divisions including humanities, business, mathematicsiemckes
and developmental education, as well as professional and administrative personnel who
teach courses in an overload or adjunct capacity on this community college campus.

The criteria for documentation of participants’ prior engagement in student
mentoring practices was established in order to increase the likelihookdebeat t
participants had engaged in mentoring interactions for a minimum of four seswveiste
the likelihood that they had experienced a full range of interpersonal dysanciciding
some negative interactions. As previously expressed, mentoring episodes anetlyher
interpersonal (Kram, 1983), requiring the interaction of both the mentor and the mentee,;
thus, they are susceptible to positive and negative experiences (Duck, 1994). €herefor
the additional criteria of verbal commitment to continued participation ireticatt the
participants perceived that they had the ability to contribute to productive megntor
interactions, even after they may have encountered negative mentoringreogserie
Furthermore, participants were recruited from a variety of ingtitat divisions to gather
perspectives from faculty with diversified academic training profiiesughout the

institution’s culture.
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Participants were invited to participate in this study via personal iilovitatouted
through the college office that coordinates formal faculty-student megjoratesses.
Personal invitations followed electronic invitations, followed by phone callglier do
increase participation rates (Appendix A). All participant recruitmentgsses were
approved for use by the Oklahoma State University (OSU) Institutional R&oavd
(IRB) (Appendix B). Individual participants completed an informed consent document
prior to partaking in the study processes (Appendix C). Participants, execatieeslaip,
and supportive administrative personnel involved in any and all aspects of thislresear
project received hand written notes of appreciation after the completion aodlataion
processes.

Data Collection

Sources of data from which results were generated, as well as thermanne
which data were protected to protect confidentiality, are described belosxphasssed
by Patton (2002), emergent flexibility is one of the strengths of qualit&search.
Therefore, the data sources as well as methods of data representatiotegresiew are
diverse, representing the researcher’s intent to capture as much otuin& cohtext as
possible via a variety of means in order to re-present the true environment in a most
comprehensive, meaningful, and valid manner.

Sources of Data

Data for this research project were collected via participant surveyiduadi
interviews, field notes collected during interviews, the transcriptions sé timéeractions,
observation sessions, and the researcher’s field log. Additional sources of ebgtéote

the cultural context in which the mentoring interactions studied transpire included,
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institutional documents associated with faculty-student mentoring processab
correspondences between faculty and students, and noted impacts associatedewith the
mentoring interactions, as expressed by the faculty member mentorgeintzty

The researcher also engaged in various activities experienced by sultipopula
of students at this community college including use of public transportation toutemm
to the school, introduction to the school via a campus tour sanctioned by the campus
Admission’s Office, lunch at the cafeteria, a dining experience presentbd Qulinary
students provided to faculty on a weekly basis, informal interactions with student clubs
including the radio station, members of the school newspaper, and a meeting of the
executive officers for the student government. With the exception of consent fdrms, al
data collected for this research were stored in a locked filing cabiret researcher’s
office. Participant consent forms were stored in a separate lockedclioiget in the
researcher’s office. The researcher’s office was secured by a léatediffrom those of
the filing cabinets, reinforcing the security of the data and personaltydérte
researcher was the only person with a copy of the key for the locked cabinet.
Observations

Planned observation sessions included a planned mentoring episode that
transpired between a formal faculty-student mentoring dyad. The mentor aneé mente
and engaged in what they described after the episode as a routine mentoring session.
Additionally, the researcher observed a regularly scheduled meetingfofriied
mentoring program’s steering committee. Further observation sessicersesudiue to
the emergent and naturalistic research processes associated webkdharsh study

including informal mentoring episodes between faculty and students, informalrmgnt
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and training among peer faculty members who serve as formal mentorsdiemtst
interactions among executive level administrators, faculty, staff, sgjcdard at large
community members of the community college.
Interviews

Once a participant completed the informed consent form (Appendix C) the
researcher commenced a semi-structured interview process through winetnded
guestions were posed as described by Patton (2002). Data were gathered from 19
community college faculty members and one community college student who knowingl
permitted the researcher to observe a planned mentoring episode. Interviewl anodoc
guestions are provided in Appendix E. All interviews were audio-taped andribeaisc
verbatim by the primary researcher. The interviews took place in a locatisen by the
participating faculty members and ranged from 45 to 90 minutes in length.téall da
sources, including the individual interviews which were transcribed by thaqyrim
researcher were protected and respected with the explicit desire t postidentiality
as expresses in the above paragraphs.

Each participant was invited to request a follow-up interview to allow eithigr pa
to explore a particular concept at a later late. Member checks werenpeafby
providing each participant with opportunities to review and comment on the content and
interpretation of transcripts incorporated in data representations. Afiiecateon of the
accuracy of the transcription and interpretation process, as well as tessut

completion of this dissertation, original audio-tapes will be destroyed.
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Participant Survey

Individuals who participated in the Steering Committee group
interview/observation session completed the participant survey as it wiasibyig
intended to be done, by writing their responses on the survey. The purpose of the survey
was to gather general characteristics of the participant and their exjesrigith the
community college setting. Originally, it was expected that all ppaints would
complete this survey at the beginning of the interview processes; however, #iehese
decided to incorporate the questions into the verbal interview processes aslibd met
emerged as a most appropriate manner through which to gather the data while
maintaining a personal connection with the participants. Factors discussée miawed
in Appendix D. Confidentiality of the survey data was maintained via a cogstens
that incorporates participants’ pseudonyms.
Artifacts

As expected, due to the emergent flexible design of naturalistic inquiry
(Erlandson, Harris, Skipper, & Allen 1993), the diversity of artifacts collecteidtas
sources continued to unfold throughout the research processes. Institutional documents
were gathered for reference in relation to processes of investigatimg@rinpus culture;
documents that related to the associated formal faculty-student mentadegges such
as training manuals, written evaluations, registration forms, and adveniscioe
related events were gathered. Additionally, one faculty mentor provided aesainapl
electronic correspondence between a faculty member and her student membes. Va
community-related documents were also gathered. Additional artifatugl@acphotos of

the campus, interview spaces, and community spaces that provided contextually
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meaningful representations of objects identified as part of mentoring, or therengit
in which they mentored, from the participants’ indigenous perspectives.
Field Notes

Rich and thick descriptive accounts of observations including the physical setting
non-verbal communications, interactions between and among participants, ani@sctivi
which transpired in association with data collection processes were mauig ttheri
researcher’s time spent in the selected site. The field note format isqutavidppendix
F. In addition to the field note page, the researcher kept a Mead notebook avaddble at
times during her visit to the campus in order to note observations in detail in the least
intrusive manner possible. The purpose of the field notes was to provide the researcher
with the ability to recall the context in which the observations and interviewpit@ans
(Patton, 2002), as well as to provide you, the reader, with the rich, thick description that
allows you to determine the transferability of data and findings to otlesr sit
Field Log and Reflexive Journaling

As immediately as possible, the researcher logged additional dethiterplete
representation of interactions observed. Care was taken to differentiate #s@ong
perceived interactions, communications exchanged, and activities that gdnsgipir the
researcher’s interpretation of these events (Emerson, Fretz, & Shaw, 198&)plk s
field log entry format may be viewed in Appendix G. However, much like the field note
processes, the researcher recognized that it was most beneficig feelcebdg notes
and reflexive journal entries in a Mead notebook that was readily available asdppose
the formatted log provided in Appendix G. Regardless of the paper upon which entries

were made, each entry included the date, time, and location description.
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In addition to expanded representations of field work interactions and
experiences, the field log served as a place for the researcher to iengigxive
journaling processes. Entries served to document the researchecsarfupon, and
noted her reactions to, field experiences, documenting her continued exploration of
faculty-student mentoring literature, relevant professional expeseand other
associated practices, experiences, or knowledge that emerged during tbaldation
and analysis processes. Field log entries were organized such that withirdtre bi
containing the entries there were blank photocopies of the format for log evtiraes
served as analysis and data sources. Additionally, photocopies of entries made in the
Mead journal, as well as entries made using the researcher’s laptop eovmgna
printed off and organized in the Field Log binder. All original entries, hantewras
well as type written, were filed in chronological order. Once content angisscedures
commenced, the original field log was maintained and secured in the reseantfloe
and photocopies of entries were utilized for coding and other analysis processes.
Quantifiable Factors

Numeric representations of overall program evaluation were incorporated into the
thick description of the site as one manner through which to represent the program. The
manner and the extent to which the administrators of the associated facdépts
mentor processes integrated quantitative data in decision making processbkatedrtw
the contextual understanding of this constructionist study.

Confidentiality
Participants’ identities were protected for confidentiality. Atlneled interviews,

as well as their associated transcripts, were coded using pseudonyfrerdeAiny
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publications or reports resulting from the associated data, including thigatissemwill
refrain from identifying any of the participants.
Data Analysis Procedures

As with all other aspects of this study, the purpose of investigating community
college faculty members’ perspectives regarding formal facultyestudentoring
interactions served as the researcher’s guide for data analysis. RIgd deductive
analysis of data sources, while inductive analysis via data displays, datzssnand
other analytic procedures met the study’s exploratory purpose. Furtherrexitdefand
emergent aspects of naturalistic research complicated analysssgge@s
interpretations are inherent to qualitative data collection processes (Patton\N200@&t
2001). Wolcott’s distinction between interpretation and data analysiseassighe
development of the data organization and representation plan described below for this
study.

Documentation of the researcher’s role and investments have previously been
noted; however, it is important to reiterate that the researcher seriespasrtary
analysis tool and her reflective journaling entries served as dataabaeferenced
during analysis processes. Analysis of reflexive journaling data looted to emergent
themes related to RCT’s grounding concepts of self-in-relation and-priccesses.
Furthermore, reflexive journaling provided additional insight into the culturaégbimt
which the faculty members’ perceived interactions transpire. Finajyomrxg the
researcher’s reflexive journaling data allowed for the researctexplore how her
personal perceptions, beliefs, or development through the research process may have

impacted the study, data collection processes, or reported results.
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Detailed descriptions of the research site, the participants, and thessetting
which data were collected were organized chronologically in a field lofp &abese
aforementioned data sources, as well as observation notes, field log erdtexstcel
community based activities, field notes, and reflexive journaling datareferenced
during the content analysis processes in order to develop a thorough rich, thick
description (Geertz, 1973) and narrative portrait of the context constructed by the
participants in this study. As data analysis is a recursive cycle in whizla@acollected,
then analyzed, and result in conclusions or hypothesis which then are questioned, re-
investigated, or verified via additional data collection and analysis (Ciie20@3;
Erlandson, Harris, Skipper, & Allen, 1993), various aspects of the analysis processes
expressed in this study reoccurred as appropriate to the study’s purpose.

After reading all transcripts in their entirety (Wolcott, 2001) content aigaly
procedures began by performing open coding processes as described by Patten (2002).
The purpose of this process was to identify emic themes that naturally énoengbe
data. Next focused coding and analytic memo processes (Emerson, Fretz,, & Sbaw
were followed comparing the guiding principles of RCT to the data. Thesetieduc
analysis procedures transpired such that all sources of data were expldesdity if
and how the content related to RCT components expressed as: (1) social contexts are
integral to relational interactions, (2) members of a mentoring dyad avalhgut
responsible for the skills, outcomes, and conditions of the relational processes, and (3)
that systemic powers influence relational interactions and the developmentabkprofyr

relationship participants (Fletcher & Ragins, 2007). Each transcript wasredto

61



identify content that gleaned association with each of the aforementioned RXig
principles.

Beginning with the RCT guiding principle which expresses mentoring as a
contextual interaction, each interview was read to identify areas withiratisetipt
where participants made reference to the importance of the commungtyecoll
environment, or differentiated the associated campus from other environmentson rela
to their student mentoring experiences. Such explorations incorporated focused coding
reads along with, analytic statements which kept the contextual releataments and
stories organized thematically. Each transcript was examined to idewlifgnous
contrasts, as well as to explore the meaning of stories participants toldongego
interview questions. Identifying points of indigenous contrasts and underlyingngsani
potentially themes within participant stories contributed to the researeldity to re-
present the participants’ perspectives regarding the community colleigstcamnd
culture, as well as how these relate to the faculty members’ perceivéarimgn
experiences.

In addition to chronicling indigenous contrasts and making meanings of stories,
all transcripts were examined to identify text where participantserefe their
responsibilities and developmental experiences as they relate to theptmers of
outcomes associated with student mentoring processes. Similarly, th@asegxamined
to identify if and how faculty members expressed perspectives regandingle that
systemic power structures had within formal faculty-student mentoringgsexe the

community college setting. Again, focused coding processes were employed during the
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initial examination of transcript data, followed by the development of thenratigta
statements in order to organize potential interpretations and representatiossioigne

Next, institutional artifacts were analyzed with special attenbaonhtextual,
cultural, and systemic power inferences as RCT suggests. Focused codimg and t
development of analytic statements as expressed above contributed to the ttwganiza
and representation of thematic developments. In addition to attending to overtstateme
related to RCT guiding principles, all of the aforementioned data sourcesevesad
and pondered with the intent to identify data themes that RCT suggests should be present
yet were not identified easily within the data.

After the analysis transpired in which the focus was searching for theensan
which RCT was supported by the data, another round of analysis transpired fg identi
the ways in which the data collected contradicted the main guiding princigR&Tof
Content analysis procedures including coding processes (Patton, 2002) providesthe basi
for identifying themes that associate with RCT, themes that contra@itt &d emic
themes expressed by the participants. Once themes and patterns weredd#dmifi
processes were repeated based upon questions that surface throughout thiectaia col
processes and theoretical aspects of episodic mentoring. A step-bytaaean of
analytic processes is provided below.

Initial Read and Hook and Eye Technique

All verbatim interview transcripts were formatted such that thereavta® inch
right and left margin to provide space for researcher’s notes, with continuous line
numberings. Comments were noted within the researcher’s field log aastaibed

each interview to document analytic processes as they transpired duringliéatson
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processes. Additional notes were made in the margins of the transcripts regadiata
content during the initial and all subsequent reads (Emerson, Fretz, & Shaw, 1995). Each
transcript was re-read employing the hook and eye technique (Creswelljr200i¢h
recurring and related terms were highlighted and linked together with lingispll
terms were identified and linked yet were easily recognized asathtfpatterns through
the use of a variety of color highlighters.
Unitizing Data

An additional content analysis process required the identification of sigmifi
data units or chunks. Initially, chunks of data, sometimes a paragraph or two or three
consecutive and related sentences were identified by the researsty@esasnting a
concept (Patton, 2003). Chunks of related content and contexts were then reduced to the
smallest unit through which one specific idea was represented (Erlandsos, Harr
Skipper, & Allen, 1993). Using colored highlighters, data chunks were identifibthwit
electronic copies of all transcripts. Once identified, these data chunkseparated
from their transcripts electronically within a Microsoft Word document. Chunks wer
identified based upon pseudonym and line numbers employed to code the data. Once
separated from the completed transcripts, data chunks were analyzed tp d#eati
units within the larger chunks that served to represent the idea.

Data units identified were printed individually, onto mailing labels. Each data unit
was placed on a separate three by five index card. Once all units weeidethe
cards were mixed up so that they were not in any predetermined order. Therdinstas
read and set aside, facing up so that the content was legible. The next cardiwbg rea

represented the same idea as first card, it was placed on top of that card to riegke a pi
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the unit represents a different concept, it was set aside to start aesegarat his

process continued until all the unitized cards had been read and placed into associated
piles (Earlandson, Harris, Skipper, & Allen, 1993). Once all cards had been stoted |
piles, one or two descriptive terms were assigned to each pile. On the back adreach
these descriptive terms were written, these terms were also noteémaraes \Word
document. Next, the cards were reshuffled and the process was repeated until no new
descriptive terms emerged. These descriptive terms served as buildingtblocks
determining content themes.

Deductive analytic coding processes transpired by comparing the etnerge
themes with components of RCT. Themes were mapped and data findings wetedeco
and discussed relative to the theoretical groundings of RCT, as well as preei@isri.
Based upon constructionism and the context specific factors within the community
college environment, it was expected that the perceptions of the community college
faculty members would vary from past reports regarding faculty-studeronme
experiences.

Quality Criteria

Serving as an indicator that this study was methodologically sound, the
trustworthiness of the study was established by employing techniquesavidep
credibility, transferability, dependability, and confirmability (ErlandsornryidaSkipper,

& Allen, 1993; Lincoln & Guba, 1985). In addition to trustworthiness which serves to
ensure that a study was methodologically sound, the researcher also atidasieels of
authenticity. The following section will discuss how each aforementionedtasgec

trustworthiness were addressed within this study, as well as indicatughenticity.
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Credibility

Credibility refers to the degree that reported findings accuratelytdbpic
participants’ perspectives regarding the contextual investigative Baygosive
participant sampling, member checking interview transcripts, and peer depvieie
processes that were employed to establish credibility within this stuldijtiénally, the
researcher gathered artifacts, quantifiable data, and observatiorisreritial adequacy
materials” (Erlandson, Harris, Skipper & Allen, 1993, p. 139) which allowed for
triangulation of data during analysis processes and contribute to this stretyilslity.

Transferability

Transferability refers to the degree to which the data and reported fimdinbe
generalized and applicable to other contexts, in this case community collegé form
faculty-student mentoring programs. While it is ultimately the respongibilia reader
to determine the transferability of findings, processes were employeid stidy to
provide adequate information to determine the appropriateness of transferabilit
Purposive sampling to recruit participants from every academic deparinadunding
humanities, social sciences, math and science, business, and developmental education
was one manner in which this study sought to promote transferability. Addiional
providing thick, rich description of data and the context in which it was collected via
narrative portrait of the institution culture and the formal mentoring proghasn, t
dissertation provided readers with adequate information to determine the ahitisfer
of findings. Finally, grounded in RCT this study referenced the theory duraigtia

processes to provide additional potential for transferability.
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Dependability

Dependability refers to the consistency and traceability of a reseaadsgpro
Keeping all data sources including reflexive journaling, field notesaeisif as well as
data analysis processes and products organized provided an audit trail from which the
dependability of this study may be determined.

Confirmability

Confirmability refers to the degree to which the data and associateugsnaiay
be substantiated. Components of an audit trail including organized raw data, field notes,
reflexive journaling as well as analytical processes and products sersepiort the
neutrality and confirmability of this research.

Authenticity

Authenticity refers to the research’s ability to recognize and 1i=epte
participants’ perceived realities within the given context. Issues oefsrwere
addressed by inviting all faculty who participated in the associated féaunaty-student
mentoring program with the opportunity to participate in the research, as well as
confirming and re-confirming their consent at the beginning of each intaracti
Additionally, all participants were made aware that that their identitculd be
protected for confidential and that they had the right to request a copy of thedifaling
personal use as well. No follow-up interviews were requested by any jeantici
however, all participants were provided opportunities to address any concemusngg
researcher interpretations via member check processes that transpired. The
aforementioned actions attend to issues of ontological, educative, catalytic,taad tac

authenticity.
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Summary

Epistemologically grounded in constructionism, this study emplaygdbori
theoretical analysis incorporating the grounding concepts and guiding psoidRCT,
as well as additional emergent thematic qualitative research approaanesstmate
community college faculty members’ perspectives regarding studenonmg
processes. A community college served as the research site, and pasticigiee faculty
from the institution who had participated and intended to continue to participate in the
college’s formal faculty-student mentoring program. The researchesssopaor
community college retention and her involvement in student success initiatisag am
community college students fostered her desire to collect data from thty facul
participants via individual interview, observation, from programmatic atsifand
associated quantifiable data. Additional sources of data, including field motes a
reflexive journaling, the manner in which they were organized, and analysislprese
performed contributed to the study’s trustworthiness and authenticity.

Thick rich descriptions of the participants within a narrative portrait of thexbnt
are provided in Chapter Four. Findings that resulted from the data and reseaeds¢s
are expressed in Chapter Five, while Chapter Six discusses the thearatipeactical
implications, as well as the limitations of this study and projected afdature research

regarding formal faculty-student mentoring process within the commusilgge.
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CHAPTER IV

NARRATIVE PORTRAIT

Contributing to the fundamental knowledge of formal faculty-student mentoring
at community colleges, the purpose of this study was to explore community college
faculty members’ perceptions of tactics they employed to foster producéimeoring
processes as well as tactics that mitigated negative mentoringegqasti Included in
this inquiry were the community college faculty members’ perspecgssding what
tactics individuals and institutions employed to support their engagement in the
community college student mentoring processes. Epistemologically gibimslecial
constructionism, which embraces the notion that people create reality withinre c
(Crotty, 2003; Geertz, 1973), findings related to this research are best presented in
association with a depiction of the data that illustrate the participastdedt realities.
Therefore, the focus of this chapter was to provide the reader with a detailettbdeof
the environment in which this research occurred.

Intended to provide the reader with a glimpse into the social and cultural tsontex
of North East Community College (NECC), as perceived by the participastshtpter
incorporated data designed to portray the campus’ mood, character, and gedgraphy

order to re-present NECC's social and cultural context this narrativaipartiudes
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thick descriptions of research participants, detailed accounts of critice s,
depictions of the campus’ geography, as well as reveals specific fatiarsthe
surrounding community. Conceptually, the NECC campus culture depicted in this
narrative refers to the activities, attitudes, shared sense of purpose, ams ®fste
interactions collectively expressed by participants.

In addition to re-presenting the normative activities, attitudes, sensepofspur
and interactions participants expressed, the cultural context depicted below iatespor
the researcher’s perspectives regarding each of the aforementiondd aesfiex social
environment, collectively referred to as the campus’ cultural context.ripgsas of
interactions and observations, as well as details about the geographic, paysicae
décor of the space in which the participants perform daily activities avelpd in order
to portray the cultural context of NECC as perceived by the researchersstogated
narrative portrait is meant to provide you, the reader, with information totdlepibelief
systems and normative behaviors that contribute to the NECC campus culture.

Therefore, in addition to providing details that depict what community college
faculty members who mentor students do, that is how they relate to the students they
mentor, the narrative portrait is provided to illustrate aspects of the enenbtinat lie
beneath the perceived normative behaviors. Furthermore, as expresseadry2Pap)
there is both an NECC campus culture as well as an NECC mentoring prognam. cult
Therefore, the detailed narrative portrait below serves to portrayrsaaftthe campus
environment and culture, as well as NECC'’s formal mentoring program calure

depicted by observed and reported collective behavioral patterns and betiédsnhthe



perceived norms of what is, what can be, how people feel about these norms, and what
and how the collective group will do in response the perceived norms (Patton, 2002).
Furthermore, incorporated as a separate chapter explicitly to expeesdtural context

in which this research transpired, the intent of this narrative portrait is talpreaders

with information from which they may determine the transferability aflteseported in
Chapter Six.

Beginning with descriptions of the institutional setting, including the layout of the
campus as depicted via Figure 1, a modified campus map, this narrative psrtrait r
presents culturally relevant geographic factors that contribute to the camgrisiring
context. Next thick descriptions of the participants and the spaces in whichewter
transpired are expressed. Finally accounts of informal interactionstudkbngs and staff
are presented to provide additional insight into NECC'’s social conBaxtraying the
context associated with the researcher’s perception of the participansstucted
realities, the narrative portrait provides a milieu surrounding the asstc@atmmunity
college formal faculty-student mentoring program.

The Institutional Setting

Tucked amongst the trees at the top of the hill on a winding two lane road the
entrance to North East Community College (NECC) is easy to miss. A ssigplset off
to the South East corner of the main road leading to campus blends into the cloudy
overcast sky on a drizzly April morning. NECC is located in the center of 218 @fcre
rolling wooded hill approximately 30 miles northeast of a major metropolitanratba i

northeastern United States. Serviced by a comprehensive public transpoytsteom s
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NECC is the largest educational institution in the county serving appretynizt,000
credit seeking students and 8,000 non-credit seeking students each semester.

At 6:12 am on a drizzly April morning, a local radio station’s morning show
reported the current temperature to be a damp 42 degrees, forecasting amtGCpanoe
of rain with a high in the mid 50s. A city bus rolled up to a green metal bench and
dropped off three individuals. A large framed Caucasian male with droopy shsocilaier
in black jeans, black converse shoes, and black t-shirt over a dark grey long sleeve
garment exited the buss first and immediately lit a cigarette as he tvadging, with his
hands in his pockets and chin on his chest, up hill on a gravel path towards the center of
campus. A petite African American female sporting dark blue jeans, wigtd tennis
shoes with thick pink laces that matched the puffy pink jacket embroidered with
“babyphat” in satiny stitching on the back, pulled the oversized faux fur lined hood over
her head as she briskly walked towards the center of campus, passing thggrabse
got off the bus first. The final passengers emerged from the bus weanglagks, a
black fleece, worn white and light blue New Balance tennis shoes-- strands of he
shoulder length brown hair peeked out from under a peach scarf as she walked with a
steady pace, head held high, into the Classroom Building situated approximatatg$0 y
from the bus stop.

The Classroom Building is one of the more contemporary buildings among the
eclectic assortment of campus buildings. Another contemporary building, therigear
Resource Center (LRC) which houses 110,000 volumes and 600 periodic titles, as well as
a myriad of academic support services is nestled on the campus grounds between t

Student Center and the Administration building. While there is a specific building
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designated as the Student Center, the energy and activity within the Lirlic&tive of

the spirit of education and community on the NECC campus. At 9:00 am on a Friday
morning locating a space to work among the 21computer stations in the LRC was a
challenging task. An African-American female dressed in a red Babgpleat outfit

with light brown Ugh boots removed an earphone connected to an ipod as she focused
her attention to scanning for a space to work.

A librarian assisted a twenty something international student from anrkaster
European country who was trying to learn how to save her work to a flashdrive, turned
her attention to a student at a nearby computer station who answered a cell phone.
Through conversations, and with the support of security personnel, the student who
answered the cell phone — a violation of LRC policy — was escorted out of the interior of
the building into the lounge area; three students who had been waiting for a work station
vied to take over the space. Two female students, one Caucasian and one Black, shared
earphones to a single ipod and were creating graphs using Microsoftvexklbbok
computer applications. A young Caucasian student with long straight bla¢kdtair
framed her face wore a capped short-sleeve pink t-shirt and pressed jeanas She w
surfing cnn.com and the drudge report when something caught her attention and she
raised her left hand, upon which was a solitaire diamond; she bent her fingeng@ea
small wave and smiled a greeting to someone across the room. A man who looked of
Asian descent with salt and pepper hair was consulting a thick “Salary Factsabduk
examined a classified website he jotted notes into a spiral bound graphingakot€he
above descriptions exemplify the collection of individuals engaged in activity in the

LRC's first floor computer space. The random pattern of traffic, the vafequiet
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conversations, and the assortment of transactions that transpired sudgedstes t
conglomeration of people was not a single class, rather it epitomized the basithess
diversity of LRC activity.

Adjacent to, but separated from, the LRC first floor computer labs and book
stacks, on the other side of a wall made of glass doors, was a student lounge. $h contra
to the quiet hum of learning, paper writing, and studying that transpired in thal centr
LRC area, the atmosphere in the lounge was almost festive. Three male suiglents
jamming - passing a bright red guitar, tan ukulele, and a worn hand-drum around to each
other as they spontaneously developed lyrics, laughing and poking fun at each other.

...this tired ganna be drop out sittn’ next to me need to get it together if

for no other reason, study for the grade who cares why, just don’t stop...

hey now hey now listen brotha I'll do it for me, not mamma, no girl, just

me, just me me me... (fieldnotes)

While the three male musicians continued their antics, a slender bald blackearamgw

grey pants, a white oxford button up, and a red horizontal striped tie walked up to the
snack cart, ordered a coffee and banana and sat down across from a women who was
sewing. He leaned forward and engaged her in conversation. While she continuegal to ke
her eyes focused on her craft at hand they chattered back and forth, animatedenough t
produce smiles on both parties, yet quiet enough that their conversation remaiated pr
under the dull humm of the fan and jamming session in the back ground. Reaching across
the table to pat her arm, the man stood, the women who was sewing finally looked up

from the fabric she clutched and stated “Have a good day professor.”
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As the professor left the lounge area, he raised his right hand that was holding the
coffee cup, nodded, and smiled to a group of seven students clustered near the large
windows that looked out to the center of campus. One student kicked the legs of another
male student who was “making out” with another student and pointed to the exiting
professor; there was an outburst of laughing - one student clapped his hands on his knees
stomped his feet, and let out a laugh as he tipped his head backwards. Another student
covered her mouth as she squealed and exhaled a loud “you di-int”. The couple pushed
away their friends’ intrusions and returned to their snogging session.

Outside the window and behind the cuddling couple and their peers, people were
walking hurriedly with their hands in their pockets, or with their arms acrossctiest,
as the grey sky began to release cold rain into the 43 degree air. The mothehagjoose t
had made a nest and was sitting upon eggs just outside the LRC lounge window tucked
her beak into her feathers and shuddered, shaking off some of the raindrops. Five other
students who sat in the plastic maroon chairs at various spaces around the sixtéoot whi
tables kept their eyes fixed upon the textbooks or notebooks that they were studying,
apparently oblivious to the commotion within, as well as the weather outside, their
immediate surroundings.

Down the hill from the LRC outside the Student Center a security guard, dressed
in black pants, black shoes, and a black long sleeve shirt underneath a white short sleeve
button up with a gold badge on the upper left pocket area, hoisted a green golf umbrella
and trotted out to meet a student as the rain oscillations increased. Insitledte S
Center, just outside the cafeteria, sat four feet square tables underneah that had

been painted by art studenfBwo students sat at these tables and were creating a poster
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board that illustrated the plant life cycles. It was early in the dayhges were three

pairs of students eating brown bag lunches, another student sat by heiselatesan
oversized lemon poppy seed muffin and read a novel. Down one flight of grey cement
stairs in an emergency exit corridor were clusters of students in various student
organization offices.

Three male students, one Caucasian and two Latino, who were hanging out in the
campus’ radio station office, blankly stared and shrugged their shoulders wherif aske
they knew about any mentoring programs on campus. A black male student that sat
across the room looked up from a computer and said “no but check out the counseling
center on the third floor.” In two offices down the hall four students were working on the
semester’s last edition of the campus newspaper, one Caucasian studesseexjia
she knew there was a mentoring program but that she was to busy to participate. An
African American female student, who had bright red fingernails and mumexro that
sprung out from under a green bandana tied around her head, sat opposite the table upon
which the paper layout sat. She looked up, stopped working, and said “go upstairs to the
counseling office they can tell you about it, but hey - don’t you wanna writedqraper
— you get to know a lot of peeps that way if that's what you're looking for.”

Across the hall in the Student Government Association office seven people sat
around a table engaged in conversation as they marked all over a large postwithotes
a variety of bold colored markers. When asked if they knew anything about a student
mentoring program the following interaction transpired.

One student responded “jeez I'm so connected...not for me | don’'t have

time.” A few others laughed and nodded in agreement. They explained
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that they were “already so connected to campus” that they didn’t see a

need for any mentoring program. One of the students pointed to an

African American female, and retorted “we got her — what more could we

want?” The woman playfully swatted the air in the students direction and

laughed as another student chimed in  “or really, what more could we
handle?” The woman rolled her eyes, introduced herself as the SGA

advisor, and provided directions to the third floor where members of the

counseling office could provide more information about the faculty-

student mentoring program. (Fieldnotes)

Across campus from the Student Center sat Historic Hall, an English Tudor
manor that had been placed on the National Register for Historic PlacesicHtistibr
housed members of NECC'’s executive leadership which included the PresidB®dathe
of Academic Affairs and Personnel Services, College-Community Relaindghe
NECC Foundation. This two-story, rock brick mansion allocated to NECC by the county,
was part of the estate of one of the area’s prominent families, and was an iconic
representation of the institutions connection with its community. Community coymeect
were integral to the fiber of NECC’s mission and were expressed throughsastich as
those displayed by the College’s president.

When the president came to this college one of the first things he did was

to get rid of the walls around the campus. So we are an open campus, part

of the community, everyone is welcome here on this campus. (Gina 687)
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Between Historic Hall and the Student Center was the center areamizam
home to gaggles of Canadian geese, rolling terrain, mature trees, open lananspace

mix of contemporary and historic architecture which provided a serene environment

Cafeteria

Campus Map Key

AAB Academic Arts Building

BK Book Store
CcC Children’s Center
CLA Classroom Building
HH Historic Hall
HSC Health Science Building
LRC Learning Resource Center
m— Access Roads PEB Physical Education Buildg

STC Student Center
Walking Paths TEC Technologies Building
() student Parking O Bus Stop

A Faculty Parking

Figure 1. A modified map depicting the Northeastern Community College campus.
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The People

Boasting the state’s largest continuing education program and pridingagself
national leader in immigrant education, NECC'’s student body was as diverse as the
architecture of the campus buildings. The institutional research efffmessed that
twenty-seven point five percent of the student body was born in a country other than the
United States, 52.7 percent of the students were Caucasian, more than eighteen percent
were Black, and more than sixteen percent were of Hispanic descent. Althostinea
students taking classes for credit were over the age of twenty-five, aracghipof
students were enrolled in full-time courses.

While the ethnic and cultural diversity among the faculty and staff did natmirr
that of the student populations, the institution was working to improve upon this measure.
Committed to the success of community college students, NECC'’s faculty drithstaf
received the greatest number of state-wide awards for excellemaemrtg and
development when compared to all other 35 community college in the state system. T
consensus among campus community members was that the campus’ facultff and sta
were dedicated to the success of their students.

This campus is exceptional. The College is committed to the teaching

process. At our school everybody, it does not matter who you are,

everybody is committed to the learning process from the secretary, | think

even the maintenance people you know, we all are very —we are

committed to people learning. We want people to become educated and to

do that well you know, you have to mentor people along. (Gina 460...467)
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Henry, NECC's president embodied the institution’s spirit of education and was
among the 38 individuals actively engaged in the formal faculty-student mentoring
program at NECC. Faculty and staff clearly articulated an institutiopaictation
regarding the role of mentoring within the campus’ culture of education asxpsesssed
their perceptions that “if you are not .... then you do not work here.” “You are cortsidere
a substandard faculty member if you do not do it.” While it was known among faculty
that many of their peers mentor students through informal avenues, thevastil
recognition that the formal mentoring program earned “the President'sfsggiroval.”
(Wendy) Table 1 depicts the cohort of NECC faculty and staff members thed ser
formal mentors to 101 students during the Spring 2009 semester.

Table 1

Summary of NECC Faculty and Staff Members Serving as Formal Mentors

Position Held at NECC Number
Full-Time Tenure Track Faculty Members 12
Librarians — some teach adjunct overload 7
Part-Time Adjunct Faculty Members 6
Counselors/Academic Advisors — some teach adjunct overload 5
Administrators — Division Dean or Executive Leadership 5
Curriculum Specialists — Professional Staff 3

Research Participants
Of the 38 faculty, staff, and administrators actively engaged in formabnirgnt

processes 19 participated in interviews and or observations sessions. As further
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confirmation of the racial differences between faculty and administeatdrstudent, 100
percent of research participants described themselves racially ag*Wlwever, four
of the 14 female participants were born outside of the United States. One of thealld fem
participants held the position of Division Dean, the other female administrators who
participated were directors of their respective departments. Corwdveelof the three
men interviewed held full-time executive level administrative positiocdyding the
College president, while the third was a full-time faculty member of &mglihe final
male participant who engaged in the research during an observation session, a member of
the Steering Committee, held a full-time professional staff position witlkeitiirary’s
information technology division. Two individuals scheduled to be interviewed were
unable to participate due to weather that prevented a return to campus froomal nati
conference and personal health concerns.

Additional summative descriptors of the 14 participants who engaged in interview
processes are provided within Table 2. Details regarding the five addpentigipants
who attended the Steering Committee meeting are not provided individually; th#dter
meeting is described as one critical instance in a latter section of thiercha

As desired, a combination of faculty, staff, and administrators representing
various academic division and institutional offices participated in the intepriegess;
thus a diversity of perspectives was gathered. Voices from individualserpngs
Academic Affairs, Student Affairs, Business Affairs, Continued Educationhend t
Foundation Office were incorporated into the interviews and will be referenced
throughout the remainder of this dissertation. Specifically, perspectivey&oous

academic divisions including Arts and Humanities, Mathematics and Sciaual, S

81



Sciences, Health Sciences, and Developmental Education were captured viexrtienint

process. Table 2 is provided as a quick reference guide to assist the saadgr a

continue to explore the cultural context of NECC by gaining insights into the

personalities, values, and character of the NECC faculty, staff, and adatanstvho

participated in individual interviews associated with this study.

Table 2

Descriptors of Participants who Engaged in Interview Processes

Years at Years as Mentor NECC

Pseudonym Position Type NECC at NECC Alum
Shirley Faculty 3 3 No
Dani Staff 7 7 No
Erin Staff 4 4 No
Seren Staff + adjunct teach 19 12 Yes
Wendy Admin 15 6 No
Misty Faculty 19 19 Yes
Wonda Admin + adjunct teach 12 12 No
Yancey Admin + adjunct teach 7 7 No
Henry Admin + adjunct teach 42 42 No
Meghan Faculty 6.5 3 Yes
Gina Admin + adjunct teach 17 17 No
Dianne Faculty 17 17 No
Walter Faculty 6 4 No
Saedi Staff 31 31 No

Note. Admin is an abbreviation to represent thatahsociated participant served in a traditionaliaitrative position.
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A profile of each participant involved in a personal interview, and a description of
the space in which the interview transpired, is provided in chronological order below.
References to ethnicity, race, or cultural experiences and affiliagfdahse participants
resulted from information that they personally shared with the researchkeevia t
interview or the associated written demographic survey. Next, a descriptionforftizd
faculty-student mentoring Steering Committee is presented. FinaBygaested by
Erlandson et al (1993), critical incidents recorded through observation, candid
interactions, and engagement in routine campus activities will be offered tdatto
this narrative portrait intended to depict the social context and campus cultureln whi
NECC'’s formal faculty-student mentoring program subsists.

Shirley

Shirley was the first faculty member interviewed through which her wilésg
to “meet students where they are” and for the student to “take the lead” mg sletti
mentorship boundaries was evident. Shirley’s regularly scheduled bi-weekingnee
with Kathryn at 6:30 a.m. in Shirley’s office provided invaluable insights into a formal
community college faculty-student mentoring exchange.

The greatest challenge of doing this at a community college is getting a

student to spend time here outside of class time. Because nine times out of

10, if they are not here at class they are out at work. One of the reasons

I’'m here at this time and day (6:17 a.m.), is | have a whole lot of students

who do an eight o’clock class and a nine o’clock class and then they are
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off to work the rest of the day. So if | am not here before that eight o’clock

class they can never meet with me, and that is not fair. (742)

Setting her deep blue traditional coffee mug in which a fresh tea bag was
steeping, Shirley got out of her black roller computer chair and greetbdyKavith a
hug. Shirley’s petite runner’s frame was dwarfed by Kathryn’s talkgtbaild, yet there
was no sense of awkwardness between the two as they settled into seatedheach
other. After introductions the two opened their session with a lively
conversation/commentary regarding a documentary that Kathryn had watchetddss.
At 18 minutes into the mentoring session, Kathryn stopped fidgeting with her Dunkin
Donuts coffee cup, uncrossed her legs that had been tightly clamped at the kihegs, se
back into her black plastic chair as she placed her right ankle atop her left keee. T
energy in the room relaxed from a forced conversation to a calm ambiance with smooth
transitory statements. Shirley leaned forward, crossed her ankles and tuckeshties
her chair, as she listened intently as Kathryn expressed some of thegdw#iba was
facing, in her personal life as well as academically.

So I'm talking to my lawyer yesterday and he is saying ‘well this is

basically the end of the line, this is all that we can do — nothing.” and I'm

like, ‘dude like | just paid you like over $1,000 dollars to not have to do

this and you are now telling me that.” So yesterday was a little bit of a

rocky day you know there was some financial realities and what not. So

that’s the stuff that is going on on the outside. Ohhh and also work —

goodness when it rains... uhm work... So that is what is going on. Umm it
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is okay, but it has been very emotional, just a lot of stress, and that is on

top of all of the papers that we are doing you know. (75....128)

The interchange between Kathryn and Shirley resembled a professional tennis
match, meaningful volleys culminated with conclusive points. Backhand comments
through which Kathryn would downplay her future, lead to tension filled moments in
which Shirley served up support.

But remember that your most solid ground is yourself — you always come

through — ALWAYS. Look back you always come through. You can

always depend on you. | know you think ‘well that doesn’t really stack up

when they are asking me for two grand in two days,” and it doesn’t stack

up for when | have to decide when I'm gonna move, that it doesn’t stack

up when... but YOU are the strength in yourself. And your attitude of

each day at a time will work it. (394)

Shirley highlighted Kathryn’s academic and professional skills, andgedvi
encouragement and direction to Kathryn when she stated

itis NOT a footnote. Think how many hours you spend - make a list of the

skills that you have to use to do that job. Okay you are not getting paid for

it, it is all volunteer, but you organize, you communicate, you do PR, you
direct members to do... you know That’s how you have to build yourself.

What are the skills that you have? In fact the next time we meet why don’t

you bring me how you would describe that and we will go over it. (268)

The mentoring episode concluded with well wishes and reiteration from Kathryn

that she would bring a copy of her resume, information she received from her pending
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meeting with the transfer advisor, and an update regarding her financial sitadtiene
meeting in two weeks. As she hoisted her black purse upon her broad left shoulder
Kathryn returned Shirley’s one armed hug, thanked her for “another meaningfahgessi
dropped her coffee cup into the trash can by the door, and headed out to get to work
before her 8:00 a.m. shift at the hospital began.

Subsequently, Shirley described how Kathryn had grown, how satisfying it had
been for her to be a part of this amazing student’s progress.

What you saw today is about a 360 degree turn from where she was last

year. When | first met her she was very soft spoken and very little eye

contact. She had not been in this section of the building before; everything
about this was new to her. And because of this one goal that she had, that
we worked together and we made it. She just keeps coming and growing.

And becoming of who she is and what she is capable of doing and | am so

lucky to have been able to see that — that is a good thing. She had no

conception of what she could do. | mean none. (549)

In addition to serving as Kathryn’s formal faculty mentor, Shirley tatightredit
hours of English courses each semester, as well as coordinated adtitescholarship
program for future educators. Prior to her three year tenure at NECC Speétdy s
twenty years teaching English within the public sector of secondary esycatd held
various adjunct teaching positions at comprehensive, regional, public and privegesoll
and universities. She had participated in the formal faculty-student mentorgrgmro
during all three years of her tenure at NECC and had served on its Steeringit€emm

during the past two years.
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Dani and Erin

The second interview originally scheduled with Dani alone, resulted in an
opportunity to host a guided conversation with the purpose of exploring the unique
collaborative relationship between Dani and Erin, which served to foreshadow the
collaborative spirit throughout the NECC campus culture. Dani and Erin shracéfica
located in the Center of the Learning Resource Center, and collaborated ito andéce
the most of their three-quarter time support-staff positions, each coordipatgfics
mentoring programs as well as supported NECC'’s volunteer programs. Nesthanw
served as a formal faculty mentor to students; however, they were instalime
coordinating formal mentoring opportunities through which the diverse student
populations at NECC got connected for success.

It really doesn’t matter howhey connect on campus but once they connect

to something or someone they get connected to other things. So — that’'s

the purpose of the whole thing. So you know that if they are having

problems they’re gonna get to the academic support center, they’re gonna

get into a club, they're gonna start to become connected. (194)

While they sought to meet mutual goals related to connecting students to
resources they needed to succeed, Dani and Erin coordinated distinctgndliffer
mentoring programs from their own workspace within their shared office, and segbres
divergent personal and professional experiences related to mentoring prodesises. T
shared office space, and collaborative spirit in which they supported eacls other’
program reiterated college’s dedication to mentoring processes as \Wedl gersonnel’s

commitment to the NECC student success.
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Erin assisted with the coordination of a woman’s mentoring program that
connected female business students with successful female executivéscib
corporations. Dressed in a business casual pant suit, Erin explained that one of the
complications of the formal faculty-student mentoring program that Dani coadinat
was that

Each one (student and faculty mentor) needs something different. Its not

like you can bring a speaker, its not like the one that | do about business

where you can talk about business culture and communications and all the
skills that you need — every body is looking for something else, so it’s,

there’s just no way to bring it together like that. (307)

Erin also expressed that while the faculty resisted formal trainingputbiaess
women who serve as mentors within the program she supported relied upon structures of
training and accountability.

Because the faculty just didn't really want to be trained. {Dani nodded her

head and muttered an agreement} They didn’t want accountability and

they did not want to have a set number of meetings that they had to have

or whatever. Where as my other program is \a&gountable its like- this

is what's expected. (133)

Prior to her four years of service at NECC, Erin worked in a for-profit business
corporation and expressed that she had fond memories of her mentors.

My mentors were in the business field — they have been there for years, for

year and years. | have had mentors all along the way from my graduate

program to now... Knowing how, they told me what the possibilities were,
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always taught me both to develop personally as well as professionally.
That was the most wonderful part. (809...819)
Conversely, Dani expressed that

There is actually a professor in graduate school that | would have loved to

have had as a mentor but she was very busy...There is always that

situation when | wanted help. I'd try very hard to find somebody to get a

relationship with but it was a really bizarre experience. (806...829)

However, regardless of the difference between the programs they coordinated or
the divergent personal experiences with mentors, both of these professional staff
members expressed their allegiance to mentoring. With a broad smile slhewing
perfectly straight naturally white teeth Erin closed the intervievhassemmented
“Despite all the complications — we love it.” Nodding in agreement while shigeran
right hand through her short brown hair before she sat it down in her lap Dani chimed in
“There is nothing like hearing a student come back to you and say ‘thank you — you have
changed my whole life.” And | have to tell you that it just is good.” (906)

Seren

Seren, a petite woman agreed to participate in the third interview as a result of
casual conversation regarding the purpose of the Academic Support Servicesiigenter a
the bustling student activity surrounding her desk. Seren was the firstgzartici
interviewed that was foreign born and she was a NECC alumnus.

A stark contrast to the hushed studying that transpired above, the Academic
Support Services Center located in the basement of the Learning Resourcev@snte

buzzing with activity. Students of all ages and skin tones were mingling among
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computers, tutors, faculty, and staff as they sought support regarding sigasnasts,
or were simply fulfilling study hours required for specific courseserssat near the far
end of the hallway that led into the open tutorial area, behind an L-shaped desk. Seren
was a veteran educator with more than 30 years’ teaching experience encoufuinon
education schools that overlapped her nineteen years of service at NECC.

In addition to her full-time professional staff position as an Academic Support
Services coordinator, Seren, an energetic petite framed women whosendgdsvhen
she shared her experiences as a formal faculty-mentor, taught two evemisgs every
semester including English Composition and Literature as well as EnglasBacond
Language. She explained that she was a first generation immigrant stademt
Germany to Holocaust survivors. Seren expressed that she understood what ib lbeant t
a commuting first generation student, balancing family and school respdiesipdnd
gaining confidence in her ability to succeed. Her right hand formed a lobseHes left
hand and her elbows sat on the desk top as Seren rocked her hands in front of her chest in
the rhythm of the final words of her impassioned statement through which shatédstr
her wish for students to identify their own sense of self-efficacy.

| think our students are particularly afraid and hesitant and shy about being

out there and making a mistake and once they learn they can, their comfort

level changes and once they are comfortable — they can do anything and

that's the real lesson. That they can do it! (307)

Personal life and educational experiences fostered the development of the

mentoring relationships that Seren described as “individual” and “organic.h&tdrthe
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ceiling, appearing to search for the most effective words, she expressedidat t
mentoring interactions were personal and distinct.

It is hard to describe because it is organic and it happens the way it

happens. With different students in happens in different ways. In my case |

think it is almost always an activity-based relationship that then expands

into something more. So let’s say it starts when someone who does not

speak the language well, they come and need some more help with second

language acquisition skills and then it evolves or in some cases if a desire

to stay connected to academia and I'm the connections, or in other cases it

may be that there is a genuine building of an honest relationship. So

they're different people, different experiences for different readaas’'t

identify exactly how it happens. | would guess that they would all get

started from some academic foundation. (403)

The interview was intermittently interrupted as Seren responded to a female
African-American student’s request for assistance locating a bobk main stacks, a
male African-American student’s request to borrow a mathematics book interder
complete a class assignment, three phone calls, a male Hispanic studemippad bl
to return a yellow highlighter he had borrowed, and countless students who traversed
through the open work space as they logged in and out of the center via a computerized
system that scaned their student identification card. After she expta@eher position
loged over 10,000 students study hours each semester, Seren expressed how she had
engaged in informal mentoring practices throughout her career in addition tgppértg

in NECC'’s formal faculty-student mentoring program for the past twedaesy
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| think the college becomes more of a community because of mentoring

and | think everyone benefits from mentoring program..... And | talk

about it a lot.... Sometimes it's just a matter of identifying needs of

students. But it's not always easy....But | just feel like if | can just save

one — you know that is great. Save the world one student at a time.

(253...466)
Wendy

The fourth interview and the second foreign born participant, Wendy had
communicated with the researcher three times prior to the interview sharing he
excitement to participate in the study. Strikingly elegant, Wendy sat behihdshaped
cherry colored wood administrator desk. Her thin athletic five-feetemframe was
clothed in a matching black pencil skirt that fell just below the knees, threetiletio s
patent leather black heals, a black three-quarter sleeve blouse coveredhpyuaaei
silk cardigan. She shared that she had spent two and one half years’ teaching in the public
secondary school setting, ten years of experience working at a comprelieasiear
college, and 15 years of service in administration at NECC. While she did not teach any
for-credit courses, Wendy interacted daily with students and had participabe i
formal faculty-student mentoring program for six years.

Sitting in a temporary office with sparse decoration and few books within the
bookshelves, Wendy explained that her transitory bright white walled offtbewie
center of Learning Resource Center had removed her physically frotudeats
interactions of which she was accustomed and enjoyed. She continued and expressed that

the formal faculty-student mentoring program provided her with opportunities to
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maintain meaningful interactions with students. Transitioning from a more lcazdra
office where student traffic had been abundant, to an obscurely located office had
impacted her organic interactions with students; however, Wendy reported that her
participation in, and the mentorship resulting from, the formal faculty-studamtonmg
program had not faltered.

You know, the relationships are always as gratifying for me | think and |

hope they are for the student. And one of the down sides of being [in this

office] is that you often don’t see the students once they get started. You
know you sort of hand them off to other folks and so the mentoring

program allows me sort of the latitude to of staying connected. And | stay

connected, we all do to a lot of students but again this sort of legitimizes it

to me. And that’s always just really fulfilling so that parts been really

great. (132)

As a Cuban American Wendy was dedicated to the success of immigrant students
and had participated in administrative processes driven to enhance the support for
students studying English as a second language so that they may succeed in post-
secondary education opportunities. Working collaboratively with colleagues across
NECC'’s campus she had been instrumental in receiving a grant that

brought together 15 community colleges, the American Association for

Community Colleges and some other advocacy groups, some other sort of

non for profit think tanks, the migration policy institute is one that does a

lot of data analysis and research on immigrants. We are working to do a

few things. One is to raise to a national level awareness about the
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important work that community colleges do on immigrant education.

Another is to create a frame work from which we can lend technical

assistance and peer mentoring to other institutions, community colleges

that might want to get involved in [immigrant education]. And also to sort

of do some soft advocacy for issues that would break down some of the

barriers to immigrants. Right now you know the DREAM Act has

resurfaced; now it is in the Senate and how can we kind of push and urge

other people — not that we want to become lobbyists, but can we rattle the

cage a little bit. (23)

Maintaining contact with students she mentored a year ago, Wendy explained that
intended to provide continued support for the success, professional, and personal
development of native and foreign born Hispanic Americans. She expressed that her

interest has always been to try to mentor Hispanic students. | guess there

are two camps as to whether you should try to mentor like people and or

that it does not matter.... | serve them initially as a trouble shooter, and |

think that that is what sort of broke the ice for us because they really

needed help navigating the system (94)

At the conclusion of the interview Wendy leaned forward placed her elbow on the
desk top next to the clear class candy container full of mints. She brushed hbtasikort
hair off of her face, smiled, and stated “...it takes a real different atimadrk at a
community college. But you know | feel real strongly that we're the on&sma

difference.”
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Misty

The fifth interview and the third foreign born participant, Misty related to the
needs of international students. Misty was the second professional staff member
interviewed who had graduated from NECC.

She explained that as foreign born first generation college student thaatgcd
from NECC she related to many NECC students in a “special” way. The Undtiesd S
became her home when she was a teenager and she expressed that “ditglatellreo
students who are foreign born students who come here. And | understand how they feel
and | think that sometimes helps our relationship.” (198) She continued to express how
she related to and supported the students she mentored.

| think of who | was when | was their age and | put myself in their place

and | think ‘this is what | wanted to have from an adult that | was speaking

to’ and that’'s what | do | say ‘what would you like me to try to help you

with?’ | don't try to tell them this is what you should do. | say ‘where do

you want to be and how do you think you can do that?’ And all | want to

do is kind of push them in the right direction. But | don’t want to tell them

this is what you got to do period because - | don't think that's the role that

| want to have (168)

Beginning as a part-time tutor in the Academic Support Center, Misty bdebav
for NECC for nineteen years and at the time of the study served agim&tioordinator
for the Academic Support Center. In addition to her administrative duties, Misfiyttat
least one developmental math course in the evening each semester. Develapaténtal

had provided her with opportunities to connect with a greater number of students; to “not
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only learn the material [but] to help them build their confidence and feel that thelpca
it” (248). It was her “heart for these students” that energized her tocofféinued
support and guidance for semesters after they have completed her course.

I’'m always the shoulder to cry on — they know I'm always here and the

doors always open. They want to do lunch — let’s do lunch. We call each

other once in a while. We email each other. If | don’t hear from them for

let's say in 2-weeks I'll email them and say ‘how’s it going? | haven't

heard from you, are you okay?’ And they will drop in fairly often instead

of calling or emailing and say ‘hey | am doing okay — I've been busy.’

And that’'s what tends to happen sometimes during the semester. But | try

to stay in touch with them because | do worry, and | want to make sure

that they know that | am there, if they need to talk to someone. (130)

While she had engaged in mentoring activities informally for more than 12 years
Misty also participated in the formal faculty-student mentoring proghamnmg four
consecutive semesters prior to this study.
Wonda

Wonda participated in the sixth interview and was the fourth self-stated foreign
born female who engaged in this research. After 20 years of teaching amis&dinie
experience in various national and international institutions of higher education, Wonda
began her tenure at NECC where she served as the dean of an academic divithen. For
past 12 years Wonda taught one-three credit hour course each semestercpakg@ehr

in the formal faculty-student mentoring program in order to “keep connected to the
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students she served”. With a smile on her face, her chocolate brown eyes lit up as she
shared

| feel very - not only just rewarding, its quite uplifting for the day — as an

administrator our days are not always full of positive things, more times

we have headaches and | always like to see my mentee. One time was

really funny. | was to see a student and | was in the middle of addressing a

kind of a crisis kind of situation and | was really getting frustrated talking

to the person | was really, really trying so hard to help. | guess my voice

was getting louder — or unusually high and it was enough for the student to

notice and the student said to the secretary ‘should | come back because

Wonda is really upset right now — should | come back later?” And so then

the secretary came in and asked if he should go and then come back. And |

said ‘no — he is my good — send him right in. You know | need him more

than anything else’ (347).

Wonda sat up in her black leather computer desk chair that she had rolled out
from behind her uncluttered executive desk when she crossed her legs coverdd in thi
white nylons at the knees. Her simple strand of pearls and pear and diamond earring
elegantly accessorized the professional white sleeveless dress vatingahree-
guarter sleeve waist length suit jacket, and anklet boots. Her enthusiasm formgent
and students brightened the room similarly to the sunlight that streamed ith&om
windows that lined the upper third of the wall behind her.

Just above a cherry oak working table around which eight matching chairs sat

there were three holiday cards, a small rock electric water fall, soak avith the
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Chinese symbol for teacher — all mementos associated with meaningfohstais.

Above the credenza upon which sat a computer were three frames containing the words
teamwork, leadership, and attitude while across the desktop next to the phone gas a lar
vase full of fresh flowers. Crisp, motivational, and feminine described Wonda and her
office; it was impossible to disregard the positive energy surrounding and running
through Wonda as she described how mentoring made her feel.

It makes you feel really close to the person you know and I think that

being a teacher is such a great... | wouldn’t even call it a job — its not a job

its really a calling you know. You've been given, you've been blessed to

be given the opportunity to support others in a way that no one else can.

(458)

Wonda shared that she would not be where she is today without the support of
mentors, she was committed to mentoring processes and expressed the intentions to
participate in NECC'’s formal faculty-student mentoring program for mitiee¢y of her
career.

Yancey

The seventh interview, and the first male participant, Yancey agreed togadetici
in the study during a personal face-to-face contact with the reseazgheding his
educational philosophy.

A closed wooden door without any décor, and two large windows with blinds
lowered separated Yancey's office from a central area withiheébming Resources
Center. Similarly the interior of the office was void of decoration, a two piegetgble

top metal framed desk sat in the south west corner of the office underneath windows tha
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opened to the center section of campus. Yancey sat in a black fabric chair with rolli
wheels, he rested his interlocked hands behind his head and his left ankle was propped on
his khaki covered knee. In a laid-back manner Yancey shared his passion for teaching
future educators. In addition to his full time administrative role within NE&/@ry
semester Yancey taught a course for future educators.

| feel passionately that there be passionate and really dedicated people to

be teachers and unfortunately you rarely see that lately. So, what I've

discovered over the years is that there are a bunch of people who think

they want to be teachers who are lousy and for the wrong reasons, they

want the summers off, they want to be off at 3:00 and so and I, I'd like to

change that. And this course gets me an opportunity to get to know them

real well. And encourage and support them and know if they are sincere

about their dedication to school and teaching. (120)

It was to the students that were sincere about their dedication to teaching and
committed to their own educational process that Yancey expressed interesitaning.

| think | could be most useful as a mentor for people who are willing, who

understand that it takes commitment. | guess that | could be most useful to

people who are thinking about education for a career. Most of these people

who are thinking about education, within that subset | could be most

useful to people who are willing to invest their time into the process. To

do what it takes to make it work. Who will follow up with the meetings.

And even the people who you know with the right motivation they can

master the skills. You know unfortunately so many of the students here
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have so many complications in their lives that they are not able to

concentrate on their education for some time, or anything other than

simply living, and that is the case for most of these people who take night

classes. (147)

Yancey expressed his perception that “we babysit a lot here.”

Unfortunately there are those that come to school that just are not

intellectually inclined, and that is not to say about the students who don’t

have the skill levels — you can over come that but | think are those who

just there is no way they will make it through graduation. (128)

And for students who need support in areas outside of his content area he expressed
I’'m not a formal guide for holding student hands through the process. That
is one of the reasons why when my last mentee came to me about financial
aid | needed to get him to someone else because all those complicated
things are not my business. | did not want to send him in the wrong
direction. (264)

For seven years Yancey had served in an administrative role withinrAade
Affairs at NECC. He had participated in the formal faculty-student megtprogram
most actively during the four years prior to the time of this study and desdrdtadany
of his mentoring relationships had evolved from informal interactions with students

Mentoring is a formal program that makes a lot of sense to be involved

with the students, but there are other options here to formalize

relationship. But the less formal ones are just as important. ...you know

there are certainly tons of other examples of people who have wondered in

100



or who | have taught before who stop by for direction who | stay in touch

with — you know they too are true college mentoring but not through the

program. (296...305)

Additionally he described how informal or formal mentoring ought to transpire
because people care and want to be involved, not because someone in

some far off administrative position says it has to happen — or dreamed up

a mentoring program, | don’t know it just needs to be a natural thing.

(385)

Prior to his tenure at NECC Yancey had held positions within traditional public
secondary education institutions for seven years, contributed to experiectiad s/
education within the public school sector, in addition to serving in various central
administrative and research positions associated with public secondary eductorss
in the United States.

Henry

The eighth interview resulted when the interviewer stopped by the President’s
office to express her appreciation for his willingness to provide her permissioncess a
to study mentoring at NECC. Henry, nodded his acceptance of the thank-you, shook
hands with the researcher and invited her into his office located in a nationadglitemtr
historic building — a regional treasure tying NECC to the surrounding communities.

Built in 1932 the 20-room Tudor mansion, with its large carved front doors, was
crafted for philanthropic millionaires with great appreciation for whrmomfort, and
beauty. The warmth of Historic Hall was a welcome respite from the damp amg dre

April morning drizzle. Henry was seated behind a grand desk centered in front & a larg
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window, a thin man dressed in navy slacks and a white oxford with a light narrow lined
grey and maroon plaid that was button up through the collar where a maroon tie was
loosely fit. This grand domed ceiling room with ornate walls paneled with carked oa
which once served as a family room, contained volumes of books including dissertations
relating to NECC and Henry’s administrative practices.

The researcher sat in a reupholstered high back blue couch, which had been one
of the room’s original furnishings, perpendicular to Henry’s matching arm, esalre
explained his philosophy related to mentoring.

so why do we need mentoring... the basic thing is to provide role models

of people who have achieved to people who can achieve, to support our

student to achieve — people who can guide our students to achieve all that

they are capable of being — simple. (65)

He continued to express why he personally engaged in the formal facultgtstude
mentoring program at NECC.

| just enjoy doing it — | enjoy helping out. And | also wanted to show

others that everybody participates. That is it. You would be surprised at

how much mentoring | do in the course of a year apart from the

program.... at least once a month | get to do something like that. | think it

is an obligation of our profession. (73...81)

As he continued to describe his dedication to mentoring and the purpose he
perceived it played in the educational process he recalled a time durimegihaing of

his career when
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a young man who as a senior in high school, drove his girlfriend to this
campus. She was enrolling and when he was there the director of
admissions said ‘what about you?’ He says naww, | could never make it in
college. So anyhow he talked him into possibly taking a class or two. His
high school would not send us his transcript because they said he was not
capable of college course work. So | drove down to his high school and
picked it up. He went on to get a 3.5 average with us, a 3.7 average to the

4 year university where he transferred....l have his dissertation which was

inscribed to me as ‘from someone who was not supposed to succeed.” He

went off to become a dean at a community college, graduate school

administrator teaching community college courses, he has been part of a

nation wide think-tank for community colleges, and now he is the

president at the largest community college in the state. So, | have the
pleasure of seeing somebody succeed who has potential, and you know,
unfortunately the establishment had told him that he could not possibly do

that (99...114)

Concurrent to serving as the president for NECC for the past 42 years,haenry
taught at a private four-year, graduate degree granting institutiomoii@ than thirty
years. Described consistently by NECC faculty, administrators, and stedeatman
with outstanding character and passion for education, when asked why he chose to
dedicate his career to community colleges his response was “...my gradiiate,a/ou

could say because of mentoring.”
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Meghan

The ninth interview transpired with the third female NECC graduate, another
passionate educator who expressed her perspective that her ability to envpi#tthize
students greatly contributed to her ability to support their academic sacckepsrsonal
growth.

If the bright yellow smiley face poster on the outside of Meghan's officettiabr
stated “you can do it” did not grab your attention, perhaps the motivating motih whiei
office including elegant wall hangings that said “grow,” “simplifyciéate,” or “inspire”
would have. Holding the title of professor, Meghan served as the institutionsari of
social work and taught a three credit hour course each semester. A proud alumnus of
NECC, Meghan had worked at the institution for six and one half years and had
participated in the formal faculty-student mentoring program for threeecotige years
prior to the time of this study.

Sandwiched between two student meetings, Meghan’s interview was livélg as s
depicted how the economic downturn had impacted the already needy and overwhelmed
base of NECC student populations. As she tucked her thick shoulder length blond hair
with light brown lowlights behind her ear which displayed her thick silver hoomegarr
that matched her silver rings on every finger and thick chunky charm bracelet, she
expressed how she related to the students because:

You know | was an adult student when | came back — | had three babies

that | was raising and my husband was working round the clock to make

this happen. | say ‘its about sacrifice — you have to work hard and you

know you have to set your goals and, just really you can do it.” (101)
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As she crossed her right leg over her left knee her medium heeled black boots become
apparent under her dark blue jeans, and she continued to describe the local environment
and the students she mentored.

We have a population of students who can’t get a job — the shoe store is

not hiring anymore, mom and pop’s drugstore is out of business, so they

are coming in and to a point — | just had a student who wanted to Kkill

herself because she could not find a job. She was getting so much pressure

at home because the parents did not have money and they were saying

‘you got to help you got to chip in’ and she says ‘I'm tryin, I'm tryin but

there is nothing.’

You know that we are seeing a lot of that. | mean | started at 8

o’clock this morning. | got a phone call from a student who said ‘I slept in

my car | don’t know what to do.” You know and this student is in panic —

do | keep trying to go to college or to survive — so | just keep working

trying to give my handful of referrals. It's wonderful to see that we have

so many mentors that are really helping these students and they gre reall

getting it. (176)

Her clear blue eyes looked down at her thick silver bangle watch and she stood up
from the black rolling chair that she sat in behind her wooden desk, she ran her
manicured hands across the front of her black and white striped oxford button up that was
neatly tucked into her jeans and excused herself explaining that she needed torget to he

next student appointment. Meghan stared out the open window in the corner of the office
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that was cluttered with an overstuffed arm chair, three throw pillows, arsbartraent
of plants and she reiterated her commitment to mentoring when she said:

| really really, really love teaching. And that helps with the mentoring.

You know | always mention that we have the mentoring program in the

class — so they are aware of it...l have a passion for this place and

business — it is great. That's why — | want to give back — you want to tell

these students they can and just give back. (325)
Gina

The tenth interviewee was Gina, a boisterous social worker with shoulder length
curly red-brown hair, who had worked at NECC for seventeen years and hagatadici
in informal student mentoring interactions from the beginning of her tenure. She
explained that her office was not a suitable space for an interview, so skedeser
department work-room space where faculty and staff kept and prepar&d andc
lunches in the mini-refrigerator and matching white microwave. As she pteaaup of
hot tea from the containers atop the microwave where packets of sugar, Splenda, tea
packets, coffee bags, thin red straw stir sticks, and a variety of cups setpstesed
that she had been looking forward to discussing her experiences as a mentor to students.

I've had a lot of conversations with people | notice either a gap or a

struggle or, for lack of a better word an obstacle or challenge, you know |

like to make it more into challenges that | see are prohibiting them from

accomplishing whatever it is. And | sort of feel that if you can develop a

relationship with somebody then | can help them move in that direction — |

can help them get over that hump.(45)
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Gina sat her tea cup on the eight-foot white table and settled into a maroon-
colored plastic chair. She leaned forward with her elbows on the table’s edgdaresl
manner, adjusted her thick gold costume jewelry necklace, and with her perfeatth+
manicured fingernails began fidgeting with her tea bag string. Her cleantayes
danced with expression and her hand motions emphasized verbal interactions as she
explained that prior to serving the NECC campus community she had held various
positions in not-for-profit organizations that served women, as well as the post of
professor at an vy League institution; however, it was the communityedhat she
most loved.

And then this job became available and | did the whole thing. | sort of fit

the bill at the time, | mean it was kind of weird and | wasn’t looking for a

job but I interviewed and | really liked Henry and | really liked the campus

as a whole and so | really kind of missed academia, a little bit, you know

and so anyways I've been here now for 17 years and love it — | just love it,

it's the best.. (322)

Gina maintained eye contact except when she expressed her personahegper
as a mentee during her graduate studies, this energetic woman described laongrghe t
two evening classes each semester in addition to her full-time positionisatier for
a one of the largest programs of its kind in the state because she, just like dhbeest
colleagues, loved what she did. Formally, or informally, her perception was that

Frankly | think almost every teacher that I've ever met here, while enayb

they may not be a part of the formal mentoring program, | have yet to

meet somebody who didn’t move somebody or who hasn'’t helped
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somebody.... | think people here like, embrace it, you know we live it,

you know we don't just talk it, we really do it. (509...582)

Gina took in a deep breath as she looked down at a thick gold band watch, she
exhaled, and expressed appreciation for the opportunity to talk about mentoring. Next,
she explained that she needed to attend to an issue that had arisen involving her dean. A
deep dimple prominently displayed on her chin as she smiled and whisked out of the
room, her ruby orange suit jacket that sat just below her hips over the long black skir
floated behind her. The black backless flat walking shoes she wore allowedohiskly
return to her everyday activities as she retreated from the interviegrested others in
the hallway as she headed towards her next meeting.

Dianne

Interview 11 transpired with Dianne after the researcher observed a portion of her
class from the hallway adjacent to a classroom. The researcheheraday down the
hall and waited outside Dianne’s office door in order to request an opportunity to speak
with her about her experiences as a faculty mentor. After class, Diannalrib&ce
researcher who sat outside her doorway and after a brief conversation agresd with
the researcher “after | see how | can help these students.”

Described by her peers as “the epitome of a perfect mentor” Dianneliiiané
tenured professor who taught 15 credit hours each semester which included courses
within developmental reading, developmental English, and study skills. Her ethie of ca
and passion for the student were evident as she expressed

One thing that drives me nuts is when a faculty member says ‘I cannot get

work done when the kids are here.” The kids ARE the work. Teaching is
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what | do. | am a teacher not a content expert. Teaching is who | am, itis a
calling, and everyone needs a mentor. (207)
Similarly her actions and interactions with the students that followed her tdfice
after the conclusion of their class displayed a commitment to the personesspoél,
and academic developmental processes of students.
At the conclusion of class seven students, three males — one Caucasian,
one Hispanic, and one African American and four females — one
Caucasian, two Hispanic, and one African American follow Dianne to her
office. Leaving her keys in the door as she props it open with a rock, she
invites two of the females into the office space. While one student settles
into a seated position on the floor next to a bookshelf full of books,
another student is set up at her computer printing off an article to support
the completion of a class assignment. Dianne, clad in dark blue jeans, a
black shirt covered with a black suit jacket, wears a soft pink cotton/silk
scarf and classic silver hoop earrings barely noticeable in her curly
shoulder length brown hair; she answers students’ questions, one at a time,
giving the last student a hug before she leaves — encouraging her to “stick
with it” and let her know if there was anything else she could do to
support her. (Field notes)
Prior to her seventeen years at NECC Dianne taught for four years in a K-X2 publi
education setting. Dianne had mentored students formally and informally since the

beginning of her tenure at NECC.
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Walter

Interview 12 took place on a Tuesday morning at 9:00 a.m. with Walter, an
associate professor. Walter taught four courses each semester mnaddintributing
to the coordination of NECC'’s honor program. Walter sat behind a contemporary light
wood desk that hosted seven neatly stacked piles of papers. His back to the window, sun
beams streamed in casting glares across the eight black meta fiatnes that held
portraits and candid photos of an attractive woman and children. Well stocked
bookshelves were built into the office wall below the window sill. The window sill
hosted various sized picture frames, thank-you cards, and a canvas painting of the words
from one of Edgar Allen Poe’s novel works.

Walter’s smile transformed his clean cut, bearded professorial appearanc
including a tan overcoat with elbow patches — you’d expect to see engaged ratac Soc
lecture in an overcrowded university classroom, into a friendly, approachalrhe cari
advisor. With his left elbow balanced on the arm of a black leather office chair,sand hi
right ankle setting on his left knee such that his brown socks that perfectlyechdiic
pressed slacks could be seen above the cuff of his classic brown leather loalens, W
shared how invigorating it was for him to be a part of NECC’s campus community,
especially after years of experience in the corporate finance world.

| just love the campus environment. | love having discussions with people

who are discovering things about themselves who are putting themselves

in a position to kind of take off. You know they are getting ready to begin

their trajectory and - to talk about ideas with them whether that be in a

classroom setting or whether that be in a one-on-one. (113)
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He flashed a quick smile before he returned to his pensive engagement, then
Walter described one of his initial mentoring experiences through whiclatmedea lot
about himself and the curiosity, interaction, and communication patterns of the
community college students with whom he grew to “respect tremendously.”

He would come regularly on Wednesday mornings to just talk and would

come prepared with questions. Questions about life in general, questions

about what | did to get to the place where | am in my life. And that was a

different kind of a mentoring for me — because he wanted me to talk more

about me which usually - | try to back off of. | usually try to keep the

focus on the student on them but that was nice. It became very apparent

that we had a lot of common ground as we had these sessions (37)

Walter also discussed that he made a conscious effort for students that tékesksto
“...get to know me as a person and not just some academic robot up there or something
but it never really goes deeper than that.” (460) Yet he expressed that in rosmgent
relationships there was more of

A sense that you have exchanged something — that there has been a give

and take on both parts —the student that they have been honest with you,

you know that might involve vulnerability of getting to know someone is a

way they don’t know — or asking questions or sometimes opening up a

little bit (462)

He continued and expressed that
Sometimes it means talking about myself and there are things that | will

share in mentoring relationships about myself that | would not share in the
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classroom — that can make all the difference to a student who, | don’t think

they want to feel like that they are taking all the chances and you know

kind of putting it on the line (472)
However, he maintained that it was critical to the success of a mentelatignship for
boundaries to be established and respected.

| want to make sure that the boundaries are clear but | want to also offer

assistance in whatever assistance | can. And if they feel comfortable

addressing me by my first name, and it keeps them coming back, then

that's the important thing (60)

Prior to his six-year tenure at NECC Walter taught in an adjunct facydacitga
at various private and public four-year post-secondary institutions. Duringdms when
we worked within corporate America, he did not experience positive mentoring
relationships; however, individuals with whom he worked during his graduate studies
exemplify qualities of purposeful mentoring. Walter had participated ifotiheal
faculty-student mentoring program at NECC during the four years prior torteet this
study.
Saedi

Interview 13 explored the perspective of one of NECC'’s professional staff
members who had been a part of mentoring processes on the campus for 31 years.
Coordinating a mentoring program sincel977, Saedi had supported and eased the
transition for numerous adult women who returned to school, a successful mentoring
program previously mentioned that paired female business students with female

executives from community businesses. This mentoring program that focused its
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attention to female business students was the same mentoring programrmtheat Eri
participant from the second interview, supported. Saedi explained that the mentoring
program “...has been like a dream that took on a life of its own.” (266)
As she expressed the benefits she perceived that the students gained from
participating in the program she shared:
We have been working with them primarily to helping them build their
self-confidence. And doing things to help think about and discuss with
their mentors that whole work/life balance that is very challenging for
some of our students who are parents. So work/life balance those are
issues that are helpful for them to consider when they are planning for
their future. The mentorship helps them to discuss those. (109)
She continued and described that during the past year the program had reaibdbsidrzem
This year for the very first time we have one of our mentees back to serve
as a mentor. That was always one of our goals it was our dream. And that
has started, but you know what we love too is when we get a call from a
mentor who says, ‘I have been talking you up and | have three more who
are interested in doing this.” So the mentors go back and speak within their
jobs and get other excited. (219)
Referred to participate in this study by the President, Saedi gracioustypaded
in an interview on a Tuesday afternoon in her office. Located in the health science
building, Saedi’s office hosted a wall of bookshelves full of books, various sized three
ring binders, and some mementos across from a wall with windows at the top, two of

which were opened letting in some of the cool damp outside air. Adjacent to the window
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at a 90 degree angle and against the wall that separated Saedi’s offficadroffice
manager’s area sat a comfortable blue soft over-stuffed loveseat. Atdagbard wood
coffee table, between the love seat and Saedi, who was perched in a classic Wwainden c
in front of a traditional cherry wood desk, sat pictures, documents, and experiences
associated with the mentoring program she had coordinated for over 31 years.
Observation and Critical Instances

In addition to the individuals portrayed above who formally consented and
participated in semi-structured interviews, various observation and informaldinber
sessions transpired through which a greater understanding of NECC’s cantyes cul
was developed. Below are depictions of a routine campus tour, impromptu interactions
with an international student and a custodian, and observations from a formal faculty-
student Steering Committee quarterly meeting.

Campus Tour

Reservations were required prior to the prescribed campus tour that began at 3:00
on the second floor of the administration building. A soft-spoken graduate of NECC,
greeted the six prospective students and some of their family members. Thi®five f
dark haired petite recruiter was dressed in gray slacks, short sleeved pikuridas
which a black cotton camisole peeked out. She guided the tour group down an interior
hallway to a meeting room in which four- six-by-four feet white topped tatxdes
pushed together and formed one large meeting space. The participants sat down in
chrome-framed burgundy-cloth industrial chairs and turned their attention tectoéer

who expressed the benefits of earning a degree at NECC.
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“NECC is the best place to prepare to transfer to a four year colleges Tiés i
best place to start — | know | would not have been so successful if | had naot Iséaee
Subconsciously the recruiter fidgeted with an oversized glitzy Mickeys®laatch with
a black leather band, or the large rectangular pink charm that hung around hehiobck w
was attached to a thin silver box chain, as she provided a spiel regarding thétsgllig
NECC, how to apply for admissions, and statistics for various academic pro§taens
paused to ask if anyone had questions and then concluded the information session as she
encouraged the future students to “be seen within your academic progratn€’ tasir
group was led back to the front of the Admission’s office, a brief statemendiregthe
plethora of academic support services at NECC was provided and topped of with “we
want our students to know we are here for you.”

Once back in the front area of Admissions, the tour group was met by two
traditional age Student Ambassadors. Strikingly attractive with long stiaigwn hair,
yet somewhat shy in demeanor, the first student introduced herself as the vabuteer
guide. Next, she introduced her peer as an Ambassador in training. Nearly oneahalf of
hour later, the uneventful tour concluded back at the Administration building where the
tour guides bid the group members farewell, pointed various individuals towardscspecifi
offices that they sought, gave each other a high five, and then hurriedly walked off to
their next meetings — one in the student newspaper office and the other a tutsiomg ses

International Student

At 8:42 a.m. outside the Learning Resource Center a black woman with thick long

braided hair - dressed in jeans and a tan corduroy hooded jacket cinched at thg avaist

three inch belt — stopped to ask why | was staring at the goose that sat on A¢t@&eat
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few moments of insignificant chatter, the Nigerian woman, with a strongtageeclear
articulate English expressed how “dese geese all over campus andebe(skit)

remind me of my stagnant country.” She explained that she moved to the UnitedrStates i
1994 when her government was taken over by military rule. “I was young, but lisaw a
dee older educated peoples were miserable and jobless. | wanted afee&erllicame

to be here.”

Beginning her day every morning at 3:00 a.m. she studied for three hours,
prepared for the day and then caught a bus from the city for a 40 minute ride to campus.
After a full day of classes that began at 8:00 a.m. and finished by 2:00 p.m. she rushed
back to catch another bus to get to her full-time job at the hospital where she worked
mid-shift from 3:00 p.m. to 11:00 p.m. “This schedule is difficult. Hard on my body, | am
wearin out. Nursing is hard, but I will finish. This is much better than my country.”
Returning her distantly focused gaze to direct eye contact she muttered “rttach be
With an exhausted smile and a deep inhalation she placed her hand on my elbow and
wished me a “good day” before she slowly yet intently walked towardscieace
Building for her next class.

Custodian

His keys jingled on one hip, a radio on the other, and a worn grey plastic bucket
with a metal handle void of the traditional plastic coating in his left hand, Samuel a
building custodian stoped to see why | was working “so hard on a beautiful Friday
afternoon.” His broken English and thick accent was tricky to navigate; however we
managed to exchange greetings and | expressed that | was resetargeintp know the

school and some of its programs. He quickly obliged to sit next to me on the built in
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bench in the center of the hallway and explained that he was from Central &raeric
Mayan Indian, and had worked for NECC for 22 years.

“The school culture and union here is a supportif place.” He continued “You will
like here. People care here-the student no, no — they no understand but the teacher, the
professor — they nice and care — you will like here.” A shrill two toned beep &alltwy
a directive voice from his radio penetrated our conversation, Samuel reachedcross
body, turned down his radio, stood up with a sheepish smile as he explained “They
waiting on me. Good luck with meetings. You will like — (NECC) is good people.”

Steering Committee Meeting

It was four minutes past 12:00 noon before the first Steering Committee member,
other than Dani the program’s coordinator, hurriedly strolled into the lasgpitaxe
style meeting room with institutional bright white painted walls. Within the theee
minutes four additional committee members showed up, their facial expressions a bit
tense, strides short, quick, and directive. They all commented that the room was
“extremely cold.” They all kept on their overcoats as they helped thersdeltiee
grilled chicken Caesar salad, biscuits, and fruit lunch that Dani had spread on the built i
black-marble topped counter at the side of the room.

Light personal conversation regarding health concerns, end-of-the-acagamic
family activities, and pending summer course transpired while individuals tin@ide
lunch plates, settled into their seats, and began munching. The rhythmic chatter wi
spotted laughter cleared as Dani brought focus to the meeting — “Okay letisagband

get started — we are missing about 5 people — but it is a busy time of the year.”
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Business discussed included the upcoming end of the year academic awards
banquet and the faculty-student mentoring program’s sponsorship of that event, planning
for the ensuing fall's student orientation program, and a discussion regardinggtfar
new faculty mentors. Dani sat back and listened as three faculty members on the
committee shared

| wonder if they just don’t get that it is going to be different with each

student. Each student comes with a different set of needs some will have

one or two questions that you answer them you help them with them, they

go away and you may not see them again for months if ever. And they are
happy. And other need more nurturing along the way and they like having
the conversations — the pattern is there is no pattern. (Math Faculty)

That's why there could be no training for such a unique relationship. It

has to come from within. (Science Faculty)

It has to come from the heart. (Librarian/Faculty, 302)

However, one participant conceded there was a need for some training as sheeéxpla
| think the biggest misconception with being a mentor is that we are
counselors - that we are there just to advise them on their schedule. I think
that many mentors think that's what they are there for. And I think that
relationships are so different. | mean it can encompass that — | don’t ignore
it but it is so much more, you are not an advisor, it's not just academics.
(343)

While the remainder of the meeting encompassed a variety of topics which

included: (1) the difficulties related to assessing the effectivarfehe formal mentoring
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program, (2) difficulties faced in building a sense of community among the student
populations that are working, raising children, caring for aging parents, lssmess, (3)
the development of a peer mentoring program, and (4) brainstorming waysetsatne
program’s visibility on campus. An underlying theme to which the conversation
frequently returned was how to get “the students to be connected”(409). Concluding the
meeting at 1:15 p.m. Dani thanked the six committee members for their time and
reminded them that they collectively were the decision making body for thalfor
faculty-student mentoring program. Dani encouraged the committee meimbeirsg
any concerns, ideas, or feedback regarding the program to her attention.gksuhisf
faculty, including representatives from humanities, library sciences, nigtsicpl
sciences, an academic counselor, and a member of the institutional technstlaggé&i
learning gathered their belongings and returned to their respective pegtsphtinued
to share successful mentoring stories with each other. As they left the nteetmthey
share smiles, chatted, their soft and bright facial expressions matchdaxey retrides
were contrary to the manners in which they had entered the meeting.
Summary

Epistemologically grounded in social constructionism, it is necessarapple
with the constructed social and cultural realities expressed by memblees of t
community, as portrayed to the researcher, when considering the trangfeasioili
viability of the associated studies finding and implications reported below. Titaiva
portrait above serves to illustrate the spirit of community, ethic of care, dizhtien to
education expressed by faculty, staff, and students within NECC. Additionally, the

contents of this chapter serve to depict normative behaviors and beliefs theat poatr
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NECC campus culture, as well as the formal-faculty student mentoring pregfaure.

It is with this perception of the campus community and its members, as well as the
participants of this research study, that the findings of the data that rtelabedformal
faculty-student mentoring program at NECC are portrayed in Chapter Fil@vifgj,
Chapter Six contains a discussion regarding the implications that thischebea related
to theory, practice, and future research relative to community collegel fiacnby-

student mentoring processes, conclude the study, and provide final recommendations.
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CHAPTER V

FINDINGS

In analyzing the data from this study, themes were generated throughoolo®gn c
processes, followed by focused coding analysis that was guided by tlore¢edis
principles of RCT including: (1) social contexts are integral to relatioradaations, (2)
members of a mentoring dyad are mutually responsible for the skills, outcamdes
conditions of the relational processes, and (3) that systemic powers inflettmnal
interactions and the developmental progress of relationship participants (F&tche
Ragins, 2007). After both open and focused coding processes were completed, similar
themes were merged; thus, it became evident that the themes identified thraugh ope
coding process, with the exception of one, reflected aspects of RCT. BecausafCT w
the theoretical lens through which focused coding was conducted, discussion regarding
RCT'’s association with specific related themes is incorporated into thetibeiaiz
presentation.

The data presentation and related discussion of findings is organized finst by t
guiding research questions, and followed by the presentation of an independent them
that emerged from initial open data analysis processes. The researamgubst
guided the focused data coding and analysis, and which provided the organizational

structure of initial data presentation, were:

121



1. What mentoring processes are in place at this community college?
la. What tactics do community college faculty members employ to engage i
productive mentoring processes?
1b. What tactics do community college faculty members employ to mitigate
negative mentoring experiences?
1c. What factors within the community college culture support faculty
members’ attempts to foster student mentoring processes?

2. What are community college faculty members’ perspectives regardimg thei

mentoring experiences with students?

3. What is the efficacy of the Stone Center Relational Cultural Theory as a

framework for looking at community college mentoring processes?

RQ 1: What Mentoring Processes are in Place at this Community College?

The variety of mentoring programs at NECC serve to exemplify that mentoring is
prevalent within many factions of the campus and encased within the campus culture
Table 3: NECC Mentoring Programs, presents a quick reference to thdlyorma
established mentoring programs, as well as mentoring programs thatrarglguim
various developmental or pilot stages, on the NECC campus.

As shown in Table 3 NECC hosts a plethora of formalized mentoring programs in
addition to the formal faculty-student mentoring program which is discussed ih detai
throughout this dissertation. Concurrently, NECC’s campus culture encourages the

enactment of informal mentoring practices.
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Table 3

NECC Mentoring Programs

Established Formal Programs

Links: Faculty/Staff — Student (Program studied for this research)

Conversation Partners: NECC Community Member — Student

Formal Programs Currently in Development Stages

Peer Mentoring: Student — Student

Faculty Peer Mentoring: Faculty — Faculty

Informal and Organic processes

Tenured and Veteran Faculty/Staff/Administrators — Junior Faculff//Sianinistrators

Faculty/Staff/Administrator — Student

As Gina, a lively participant expressed,
...frankly I think almost every teacher that I've ever met here, while they
may not be a part of the formal mentoring program, they mentor. | have
yet to meet somebody who hasn't helped a student....I think people here
like embrace it, you know we live it, we don't just talk-we really do it.
(509...582)
Similarly, Shirley a tenure seeking English faculty member stated youi don’t do it
[mentoring] you are considered a sub-standard faculty member.” (661)
Mentoring processes are intentionally endemic within the NECC campus
community. The formal faculty-student mentoring program that was the focussor thi

study, the Links program, serves approximately 100 students each acaean{idgni)
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and has the “President’s seal of approval.” (Saedi) Faculty members and sauelents
recruited throughout the semester with intensive outreach efforts coertohaing

orientation programs and other beginning-of-the-semester activitiadtyrataff, and
students receive invitations to participate in the Links program via electronic
communications, campus mail, flyers posted around campus, and verbal exchanges with
individuals already involved in the program. Individuals interested in particgoarti

Links may complete a registration and information form in person at the office
coordinating the program, or via electronic means within the NECC mentoringgebp

Supported by a Steering Committee comprised of faculty and staff, Danifthe pa
time college employee and coordinator of the Links program, connects stutients w
register for the program with faculty and staff who volunteer to serveea®mns. Once
Dani makes the match, she provides the faculty member with the student’s contact
information and then as she shared, “...it’s really out of my hands because they're i
college and they have to take the initiative to follow through on it.” (115) In addition to
the student’s information, faculty and staff who serve as formal mentors to stadent
provided a mentoring handbook designed to provide guidance for the mentor and to
support the success of the faculty-student mentoring interactions.

Formal mentoring opportunities via the Links program, as well as the women’s
business mentoring program and other programs, have been in place at NECC for
decades. The success and growth of the mentoring programs have lead to the desire t
develop a centralized mentoring center.

There are a lot of programs around campus, and what we are trying to do

is to develop a mentoring center. We have the idea of hosting all of the
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different programs in one location and if a student comes in — we can

assign them to one or mopeograms if it's necessary. What we want to do

is we want to have a place where students can come in and say “well 'm a

business student but | also, need special accommodations on my test

taking —What can you do for me?” Then we can have Erin meet with them

for the business mentoring program and possibly get them connected with

the small disabilities services mentoring program that we’re tiyirgget

off the ground... (257)

Mentoring processes, formal and informal, are ubiquitous within the NECC
campus culture; therefore, as RCT purports, social contexts are integratitmed|
interactions, it follows that the NECC ethos promotes mentoring procesk#isoAally,
it is valuable to note that many of the mentoring support structures that NEQ@QC has
place are referenced as “student services” at other colleges and ties/dnswever, at
NECC these opportunities for students are presented in manners that promaigethie st
taking ownership for their success. This particular presentation of the mogeaterates
the campus’ commitment to mentoring processes relative to the purpose of supperting t
student as they grow and learn to help themselves.

RQ la: What Tactics do Community College Faculty Members Employ tagEniga
Productive Mentoring Processes?

Table 4: Research Question 1a Themes, is provided to depict the primary theme
and the related sub-themes, as well as the associated behavioral actioinsdaegtttin
the data, relevant to research question 1a: What tactics do community collete facul

members employ to engage in productive mentoring processes?. Next,uapaelef
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the contents of Table 4 is expressed through statements resulting fromsgmalgesses
as well as the illustrative data units from participants’ interviews. &legance of RCT’s
guiding principles is also discussed in association with each of the sub-themes.
Table 4

Research Question 1a Themes

Theme Tactics Behavioral Actions
Trust

Make Self Available
Listening
Support
Openness/willing to share self
Allow Students to Lead the Process
Ask Questions
Guide students as they identify goals
Be patient with the process and the

student

RQ 1la: Trust Theme
Consistently participants expressed that behind every successful mentimmnyng s
was a relationship built upon trust. Wonda a tenured faculty member currently serving
NECC in an administrative role expressed it best when she stated
Trust is a big issue, whether it is a mentor program or anything, you can

not have a genuine relationship without trust. They [students] have to
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know that you [mentors] are there for them, you know, before they will

come forward with their challenges. (Wonda 421)

Therefore, tactics which faculty participants described as actions disccekical to the
development of productive student mentoring were linked to the primary theme ef trust
frequently depicted emically throughout data as the proverbial “two-west StrSub-
themes that surfaced as engagement tactics include “making sedbée/agind “allowing
students to determine the agenda.”

Specifically, behavioral actions identified as critical tactics aded engage in
productive mentoring processes relative to “making self available” intikteaing,
demonstrating support for a student through actions, and being open — willing to share
information about yourself with the student mentee. Additional actions expressed as
essential to the development of productive mentoring included the ability to ask questions
to guide students through processes to identify goals and potential, and the pfactice
patience throughout the process. Each of the aforementioned sub-theme tasetisass
the supporting behavioral actions revolve around the faculty members’ insistence tha
trust, as a reciprocal factor, is fundamental to the development of productiwg-facul
student mentoring.

Dianne, a tenured faculty member with more than fifteen years of nremntori
experience articulates that teaching is “her calling” and conveys thetanperof
reciprocal trust when she describes a mentor as

Someone who is willing to admit mistakes, is honest, and is a role model.

Being willing to talk about life, pain, that willingness to open up must be

reciprocal — do not expect the student to open up, to hear advice, or to trust
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unless the faculty member is willing to engage at a human to human level.

(Dianne 121)
Implications of the Use of RCT

Consistent with the second principle of RCT in which both members of a
mentoring dyad are believed to be responsible for the development of the mentorship,
community college faculty members expressed the central theme pawetll as the
sub-themes related to productive mentoring tactics as a reciprocal adve&G@. N
faculty clearly articulated their perspectives that central to the @@weint of productive
mentoring processes is a trusting relationship. Furthermore, they ettfaessisting
relationships are cultivated through specific tactics that demonstrated/ihiegness to
“meet students where they are”; thus, exhibiting perceptions that thesieasesl
responsibilities for mentoring, a concept that concurs with RCT.
RQ 1a, Tactic for Trust: Make Self-Available

Unanimously the participants interviewed expressed the awareness that
productive student mentoring processes within their community college setjinged
their willingness to dedicate time to the students and the mentoring processes.

This is certainly not the kind of thing that you can do while you are

looking at the clock. | think that you need to be generous with your time,

with setting limits of course, but | think that if you go into a mentoring

program that you should be willing to block out time to meet with

students. And meeting with students in ways that are not going to adhere

to a 15 minute kind of schedule. Sometimes they come in for five minutes

and sometimes they stay for an hour — there is not knowing. (Walter 85)
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However, participants were quick to follow statements regarding the chatietige
associated time commitment by asserting that making time was not yhawdlperhaps
not even the most important, tactic to developing productive mentoring interactions.
Instead what was most important to the development of productive student mentoring
interactions was the ability to make themselves available to the studestisdiby.

Very often we are talking about academics and you know things come up

that are really serious issues at home and we discuss things. I'm always

the shoulder to cry on — they know I’'m always here and the doors always

open....l try to stay in touch with them because | do worry and | want to

make sure that they know that | am there, if they need to talk to someone.

(Misty 128)

Therefore, in addition to finding the time needed “to really connect” even when
they are “super busy and don’t have that much time” faculty expressed tigt bei
available involves “certain warmth,” and that “you can not be cold or aloof to the
students — they can see right through that.” Specific behavioral actionsctiigt fa
members identified as contributors to the development of a sense of true atyadadil
trust included their willingness to listen to students and to be open in sharing of
themselves. Furthermore, NECC faculty perceived that by demonstragingupport of
the student through actions also illustrated a mutual investment in the developmental
process and fostered productive mentoring interactions.

RQ 1a, Behavioral action of listening illustrates the tactic of being available.

Listening attentively is one way that community college faculty mesnbe

perceived that they demonstrated their availability to the students thahé&mtgred.
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| think you have to be a good listener, you have to know when it is most

beneficial to be listening rather than speaking. That’s not always an easy

thing ... but | do find that the more that | can listen and listen attentively

to what the student is saying or asking, or what needs | think they seem to

be demonstrating, the more targeted | can be in my help for them. (Walter

79)

Listening is perceived by the NECC faculty to be a behavior central to their
ability to develop productive mentoring processes with their students. NECgyfacul
members expressed that listening symbolized their holistic availabilibheir students.
NECC faculty members perceive that through listening they arg¢abigport their
students in meaningful ways, as well as judge when and what aspects dltesingere
appropriate to share with their students in manners that reiterated thiaibiitya

RQ 1a, Behavioral action of showing support illustrates the tactic of being
available.

Actively listening to their students provided NECC faculty with valuabliglms
into the concerns, questions, and needs of their students. Participants expredsey that t
seek to support their students through encouraging words and actions that display their
commitment to the student and their belief in the student’s potential. As Erirn;tanmar
NECC employee who assists with coordinating one of the formal campus mentoring
program expressed “Sometimes it is just a matter of hearing somecnéysaycan do
it,’ that is all it takes.” (872)

Shirley illustrated the art of supporting a community college student mentee

through encouraging language at numerous points during an observed mentoring episode.
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She articulated that delivering support through encouragement is an interticral a

when she stated: “...when | see for instance today Kay was clearly goumgadpath of

getting down on herself | try to boost that sense of self.” (679) Shirley shared stgpport

language with Kay during their mentoring episode relative to her persoadgraic, and

professional endeavors.

Table 5

Examples of Shirley’s Support for Kay through Verbal Encouragement

Personal

Personal

Academic

Academic

Professional

Professional

I’'m so proud of you (236)

Remember that your most solid ground is yourself — you
always come through — ALWAYS look back you always
come through. You can always depend on you....YOU are
the strength in yourself and your attitude of each day at a
time will work it... (394)

| love your writing, you are a really good writer. | love

your writing | love reading your emails. (300)
You're already a published writer for God’s sake. So that
is so good for you. That will also help you to get into any
program that you want to get in to (201)... Everything that
you are publishing - you really don’t understand how hard
it is to get published today (307)...

Think how many hours you spend - make a list of the

skills that you have to use to do that job. Okay you are not
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getting paid for it, it is all volunteer, but you organize, you

communicate, you do PR, you direct members... (268)

In addition to sharing support through encouraging language, NECC faculty
mentors expressed that they perceived it to be important to demonstrate suppeit for t
students through their actions. Gina shared a time when she “...went up to see teeir dan
performance. They all were in the dance club together and so | went up thex¢he se
performance and meet their parents.” (537) From her perspective, thosmigvastion that
she could take to “show” the students that she was available to support them and their
dreams. Similarly, Yancey discussed times when he met with a menteedoeeiga
paper” at an off-campus location. Similarly, Seren shared that she and hezsitene
“...met for dinner, we've met for breakfast.” (58) Wonda conveyed that illustrating
availability through actions was common among her peers who have mentored over the
years.

Those of us who have been mentoring for years — we do all sorts of things.

| invite my students to my house for Thanksgiving because they may be a

foreign student and they have not place to go. | have teenage kids in my

house, they all came back from college from everywhere and | say one

more will not make a difference.(261)

Faculty mentors at NECC clearly articulated that they perceiygobsting
students, through encouraging words and actions, as a key components to their ability to
illustrate their availability to their student mentees; thus, critc#hé development of

productive mentoring processes based upon relational trust. Dedicating tistertadi
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their students such that they were able to recognize what type of support and when to
deliver the support to the student, are two behaviors that NECC faculty expresgas be
associated with the necessary tactic of making one’s self availableticagguired for
fostering productive mentoring interactions.

RQ 1a, Behavioral action of sharing of self illustrates the tactic of being
available.

Some NECC faculty expressed that in order to portray availability to student
mentees, mentors need to be “open” and willing to share of their personal self. In
accordance with RTC, as previously mentioned, NECC faculty members perceive
mentoring to be relational — a process in which both members of the dyad are responsible
for its development. These community college faculty members expressed ithaoiste
productive mentoring experiences with students incorporated aspects of saslelétive
disclosure which served to illustrate their ability to empathize, and widsgto
remember what is was like to “walk in their [students’] shoes.” Meghan, a proGE€NE
alumnus and current tenured NECC faculty member relayed a “typical” rsatvom that
she had with numerous student mentees.

| say “How do you think | got that [NECC diploma displayed on the office

wall]” and they say “well ....” And | tell them that | worked for it — hard

and | tell them that they can too. And I tell them “I did not have money — |

studied and got scholarship and that’s how | did that.” You know | was an

adult student when | came back — I had three babies that | was raising and

my husband was working round the clock to make this happen. | say “its
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about sacrifice — you have to work hard and you have to set your goals.

Really you can do it” (Meghan, 94)

Additional comments reiterated the faculty perceived their willingnedsaie ©f
the self relative to illustrating availability too students during the developaiérusting
and productive mentoring processes.

Sometimes it means talking about myself and there are things that | will

share in mentoring relationships about myself that | would not share in the

classroom — that can make all the difference to a student. | don’t think they
want to feel like that they are taking all the chances and kind of ‘putting it

on the line.’ | think that there is a sense of something having been shared

and a kind of a common commitment. (Walter 462)

It was in association with the willingness to “share [things] in mentorirgioakhips
about myself that | would not share in the classroom,” that Walter exprebssel:like |
have made myself available to them.” Walter also expressed that his naimtp share
of himself illustrated to students that they were not “taking all the chanaed putting it
on the line”

Sharing of their selves is one action that NECC faculty members who mentor
students perceived as important to their ability to illustrate their &idyao their
students. NECC faculty perceived that when they shared in manners that demonstrat
their willingness to engage in respectful exchanges of values and lifieemqas,
especially incidents that depicted the faculty members’ ability to émpathey engaged
in behaviors that illustrated their availability to students; thus, ultimdtelyluilt trust

and fostered future productive mentoring interactions.
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Sharing of their selves also directly relates to RCT, relative to theytheor
grounding factor that incorporates the concepts of selves in relation. NECGyFacult
members expressed an appreciation for the importance of relating tsttideints such
that the students may then relate to them, a process which incorporates thim selves
relation concept expressed in RCT.

RQ 1a, Tactic for Trust: Students Lead
Most clearly stated by Shirley, but echoed by all other participantiwas

mentors’ desires to support the student while allowing them to determine the ngentori
agenda.
My general rule of mentoring is that | let them determine what we are
doing, even the parameters of how often we meet, when we meet, where
we meet.... | let them determine the course... if you let the student
determine the agenda you are always better off. (597 Shirley)
While Shirley is open to allowing the students to determine all of the paraméte
mentoring relationship, others expressed that they preferred to set some beundarie
during the initial mentoring engagements.
| think that students that | have had the relationships with that have been
successful have been surprised when | say we can do this however you want
to do it. We can meet a couple of times and then figure what we want to do
next, we can talk about things that are going on in your classes, or we can
talk about your professional aspirations. | think that they like being in
charge of this things. Yes | set the boundaries and they appreciate that, but
then let them identify the course. (Walter 399)
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Specific behaviors community college faculty members expresseithdyat
perceived to be beneficial in developing productive mentoring interactions witmtstude
included asking questions, guiding students through goal identification processes, and
practicing patience with regards to the process, as well as the studentty &ao
expressed that by engaging in the aforementioned behaviors that allow stadents
determine the agenda for the mentoring process — they ultimately earnedttbéthres
students, the underlying theme to fostering productive mentoring

RQ 1a, Behavioral action of asking questions illustrates the tactic of student
leads.

Faculty consistently expressed that the art of asking questions wasad skill
to employ when developing trusting and productive mentoring interactions. Wonda
explained that asking questions such as “Where do you want to be? What do you want
your future to be?” allowed her to guide the student through the process of setting the
mentoring agenda. Similarly Misty described her initial interactions wibtential
mentee by sharing.

| say “what would you like me to try to help you with?” | don't try to tell

them this is what you should do. | say “where do you want to be and how

do you think you can do that?” (Misty 171)

In addition to providing students with opportunities to set agendas for mentoring
episodes, asking questions is an important skill for community college facuttbene
to employ because question guided interactions serve to advance student development of
skills needed to make informed decisions. Gina explained that through questions she was

able to role play situations that students were likely to experience.
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For example | will say “your teacher says x,y,or z how are going to handle

that?” “How did you handle it?” “What are other ways we can look at

that?” In one student’s case it was “Your parents are saying this but where

are you, what do you want to do? What is it going to take to help you

move from this point, to this point even though it is going to upset your

father? What are you going to do?” (Gina 241)

She continued to explain that through role play and interactions that incorporated askin
meaningful questions she ultimately was

helping the student to learn how to communicate, helping them learn how

to negotiate the system, how to become empowered, how to become

engaged, you have to teach this to folks, they don’t just know this...so

many of them have problems with communication and that is something |

feel very comfortable with addressing with students. (Gina 237)

In general, faculty members at NECC who participated in the formal faculty
student mentoring program perceived that asking questions, and the associatedsputcome
increased the likelihood for future mentoring interactions built upon trust. “...if tedy f
comfortable and it keeps them coming back, then that’s the important thing.” (\8/Blte
NECC faculty also expressed that because the process of asking questiatesdprovi
students with opportunities to determine the agenda for their mentoring episodestss
were likely to be open to continued communication processes and mentoring interactions

through which the students began to identify their goals.
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RQ 1a, Behavioral action of guiding students through the process of identifying
goals illustrates the tactic of student leads.

Asking questions and listening, two skills identified by NECC faculty memisers a
behaviors that they perceived as pertinent to the development of productive mentoring
interactions with community college students were consistently refef@messociation
with the process they described as “guiding conversations through which students
identify their goals.” Clearly expressed by Saedi “many of our stademhe from
families where they are the very first to attempt to receive an edli@atd they have no
basis for understanding what is out there.” Henry echoed this concept as heeelxplai
“many of our students are the first ones in their homes to go to college and they rea
don’t know the ropes.” Therefore, the faculty perceived that mentoring was tsomet
to help them get headed in the right direction:” it stopped the students from
”...wallow[ing] around in ignorance.” Instead, the students “...learn from people who
have been there, people who want to help. They get advice from a veteran - they get help
- they get nurturing...” that helps them to identify their goals.

For example, Seren expressed

| build in a little relaxation into the conversation so that it is not always

just about [class processes], it's about their lives because once they can

relate their lives to what they’re doing then it starts to make sense. | think

half the students are coming because somebody told them to, or because it

is the next logical step and they don't really understand why they are

here... they're just lost. (635)
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Similarly, additional NECC faculty shared numerous delightful stories

about students who they had mentored that “had no idea what they are capable of”

and had “no goals, no dreams.” However, through mentoring episodes in which

the faculty asked questions and listened, their students identified personal and

professional goals and began to transform the mentoring interactions inbmsess

that served to support their advancement towards their goals.

| strive to give students confidence and belief in themselves, to guide them
to identify their own dream. To support them in the development of their
goals. To support the development of a belief that they have potential. To
help the student identify their potential and the skills needed to meet that
potential. It may be a matter of getting them connected to others who can
help them reach and achieve their goals or to sharpen their skills — that is a

real mentor, (Dianne 214)

Like Dianne, other NECC faculty shared their perspectives that guidinghsiutieough

the processes of identifying their goals and dreams were foundatiorcd they

employed that fostered productive mentoring episodes — mentoring interalstigrfsoim

their perspective, contributed to the ultimate successes of

A distressed student ready to drop out of school who is haunted by past teachers
comments of his low intelligence. This students ends up as the president of a large
community college.

A homeless man who “woke up one day in the streets of a large city and got to his

feet and said | can't live like this cuz | won't survive,” graduates from GEC
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Then he worked as a personal fitness trainer to earn money to pay for his tuition at
a four year university where he studied kinesiology.
e A Nigerian woman who fled her home country in search of a better life,
recognized her passion for medicine, and has graduated with top honors from
NECC's nursing program.
The success stories noted above represent a small sample, of the plethanapidsx
which NECC faculty provided to illustrate their perceptions regarding theriance of
guiding students through processes of identifying goals as a tatitial ¢o the
development of productive mentoring interactions.

RQ 1a, Behavioral action of being patient illustrates the tactic of student leads.

While the aforementioned success stories are only a sample of the abundant
examples that NECC faculty members shared regarding their expeneactsing
community college students, the faculty expressed that they extendedrgoesits of
patience to the students, and the mentoring process, in order to develop productive
mentoring episodes.

So | feel that patience is very important in this process. If you arg ¢min

make a difference you are going to have to keep trying. The first time you

try, it may not work. The third time you try it may not work. But maybe

the 30" time you try, it works. And | think that if it works just once it is

worth it. (Wonda 599)

Faculty recognized that it could take numerous outreach efforts to connect with a
student; therefore, tenacity was perceived as only one part of the imporathiatol

patience played in the process of developing productive mentoring episodes. Faculty
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members also expressed that it was vital to employ patience with régataserving
desired outcomes, such as student development, when mentoring community college
students.
Patience and the willingness to put in the time to stay with their agenda. |
think that is really the hardest part. Really staying where the student is at.
You know you can see so much clearer what they have to do but you have
to stay with where the student is at. You know how it really has to be, you
know you are really there for them, that’s what it is about and that part is
hard. Because you can help someone, you can push them along a little bit -
but sometimes you just should not do that. It's just going to take time....
even if you see the picture, it is going to take a whole lot longer than you
think — its always gonna take a whole lot longer than you think to get to
wherever it is that they are going because stuff happens here. (Gina 268)
NECC faculty expressed that they perceived that their ability to benpatith
the student and the mentoring process was critical to developing productive mentoring
interaction. Repetitively, NECC faculty members who mentor communitggml|
students articulated that being patient with the students and the mentorirgspsoce
contributed to the students’ ability to direct the agenda of the mentoring episodes.
Practicing patience in manners that support the students ability to diregetidaawas
perceived by the faculty to be associated with building trust; thus, patiem@eavior
that these faculty members employed in order to engage in productive mentoring

processes with community college students.
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Summary of RQ la data: What Tactics Do community College Faculty Members
Employ to Engage in Productive Mentoring Processes?

Overall, faculty members at NECC expressed their perceptions that in order to
engage in productive mentoring processes that the interactions needed to take place
within a trusting environment. They further expressed that they made théabditsi
evident to students, and took actions that encouraged students to determine the agenda for
the mentoring interactions. Moreover, the faculty perceived that factaxadbility
and allowing students to guided the agenda were as specific tactisappart the
development of the trusting environments needed to foster productive mentoring
processes. Specifically, NECC faculty members who mentored communégecol
students shared that listening, sharing support for the student, and being willing to be
open and share of their own experiences served to express their availabilitettst
and fostered the trusting conditions needed for productive mentoring episodes.
Additionally, these faculty members communicated that they were besoahlele
students through a process in which the students determined the agenda for their
mentoring interactions by asking questions, encouraging students to idesitifgdals,
and by exercise patience with the students and their mentoring procesS€sfddhlty
perceived that through the aforementioned actions they intentionally empleyedtibs
of expressing their availability to students and allowed students to dedettmin
mentoring interactions agenda, which in turn nurtures the trusting environmentd neede

to engage in productive mentoring processes.
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RQ 1b: What Tactics do Community College Faculty Members Employ to kéitiga
Negative Mentoring Experiences?

Table 6: Research Question 1b Themes, contains the themes identified through
data analysis procedures and represent the perspectives that NECC fambbrsne
expressed as tactics that they employ to mitigate negative mentopegesces. Next,
each theme is illustrated via data units from the associated research angkdiseladive
to the research questions.

Table 6

Research Question 1b Themes

Emic Theme Language  Etic Theme Expression

Connections Connect students with other resources and/or people
Connect self with colleagues

Set boundaries Provide students with parameters and template for episodes

Move on Encourage students to move on

Seek other students who will reciprocate commitment

RQ 1b: Connecting Students to Others Mitigates Negative Mentoring Experiences
Every participant within this study, as well as various documents assoeidte
the NECC's formal faculty-student mentoring program, expressed that arpitiactic
employed in order to enhance the productivity of mentoring interactions was t@tonne
students with other faculty, other students, institutional resources, and the campus
community as a whole. NECC’s Guide to Mentoring for Faculty and Staff provided a

litany of resources to which the mentor could have connected their mentees if they
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perceived it was necessary. Resources provided included names, phone numbers, and
locations for a variety of institutional services ranging from acaclesapport, counseling
information, administrative processes, and other miscellaneous resources.

Connecting students to others on campus who were better equipped to provide the
support that the students sought was the most common tactic mentioned by participants
with relation to the research question focused on mitigating negative mentosnde=pi
NECC faculty openly expressed that they were not able to meet the needy of ever
mentee relative to educational, professional, or personal growth; therefore, iroorder t
mitigate a negative mentoring interaction they sought ways to conneatdeatst with
someone who was able to support them.

Yancey, an administrator who also taught introduction to education classes at
NECC shared a time when he was unable to provide a student with information that the
student needed in order to plan for continued enrollment and academic advancement.

He wasn’t sure if he was going run out of financial aid eligibility. And a

friend of mine here is the director of admissions — she knows a lot of this

stuff — I don’t have any idea of that stuff financial aid. So | asked my

friend to come join us when he came back so she could explain all that

stuff.

Yancey's example illustrated the faculty perception regarding thie tdeconnecting a
student to a different mentor to mitigate a potentially negative mentoringaticer.
Yancey’s actions of connecting the student with a colleague who could meet the
immediate needs of the student culminated with all parties involved agreeitiggetingiv

pairing was a “better fit.” In addition to connecting students with a colleag@ampus
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in an effort to promote the development of new and productive mentoring interactions,
while mitigating potential negative mentoring episodes, faculty expressed t

perception that connecting students to campus services was another taamopheyed

to mitigate negative mentoring episodes.

Shirley perceived that she and a student had developed very productive mentoring
practices that served to promote the academic, personal, and professional develbpmen
a student mentee. However, Shirley expressed that she recognized that thenstdtkaht
more specific information regarding the process of transferringdarayear institution.

The last piece is about getting ready for a particular transfer, we have a

transfer center. | know I've given her the advice | can but | am not an

expert in that so | think she needs to go over there. But we have done a lot,

we have searched for programs together and that kind of stuff...( Shirley

619)

Connecting her student mentee to additional campus resources and colleagues
who provided the student with specific information the student needed was a tactic that
Shirley employed to mitigate potential “empty” negative mentoring epssdde
abovementioned data provided an illustration of the faculty members’ perceptions
regarding the importance of connections within mentoring interactions and how they
mitigated negative mentoring interactions. Succinctly expressed by (@31y, the
faculty perceived that through mentoring “...they get a sense of connection, to the

campus - which is very important because many of our students are disconnected.”
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RQ 1b: Connecting Self to Others Mitigates Negative Mentoring Experiences

In addition to connecting students with other campus community members and
services, NECC faculty shared perceptions that they were able to nitaggteve
mentoring episodes by becoming more connected to other faculty who participtite
college’s formal faculty-student mentoring program. Being connected withro#rgors
provided a network of individuals that faculty members called upon to provide them with
advice regarding a negative mentoring experience.

...to find out that one of my colleagues has one of my students in his class

and I'll say ohhh yeah she is my mentee, and we talk about her. | think the

less positive conversations can be helpful too. If there is somebody who is

struggling...I try not to divulge any information that is given to me in

confidence... we can kind of share a sense of where the student is

at...(Walter 200)
Wonda (206) articulated her perception of the importance for community calegéyf
members who served as formal mentors to students to develop a network among their
peers when she stated

Maybe one thing to do is to sort of informally set up a buddy system to let

the junior mentor — the new mentor — know that there are other people,

their co-workers, who are mentors and that they can go talk to them when

there is a challenge.
NECC faculty consistently recognized “getting with their peessa tactic that they

employed when seeking to mitigate negative mentoring experiences.
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Furthermore, a network of colleagues familiar with the mentoring presegso
specialized in various areas across campus provided the faculty mentor wikreal af
individuals who provided specific information regarding a need that the student mentee
had. Dianne (160) expressed the importance of peer networks and connections when she
stated “The purpose of the process is to connect your self to others and then to help them
[students] get connected to the systems that may then support them in other ways.”
Gina’s statement below in which she explained how she supported a peer who was
mentoring a student illustrates the NECC faculty’s perceptions regdrdmgheir
connections with each other mitigated potential negative mentoring episodes, and in
essence promoted productive mentoring interactions instead.

So | met her [a student] and | talked to her and | said “why don’t you go

try to be a part of the university transfer program this summer?” She did

not know that there was a transfer program in the summer. Curt [the

student’s professor] did not know that there was a transfer program. So |

called up the counselor who does this and asked when the meeting was

and well... ultimately she got accepted. (Gina 591)

As expressed above, keeping connected to their peers as well as the campus
community support services available for students was one tactic that NE@§ fac
members employed in order to mitigate negative mentoring experien@eklition to
mitigating negative mentoring interactions, faculty expressed thabtireections that
they made with other faculty who mentored students also provided them with a personal
sense of integration with the NECC campus. Completing this recursive cywksebet

connections and mentoring, NECC faculty expressed that their sense of integitition w
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the campus also enhanced the quantity and quality of productive mentoring episodes
because they were better able to assist the students as they learngaténidng system.”
| serve them initially as a trouble shooter, and | think that that is what sort
of broke the ice for us because they really needed help navigating the
system... so then we connected from that perspective really sort of
procedural and THEN I said “do you want to make this a more formal
relationship?” | said why don’t you do that cuz then this will legitimize
our relationship and then we’ll get involved with other things, and do
things together... the mentoring program allows me the latitude to of
staying connected, there are a lot of opportunities for students and | find
myself feeling obligated to let my mentee know what’s going on. (Wendy
98)
Wendy continued and expressed that “the mentoring program does provide me
with an opportunity to stay connected with other colleagues and with what is
happening on campus.” (Wendy 172)
The aforementioned statements depict the collective perspective shared by
the NECC faculty that their personal ability to connect with colleagues sagpor
their integration into the campus, which in turn helped to mitigate negative
mentoring interactions because it increased their ability to guide studésssrto
how to “navigate through the system.”
RQ 1b: Setting Boundaries Mitigates Negative Mentoring Experiences
NECC faculty who served as formal mentors to the College’s studentd share

plethora of examples of what they did to “connect with students,” and to “connect
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students to the campus.” However, they clearly expressed that one of thesrttacti
mitigate negative mentoring interactions was to set boundaries with themtstude
regarding the manner by which they would support the student connections and
development.

| want to make sure that the boundaries are clear. | want to also offer

assistance in whatever assistance | can so they feel comfortable and it

keeps them coming back ...but | do think that you need to establish the

boundaries early on to not let their be any confusion (Walter 60)

In addition to setting boundaries to mitigate negative mentoring episodes
regarding the role of faculty members in the students’ academic, persodal
professional development, faculty expressed that discussing expectatiersged the
boundaries for the mentoring interactions. Gina explained that “I think that somehow
saying that contracting with your mentor is sort of like saying ‘hetteeigxpectations on
both ends, here is what we can do'.... there are limits.” She continued and shared that
planning a schedule of when to meet helped to maintain the initial connections she made
with students and served to mitigate the potential for negative mentoringiimesaand
outcome.

Do they have to come every week or do they come every other week or do

they come once a month, do they come once every three months or do

they come right before final... | mean is it up to me and the students yes to

some degree but... | think somehow it is worth it to think about setting

some kind of structure. (Gina 133)
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Setting clear boundaries was one tactic that NECC faculty members who serve
as formal mentors to their community college students mitigated negative imgntor
interactions. Additionally, developing a structure upon which faculty mentors siestus
the student mentees’ expectations was another tactic that NECC facoibense
perceived to have helped them to mitigate potential negative mentoring episodes.
Providing students with parameters for mentoring episodes, as well as disco$ising b
party’s expectations, were two distinct tactics that NECC faculty menpeeceived as
ways to mitigate negative mentoring interactions as they sought to conneotstodée
campus community.

RQ 1b: Encouraging Students to Move on Mitigates Negative Mentoring
Experiences

A common perspective among the NECC faculty who participated in this study
was that some students “...didn’t really have a direction and didn’t really know what
[they] wanted to do” (Gina 14) so it was difficult to get the students connected to the
campus community. Additionally, it was perceived that some students were irecolleg
just because it is the “next thing to do after high school.” Yancey (138) expressed his
perception that some students were not interested in college when he said “siesbaby
lot here.” Similarly, Misty explained that “...another mentee that | had/ésst this is a
kid wasn’t too happy about being here. His mom was really forcing him to be hese.”
to these students that the faculty expressed that they would encourage the ciudeet t
on. “I'm perfectly okay saying ‘you’re not ready’ or ‘you have to want thidpesn't just

happen’ they have to know they have to work.” (Seren)
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Faculty also perceived that “there are people that you know probably aremjt goin
to make it.” (Meghan) While encouraging these student to “move on” is a tacttbehat
faculty employed to mitigate negative mentoring interactions, the memtpressed that
they had an obligation to the student “to tell that person what they can do;” give them
options regarding their future. Mitigating negative mentoring interactiormpégly
encouraging a student to move on is a tactic that NECC faculty members ed)ploy
therefore, they did not continue to engage in mentoring episodes that they perceered we
unproductive.

In addition to mitigating negative mentoring episodes via encouraging sttidents
“move on,” faculty expressed that it was imperative for them to move on when a student
did not display commitment to the mentoring process.

It is kind of straddling that line, of finding that nice balance between

trying to put together a mentoring relationships that stands a good chance

of working out, but at the same time know when to let go and let them do

what they are going to do. If they float they are going to float and if they

sink - then you move on and go to the next one. (Walter 406)

Moving on to mentor a different student in place of a student who exhibits a lack of
commitment to the mentoring process was a tactic that faculty employetigateni
negative and unproductive mentoring interactions. By allowing themselves thelitiexi
to recognize that not all mentoring experiences would be productive, facultypeércei
that they were more willing to engage holistically with students who disgplay

commitment to the mentoring processes.
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Summary of RQ 1b: What Tactics do Community College Faculty Members Employ to
Mitigate Negative Mentoring Experiences?

In addition to encouraging student to ‘move on’, NECC faculty members
perceived that connecting students with other people or campus resources as well a
setting boundaries with expectations for mentoring processes were taatittsety
employed to mitigate negative mentoring interactions. The aforementionied teete
employed to assist in mitigating negative mentoring interactions in nsatiharthe
faculty perceived to be most beneficial to the students. Complimentary, ties tdcti
keeping their selves connected with colleagues who also served as fomaisne
students, setting parameters for mentoring episodes, and seeking nevsoemegtted
to the mentoring process were perceived as personally beneficial &xtity by
mitigating their experiences with unproductive mentoring interactions.

Implications of the Use of RCT for Mitigating Negative Mentoring

Once again the RCT grounds the aforementioned tactics that NECC faculty
members perceived to be helpful in mitigating negative mentoring experiékhicesng
on” incorporates the recognition that mentoring is the responsibility for both mewfber
the dyad. Similarly, the faculty’s perception of connecting students with othersvere
better able to meet the needs of the students represents a grounding component of the
RCT related to selves in relation. Faculty perceived that it was imyeetatrelate with
others, both for their own good and the good of the students, and that these relations were
critical to their ability to mitigate negative mentoring interactionsttiiermore, without
the social context of the NECC campus, as RCT would suggest, the abilitgulty ta

develop relations meaningful to mentoring processes would not be possible. Moreover,
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the campus culture and the systemic powers within it, as expressed beloutendri
NECC faculty members’ perceptions that they, their colleagues, and the stilegnt
mentor all had roles and responsibilities that together formed the potentiaddacive
mentoring interactions.
RQ 1c: What Factors within the Community College Culture Support Faculty Member
Attempts to Foster Student Mentoring Processes?

Table 7: Research Question 1c Themes, contains the themes identifieti throug
data analysis procedures that represent the factors that NECC facuberasgerceived
as contributors to a campus culture supportive of student mentoring. Next, each theme is
illustrated via data units from the associated research and discussed teldie
research question.
Table 7

Research Question 1c Themes

Theme Exemplified through:

Presidential Support Statements
Actions taken
Recognition System generated honors
Peers and student antidotes
Regular Meetings Biannual breakfast/lunch

Steering Committee

NECC faculty members who served as formal mentors to community college

students perceived that the campus culture, facilitated by their presidsrtxtnemely
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supportive of their attempts to foster productive mentoring processes. Speanifiples
of factors that contributed to the supportive mentoring culture of the campus that wer
consistently provided during interviews included statements that the presidént ma
regarding the formal faculty-student mentoring program, recognitianhég had
received due in part to their activity within the formal faculty-student ongrgt program,
and the regular meetings facilitated by the NECC staff membswensible for
administering the mentoring program. Overall, the campus culture, as percgthed b
faculty, as expressed within the formal faculty-student mentoring proguadebook and
college website, and as observed by the primary researcher while wis&ingECC
campus, encouraged faculty-student interactions.
RQ 1c, Theme: Presidential Support

Henry, a community college president for over 42 years, shared his pefspecti
when he stated: “I believe in mentoring.... | think it is an obligation of our profession.”
(Henry 53...82). Remaining active in the formal faculty-student mentoring program,
NECC Henry explained

| just enjoy doing it — | enjoy helping out. And | also wanted to show

others that everybody participates. That is it. You would be surprised at

how much mentoring | do in the course of a year... at least once a month |

get to do something like that (73).
Henry’s dedication to the community college student was evident throughout his
interview, and was a referenced by a number of additional participants asg firice

behind the campus culture supporting mentoring processes.
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Faculty members who served as formal mentors to the NECC students, and staff
members who served to administer formal mentoring programs on the NECC campus,
perceived that Henry’s dedication to the students, and support for mentoring @socess
greatly contributed to the campus’ mentoring culture. Gina, a full time seaffbar and
adjunct faculty member shared

It does not matter who you are, everybody is committed to the learning

process, from the secretary, | think even the maintenance people, we all

are very committed to people learning. We want people to become

educated and to do that well you have to mentor people along.... It is

something that our president looks at. He does not hire folks who are not

interested in giving back to the community. And so we just do it

cheerfully, it is just something that we want to do. | think that it is part of

the college mission - we view it as part of the mission. (Gina 466...493)

Erin, one of the administrators for mentoring programs at NECC expressed,
“What's interesting is Henry, the president of the college, has been a rentany
years.” (Erin 380) Therefore, in addition to his verbal expressions of support for
mentoring processes NECC faculty perceived that the formal facultgrdtodentoring
processes had

...the presidential seal of approval, people know about it, people respect it,

people respect the work that Dani and Erin do. And the foundation

respects it, the board members of the foundation, and the donors. Being

part of it | think is seen as being a real privilege (Wendy 159)
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Faculty and the administrators of the programs alike appreciated theeptssid
commitment to mentoring processes. Saedi, a professional staff memberitdsgons
directing a formal major-specific mentoring program for NECC studenpsessed
“Well | feel really lucky because | am fortunate to have the support ofdsedpnt.”
(Saedi, 168) She also shared that a primary piece of advice that she would provide to
anyone seeking to implement mentoring processes at their community colfelgeybur
best to get support from the top of the college.” (Saedi 275)

NECC faculty, staff, and administrators consistently expressed apjmeda
their president’s dedication to students and support for mentoring programs. When
guestioned about their perceptions of what factors within the college’s culturetsdppor
their attempts to foster productive mentoring processes, the participantabheshared
that the president’s active engagement in the process was a primary contoilblogor
mentoring campus culture. Such statements exemplify one manner through which
systemic powers influence relational interactions and the developmentalgsrogre
relationship participants, one of the guiding principles of RCT. In addition to the
influence of presidential authority as a factor of systemic power, yaoeiteived that
the recognition they received, another class of systemic power that is dsbetswv
also influenced the NECC'’s pro-mentoring culture.

RQ 1c, Theme: Recognition

Henry’s active participation in mentoring processes was perceived b NEC
faculty as a primary factor in the campus’ mentoring culture, but was clodlelyed by
their insights regarding the recognition associated with their partmipiatthe formal

faculty-student mentoring program. Faculty members expressed an appneoiathe
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formal recognition that they received by participating in the mentoringgmags well
as the informal recognition they received from their students. Gina shared,

| think that the president does reward this. | think that people know that

and | think that it is part of the PIF — personal development. | think that it

is looked at and definitely taken into consideration - the president takes

this very seriously. And I do think that it gets rewarded in the long run.

For example, | have a chancellor’'s award for service to the school —so |

get my big medallion to wear at graduations. | did not ask for it, it never

mattered to me, | mean it is a big honor but don’t get me wrong. To

answer to your questions, we do get chancellor awards here. A lot of the

faculty who do a lot of this stuff get a chancellor’'s award and that is a

pretty high honor. (Gina 445)

However, institutional recognition for participation in the formal facultident
mentoring program was perceived as a by-product of the real recognition tfzadLtltye
reported as a primary factor that supported a campus culture conducive to mentoring.
External rewards including professional benefits were not mentioned by #rgy of
faculty interviewed as a factor in their decision to mentor students. Wonda, e#ull ti
administrator who taught in an over-load adjunct capacity expressed, “You could not pay
me — you can not say okay | give you 5,000 dollars a semester for you to help a student. |
would say no thanks but thanks. It's not about the money.” (Wonda 504) Similarly,
another faculty member shared,

| don’t do it for professional benefits... | started being involved in the

mentoring program because | was seeing so many students down here and
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| wanted to try to do what — to do it the way that the college is supposed to
be doing it. And | tried it... (Misty 298)
Instead of external rewards or recognition, the formal faculty-student rmentor
perceived that the true recognition came when they shared student staroessvih
their colleagues, or when students came back and shared their succeswishottes
former mentor. .
The payoff comes in the personal stories — capturing those — that’s what
we need to do and that is what we go for. One woman came back — one of
the first awards, the student that won the award had been in foster care,
homeless, you could not get any more needy AND when she came here
the first time she flunked out one or two times because she was working —
she literally was up 20 hours a day between working, going to school,
whatever. She ended up going to pre-law at a prestigious school, earning
her law degree from one of the nation’s best law schools and currently
teaches law at an vy League institution. And she is starting a non-profit
organization to help poverty children. That's the payoff — can it get better
than that? (Erin 889)
Dani, expressed a common perception most succinctly when she share, “There is nothing
like hearing a student come back to you and say ‘thank you — you have changed my
whole life.” (Dani 908)
NECC faculty expressed their perception that one of the overarchingsfactor
within the campus community that supported their attempts to foster student mentoring

was a culture of recognition. While formal recognition was mentioned as atlaator
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faculty perceived to support their commitment to and engagement in student mentoring,
faculty also perceived that the less formal recognition that they redebredheir peers
and students was a factor that greatly contributed to the campus’ mentonumg.cult
Gina’s statement of “It's just what we do here,” summed up the faculty’'sen that
the campus culture encouraged their engagement in formal faculty-stustgoting
interactions.
RQ 1c, Theme: Regular Meetings

Regular meetings and interactions that were designed to recognize the
commitments of the faculty who served as mentors was another factorcthigt fa
perceived to reinforce the supportive mentoring campus culture. Additionalljtyfac
perceived that the gatherings in which they met and interacted with othersnent
contributed to the campus’ pro-mentoring culture. Every faculty membeviewed
who served as a formal mentor to students expressed appreciation for the “vadgpus
mentor breakfasts” from which they gained a sense of connection to their cefieayl
other mentoring processes taking place throughout campus. Dani shared that the
committee which guides the mentoring program “acknowledge their sgo/tbe school
every semester with a breakfast, or lunch — to acknowledge their service to tiksstude

A faculty member who served as a formal mentor to NECC students elaborated
on the biannual breakfasts/luncheon as she shared

We have a luncheon that brings in over a hundred volunteer all together to

share and recognize those that have volunteered for 20 — 30 years. It is

quite a contagious experience. People share that they do it year after year

after year and they are saying it is very rewarding. (Wonda 218)
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Faculty perceived that the opportunity to engage in the regularly scheduled
breakfasts contributed to the supportive culture of mentoring on campus among
their colleagues, as well as the student body engaged in mentoring @socess
Students were viewed an integral part of the NECC campus culture; theredore, t
perception that faculty shared regarding the students’ role in the mertaling
on campus crystallized their perception that the campus culture was supportive of
formal faculty- student mentoring interactions

Including students in regularly scheduled activities through which faculty
members become better acquainted with the formal faculty-student mentagngrprat
NECC was perceived by the faculty as an indicator that the campus’ aflture
commitment to mentoring was comprehensive.

While students were incorporated into regularly scheduled activities such as the
biannual breakfast meetings, they were not represented on the Steeringt@enirhe
Steering Committee was a group of ten faculty and professional staff nsewtier
served as a guiding force for the formal faculty-student mentoring programnn the
lead coordinator for NECC's formal faculty-student mentoring program ieeplahat “|
don’t do anything independently, | run everything by them. So it's always thectesf
the decision of the group.” (462) Other faculty and professional staff agreed tha
“Steering Committee is definitely vital piece.” (Shirley 705)

You need back up. When you have new faculty coming on board, when

you have new people coming on board and there are all these activities to

go to that you have to be at, you need to have a couple of people who are
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committed to get there, get the stuff set, to physically be there, to be the

face of the program. (Erin 455)

Faculty and professional staff members who collectively composed thin§tee
Committee for NECC'’s formal faculty-student mentoring program met régadatkeep
the program at the forefront” of institutional activities. An avenue for the cooodioht
the program to ‘infiltrate’ the professorial ranks, the Steering Coneistteonthly
meetings served to maintain the momentum of the program, as well as provided faculty
with direct influence within, thus bye-in for, the mentoring program.

Summary of RQ1c: What factors within the community college culture support faculty
members’ attempts to foster student mentoring processes?

Regular meetings through which faculty and staff who served as mentors to
NECC students experienced a sense of connection to the overall programotasses,
were perceived by faculty and staff members as a component of the campue’ thiat
supported their efforts to foster productive mentoring interactions. Similarly, the
president’s philosophy and support for the program, the manners in which their
participation in the program was recognized, and the incorporation of students into some
of the program’s foundational meetings were factors that participantsveees
illustrative of a campus culture supportive of mentoring processes. The ‘stfidgtht
philosophy expressed by NECC'’s president was echoed by the faculty andestdiérs
who participated in this research study; and, it is upon this philosophy that the campus
culture, as perceived by faculty, supported their efforts to foster productdenst

mentoring processes.
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Implications for the Use of RCT Relative to Contextual Supportive Factors

As previously mentioned, the aforementioned factors of the president’s
philosophy, perceived manners of recognition, and the regular meetings athehich t
mentors interacted represent a cross section of the guiding principles adp@ad to
this research.

First, the faculty expressed a variety of ways through which they peddbiat
the NECC social context was integral to their mentoring interactions. Sectrally
manner in which the faculty members expressed the importance rolesitieststplayed
in the mentoring culture on campus, as well as within individual mentorship dyads, was
illustrative of their perception that both members of mentoring dyads contribute to the
outcomes and conditions of mentoring interactions. Thirdly, the perception that the
president and recognition processes valued their participation in the mentoriegsproc
exemplified that systemic powers influenced their engagement in themealadind
developmental processes of mentoring. Finally, integral to the perceived cartptes c
that supported mentoring processes was the interrelation of the players within the
mentoring culture; thus, the underlying concept of selves in relation upon which RCT sets
was fully actualized.

Summary of RQ1 Data, Including Sub-Questions 1a, 1b, and 1c

The discussions above which described that components of the NECC campus
culture were perceived to be supportive of faculty’s attempts to foster predsittdent
mentoring process, as well as the aforementioned tactics discussee tel#tie faculty
members efforts to mitigate negative mentoring processes, and the tlaejiemploy to

foster productive mentoring processes, provided answers to the primaryhegesstion
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of this study: What mentoring processes are in place at this community @olsge
previously expressed, and in Chapter IV the Narrative Portrait, NECC israwoty
college dedicated to students’ professional and personal development. It is with an
appreciation for the NECC student centered campus environment that the focus of this
chapter will advance to the NECC faculty members’ perspectives regénding
experiences mentoring students.

RQ2: What are Community College Faculty Members’ Perspectives Regérding

Mentoring Experiences?
Table 8: Research Question 2 Themes, contains the themes identified through data

analysis procedures that represent the NECC faculty members’ gaespeegarding
their experiences mentoring community college students. Next, each thdostreted
via data units from the associated research and discussed relative tdrggeations 2:
What are community college faculty members’ perspectives regardimgrtbeioring
experiences with students?
Table 8

Research Question 2 Themes

Emic Theme Language Etic Theme Expression

Mentoring is a calling Mentors mentor because they care and are passiooat
student development processes

Mentors are believers Mentors are people who believe they can makerandiéf

Pay it forward Mentoring is exponentially transformational — mentoring

one student impacts an infinite number of people
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Mentoring is a touch stone Mentoring is personally satisfying and grounding

RQ 2, Emic Theme: Mentoring is a Calling

“Teaching is who | am, | teach students. Teaching is my calling, not my’caree
explained Dianne (210) a tenured faculty member at NECC. Wonda another tenured
faculty member who also performs administrative duties expressed thessatiments
during her interview when she shared that mentoring

makes you feel really close to the person and | think that being a teacher is

such a great...l wouldn’t even call it a job — its not a job its really a

calling. You've been given, you’'ve been blessed to be given the

opportunity to support others in a way that no one else can. (Wonda 458)
The perspective of mentoring as “a formal extension of care” and thas‘ioltmme
from the heart,” was expressed by every faculty member participane Wemicey (149)
stated that he “could be most useful to people who are thinking about education for a
career,” he also expressed that in order for faculty to engage in mentoriegga®c

it has to be because people care and want to be involved. Not because

someone in some far off administrative position says it has to happen — or

dreamed up a mentoring program. | don’t know it just needs to be a

natural thing. (Yancey 393)

Members of the Steering Committee, within their conversation about their
mentoring experiences, as they discerned how to best train new mentors, summed up the
aforementioned sentiments when they said “there could be no training for such a unique

relationship. It has to come from within.” From the perspective of NECC Yacult
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members who actively engaged in the college’s formal faculty-student mentoring
program, successful mentors “care deeply”, and their desire to support studmrgh thr
mentoring process “has to be something inside you — it is not something that people ca
make up,” “it is a calling.”(Seren 205)
RQ 2, Emic Theme: Mentors are Believers

Faculty members who perceived that successful mentors have a spéuigl car
guality within, also expressed that in order to engage in mentoring prabatdésster
productive outcomes mentors must “believe.” Mentors must believe that they caa make
difference. Mentors must believe that their students have potential and thaavkdhd
ability to learn the skill to reach their potential. Mentors must believe indingi
abilities and display self-respect. “There is a care for the human spifiptential, there
is a belief in belief itself.” Dianne shared that her

...favorite mentoring experience is the same story over and over again,

When you believe in someone, then they trust your opinion and believe in

themselves to be able to reach their potential.... ‘I love to help the student

turn their light on.” Turning on their internal light in the belief in their self

— not just in their intellectual abilities but in their value of self. A mentor

needs to be someone that the student can respect, someone that they can

see believes that they can achieve, someone that has self respect and that

belief that the student has a light to turn on. (Dianne 52...80)

Within the conversations that transpired during a Steering Committee nseeting
faculty member expressed her perception that “the faculty sayingélvbeh you’

makes all the difference to these students.” (Steering Committee 781) Meghan (132)
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reiterated that “it is not only about cheerleading it is about believing in onaseélthe
mentor believing in that student.” Misty (248) also expressed that “I not only wamt the
to learn the material, | want to help them build their confidence and feel thatathelo

it.” Consistently faculty members that were interviewed expressbdrad perspective
that their ability to believe in the students, and the mentoring interactionbeldtad

with students that supported the students’ belief in their own abilities, weretédo vi
components to developing productive mentoring relationships.

Finally, the coordinator of the program also perceived that it is a faculty
member’s belief in their own ability to serve students that is of primary tenpm®. She
expressed that her role of supporting the faculty members who served as manwitogs str
to foster productive mentoring interactions was paramount. Dani (651) shared that “the
strength of the program lies with making the mentors know that they can bedamit
service the students.” Dani, Erin, and Saedi expressed their perceptions that one of the
greatest responsibilities was to reinforce the mentors’ perspectivekdirdnad the
abilities to “make a difference.”

Maintaining “a belief in belief itself” was perceived by the coordirsatd
NECC's formal mentoring programs, as well as the faculty who servedrdsrs)as a
critical factor in their abilities to foster productive mentoring inteoast Mentors
perceived that by sharing their beliefs in the students’ skills and potentiad)laswheir
belief in mentoring and developmental processes, they were able to supporetitersn

and facility academic success, professional growth, and personal development.
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RQ 2, Emic Theme: Pay it Forward

Another unwavering belief that three study participants displayed was the
perception that through mentoring they were “providing opportunities to change lives
exponentially.” Changing lives exponentially was explained in terms of ifhy@ér
effect” of mentoring such that mentoring not only inspired the life of the mentedsbut a
the lives of those that the mentee influenced. (Erin 512) Popularized by the 2000 Film
titled “Pay it Forward,” a dramatic representation of Catherine Ryan’siyidgel by the
same name, faculty at NECC perceived that mentoring community college students
resulted in activating the “pay it forward” concept.

I’'m always one to tell student to pass it on. Pay it Forward is my theme

song. | talk about it a lot because if | can do something good for you, and

you can do something good for one other person, and that one other person

can do something good for a couple of people, then you've set the world

in motion really, and that's my goal.... my first student [mentee] has come

to every single one of my classes for 10 years to speak to students about

time management skills, about the importance of being in study groups,

and like a little missionary —he is definitely someone who passes it on.

(Seren 497...Seren 256)

In addition to encouraging the students to pay it forward through their intgrscti
within their classrooms and other aspects of NECC’s campus community, faculty
expressed a perception that the positive influences they imparted upon thegswere
multiplied outside of their academic worlds. Participants expressed theadlyimg one

student and guiding him or her through mentoring processes that result in an increased
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sense of self, students would inevitably generate additional belief in otilerstvom
they interacted.

My theory is this — if we reach one — it's one more that we have impacted

for good, so let’s just do one at a time. If we run an entire mentor program

and we were able to save one student, to help them to success then that’'s
worth it. Because that person is going to go out and change the world the
way he can, and he is going to make a difference in other’s lives the way
he would otherwise not. Its not necessarily a quantifiable thing but it is
definitely invaluable, the difference we’re making.... it's not just down the
road that they contribute back, but they contribute back usually along the
way and there is a multiple benefit factor, multiplication of the influence.

(Wonda 231...671)

NECC's faculty who served as mentors to their community college’s students
believed that the students they mentored activated the pay it forward conceptoiihile
three of the fourteen faculty members interviewed characterizedriteeictions with
students as a part of the ‘paying it forward’ process, most of the NECC faculty
interviewed did not associate their mentoring role directly with the ‘paywitard’
initiative; however, faculty members shared stories that exemplifiedfisgaations in
which they engaged that epitomized the ‘pay it forward’ concept.

| had a dean who helped me with all the massive reports and all the stuff

we had to do. She actually did them with me. | thought it was unbelievably

kind of her frankly. She did not have to do that but you know she took the

time to do it, to actually do them with me and | had never had that before.
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| can say that | do that with all of the people who | work with now — we do

them jointly. (Gina 434)

Perceptions among NECC faculty were abundant in that they believedihat “t
students we help be successful will reach others. The ones that we’ve helped and
mentored, they go on to a four year [college], in their work, and in their lives.” (Erin
790). Exponential impacts resulting from the activation of the “pay it forwardiatini
was a desirable outcome of NECC faculty mentors.

RQ 2, Emic Theme: Mentoring is a Touch Stone

Within the context of this research study a touch stone represents a personal sense
of being valued and balanced in life. A touch stone is a personalized cognitive space tha
when individuals “visit” creates an intrinsic sense of purpose and satisfaction.

It serves like a touch stone almost, being part of a process, being part of a

mentoring program. We all mentor so we could certainly do it without a

program, but having a program legitimizes it. It gives it a sense of worth at

the highest level. (Wendy 151)

Faculty members interviewed consistently expressed how much they enjoyedimgent
at NECC and perceived that their participation in the program was purposeful and
personally satisfying.

| just enjoy doing it — | enjoy helping out. You would be surprised at how

much mentoring | get to do in the course of a year. | have the pleasure of

seeing somebody succeed who has potential. It has been very satisfying.

(73, 119 Henry)
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In addition to a sense of satisfaction, faculty perceived that mentoring provideavitre
opportunities to identify an accomplishment, a point of motivation for their job on a daily
basis.

It just gives me a good feeling to be able to help someone, to make a

difference in their life. A student will come in crying and if | can help that

student to stop crying and get focus and somehow tackle the problem, it
makes me feel that | have accomplished something in the day. | need to
see those smiles once in a while and just to know that they are okay. |
think that is just what makes me the happiest. | really don’t want anything
for myself — | just want to make sure that they’re going to be okay. (Misty

282)

Concurrently the NECC faculty who mentor community college students
expressed that some mentoring interactions lead to lifelong relationshipbaatitey
frequently recognized that they learned from their mentee in dramatsctiiiaughout
mentoring interactions.

I’'m still in touch with them, the students go back 12 or 15 years. We stay

in touch because we’re friends now and colleagues. | get as much from the

relationship, or more sometimes....l have grown so much from this

relationship that he could be my mentor. That's really how | feel. (Seren

36, 62)

Some of the lessons that NECC faculty expressed they learned from theemeere

“life lessons”
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The students’ levels of coping are amazing - humans are strong; this

serves to motivate me to stay strong. | have also learned that theretare a |

of ways to view the world and | have become more grateful for my life. |

have much more gratitude. (Dianne 141)

Other insights revolved around their approach to mentoring or teaching.

They've taught me all those things that | wasn't sure of, that | never

realized that | would need going into a mentoring relationship. They have

certainly taught me about being patient, being a good listener, and that it is

notabout me. (Walter 141)

Every faculty member who participated in this research study exprestsétkeiha
participation in the formal faculty-student mentoring program was persoasiijysg.
Similarly, the mentors perceived that they learned as much, if not more, from the
mentees, compared to what they imparted to the students. Community college facult
said their experiences mentoring students served to fulfilling a personaldgnspose;
“mentoring serves as a touch stone.”

Summary of RQ2 Data

In general, community college faculty members who participated in NECC’
formal faculty-student mentoring program overwhelming expressed pgs#reeptions
of their mentoring experiences with students such as enjoyment and satisiagtong
NECC faculty, mentoring was optimistically perceived as a calling, ¢firethich people
who believed that they can make a difference by reaching out to one studentglyltimat
“change the world,” by activating a pay it forward initiative. NECC’sufgcdisplayed

the propensity to focus on the positive aspects of their mentoring experietites wi
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students, especially when compared to expressing their concerns regardotyotine
mentoring. Thus, one may conclude that these faculty members at this contoliegyg
perceived that their mentoring experiences were predominantly produesuéing in
positive outcomes desired by both the mentor and the mentee.
RQ 3: What is the efficacy of the Stone Center Relational Cultural Theory as a
Framework for Looking at Community College Mentoring Processes?

Table 9: Community College Mentoring Grounding in RCT, identifies manners in
which these research data reflect two grounding concepts of the frameworit evide
through data analysis procedures.

Table 9

Community College Mentoring Grounding in RCT

RCT Grounding Concept How RCT Grounding is Actualized within the Study

Self in Relation Faculty express importance of peer connections
Faculty express importance of connecting students
Micro-Processes Investigated  Tactics employed to foster productintrmg
episodes
Tactics employed to mitigate negative mentoring

episodes

Designed to contribute to the fundamental knowledge of formal faculty-student
mentoring at community colleges, this research was built upon the theoretmaliork
of the Stone Center Relational Cultural Theory (RCT). Central to relatiomabnmey is

the recognition that humans are interdependent and that mentors function in relation to
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and with other individuals within their social context; therefore, RCT provides the

structure to investigate the manners in which mentors function within a context of

interdependence and connections (Fletcher & Ragins, 2007). Additionally, RCT’s

grounding concept that mentoring includes episodic interactions, allowed for the

examination of the micro-processes of mentoring that the participants seghres
RCT Grounding Concept: Selves in Relation

Clearly, NECC faculty recognized the importance that ‘connections’ gliaye
guality mentoring processes. Faculty perceived that their abilitydteredith others in
their environment, including the students that they mentored, was instrumental to
developing productive mentoring interactions, as well as mitigating potaagative
mentoring episodes. Furthermore, within the documents that NECC used to recruit
faculty and student to participate in the formal program, were repetitivaiiutis that
“connections” served a primary role in the desired mentoring processes.

NECC faculty discussed their perceptions of the importance for them to develop
and utilize relations with peers during the processes associated with deyelop
productive mentoring interactions with community college students.

| find myself not particularly knowledgeable about things like course

schedules, financial aid. That is one of the reasons why when my last

mentee came to me about financial aid | needed to get him to someone
else because all those complicated things are not my business. (Yancey,

259)
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In addition to the importance of being connected to their peers within the NECC ¢ampus
faculty also expressed a perceived importance for being connected to indialidials
processes outside of the immediate social context of NECC.

Today at noon we have a local Congress woman coming in and she will be

meeting and giving a talk. Then she will be meeting with the student body

president and they are going to talk about the student’s interest in going to
university. Our Congresswoman will be able to connect her with people

there in hopes of supporting her in getting an internship. You know | have

contacts with various things and when | meet a student with potential -

you just do it. I've been a president for 42 year so I've been around and |

have connections. (Henry 89)

It was recognized by the NECC faculty that their connections beyond the NECC
campus served to extend their ability to promote the students they mentored; thus, the
connections contributed to their abilities to foster successful mentoring epeodie
mitigate potential negative mentoring interactions. All of the aforememtieramples
illustrating NECC faculty members’ perspective regarding the irapoe of connections,
and their activation of networks, serve to demonstrate that the mentors withidlyis s
recognized the importance of selves-in-relation.

RCT Grounding Concept: Micro-Processes

RCT is distinct from many mentoring theories in that it allows for the
investigation of the micro-processes associated with relational mentat@ngations.

RCT provided the structure upon which to investigate the specific tactics for developing

productive mentoring interactions that were employed by NECC facultybersrwho
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served as mentors to community college students. In this way, RCT gmatiiyputed to
the purpose and results of this research study. Likewise, in providing the fvedmeyon
which to explore specific tactics perceived by NECC faculty to mitigajative
mentoring interactions, RCT was ideal for investigating an understudied aspect of
mentoring.

Expressing mentoring as a relational process resulting from a ctompoé
episodic interactions, each of which are influenced by various micro-prec&sSé
functioned superbly as a framework upon which to design and analyze this study on
exploring formal faculty-student mentoring processes at a community €oltegas the
ability to identify specific tactics within individual mentoring episodes taeulty
perceived to be instrumental in their mentoring interactions that provided thysngthd
the leverage to contribute to the fundamental knowledge of formal faculty-student
mentoring at community colleges.

Evidence of RCT’s Guiding Principles

Table 10: RCT Guiding Principles for Community College Mentoring, idestifi
manners in which these research data illustrated the three guiding psie®T: : (1)
social contexts are integral to relational interactions, (2) members eft@nmg dyad
are mutually responsible for the skills, outcomes, and conditions of the relational
processes, and (3) that systemic powers influence relational interaatidtise

developmental progress of relationship participants (Fletcher & Ragins, 2007).
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Table 10

RCT Guiding Principles for Community College Mentoring

RCT Guiding Principle Guiding Principles Exemplified

Social Context’s Relevance Faculty perceived the Community College setting as a
to Interactions differential factor in their approaches to mentoring
Faculty perceived that campus culture supported their
efforts to foster productive mentoring interactions
Mutual Responsibilities Faculty identified personal skills associatiéd w
productive mentoring interactions
Faculty identified responsibilities of students divergent
from their own
Systemic Powers Perception of Presidential influence on program and
processes
Recursive cycle of student and faculty-colleague

connections

RCT Guiding Principle 1: Social Context’s Relevance to Mentoring Interactions
RCT was an ideal theoretic lens for this study because the investigation was
focused upon mentoring within a specific social context, the American community
college setting. NECC faculty participants expressed their perceptidre®theunity
colleges were a distinct culture in which a diverse student body crusaded ag=orst f

unique to these students.
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With a commuter school it is set a different way. When students go home
and they're working and their doing umpteen other things, parenting,

caring for aging parents...(Dani)

Yeah our student populations, that is of course being at a community

college, are working going to school, caring for aging parents... so we

have a different type environment (Erin 200)
Similarly, another participant contrasted his experience attendimgdititinal” four-year
institution with the experiences he perceived that the community college students
encounter.

Some end up dropping out because life interferes you know. They lose

their job or they are taking care of an aging parent, or they get sick or their

own kids get sick or any number of things. | went to college straight out of

high school and | think back that | was fortunate that | was able to do that.

These people, they have to balance so much more, this [school] is just one

of the things that they have to worry about all the time. (Yancey, 162)
Moreover, the faculty who had first experienced the NECC culture as a studenfiedag
the distinctive culture and challenges that they perceived confronted comycull@ge
students.

They come here say | need a job — how am | going to get an education,

how am | going to achieve? And | tell them, ‘I did not have money. |

studied and got scholarship and that’s how | did that.” | was an adult

student when | came back. | had three babies that | was raising and my
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husband was working round the clock to make this happen. | say ‘It's

about sacrifice. You have to work hard and you have to set your goals.

Really you can do it.’

Concurrent to the perception that community college students managed unique
challenges distinctively associated with their social context, NEBCdt also perceived
that the community college environment in which they worked fostered a culttire tha
supported and encouraged their engagement in student mentoring processes.discusse
detail above in association with Table 7, NECC faculty perceived that #mepus
leadership, as well as the overall campus culture, encouraged and supported their
participation in student mentoring processes. With support from the NECC campus
culture, faculty expressed their willingness to engage “holisticallyélational
interactions with students. And, according to the perceptions of these faculbensem
holistic engagement was necessary in order to develop trust, a precursor taywoduct
mentoring interactions and a prerequisite for the ability to respectfuiiyata negative
mentoring episodes.

RCT'’s guiding principle that social contexts are relevant to relatraratoring
interactions was embodied through the perceptions expressed by NECC facaligmme
participants of this study, individuals who served as formal mentors to community
college students. It was evident that the social context of the campus influeaced t
mentoring practices of professional members of NECC’s campus community.
Additionally, it is pertinent to note that the faculty members themselves ypeddbiat
the social context did indeed directly influence their willingness to engage i

mentoring practices and programs supported by NECC.
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RCT Guiding Principle 2: Mutual Responsibility

Faculty members who participated in this research provided adequate indications
that validated the second guiding principle of RCT: The responsibilities of preglucti
mentoring episodes are mutual among both members of the mentoring dyad. Willing to
accept their responsibilities relative to developing productive mentoringdesisnd
mitigating negative mentoring interactions, NECC faculty identifiecousrskills,
tactics, and beliefs that they perceived as instrumental in mentoringggscBsscussed
in detail above within the sections associated with Tables 4, 6, and 8, participants
identified specific responsibilities that they perceived to belong to the mentor

Additionally, NECC faculty members identified the responsibilities of the
students being mentored. Consistently faculty participants expressed thatmy pr
responsibility that students did not maintain was attending scheduled appointments. The
coordinators of two formal mentoring programs expressed that they “have not had a
situation where the student will make the appointment and the faculty falls down on it —
it's the other way around.” Faculty also expressed that students had the mutual
responsibility to commit time and attention to the mentoring processes, a mutual
willingness to share openly with the mentor, and the explicit obligation to foll@ughr
with student-driven action plans developed through mentoring.

It just has to be someone who really cares. Just as important as the skills is

to know that they care. If that kid comes back on Monday, I'll spend extra

time with him because he is caring enough to come back. And if he

doesn’'t - he doesn't! (Seren, 673)
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More than expressing that their student mentees had mutual responsibilities, the
NECC faculty perceived that the formal faculty-student mentoring pres@ssvhich
they participated fostered mutual learning and development. As suggestedRGh;
faculty members implied their perceptions that both members of the dyad e frefirh
productive mentoring interactions.

They have taught me a bit about myself: about what | bring and the

assumptions that I've got about myself, about this program, and about the

way that | expect things to proceed at a college. And they don’t always
necessarily proceed that way | anticipate. I'd say it's definddlyo way

street. (Walter 158)

While RCT states that social context influences mentoring process€s; NE
faculty statements implicated specific factions of the campus commugrigtarminants
of developing successful mentoring processes. Both Shirley and Gina gxgigttissed
their reliance upon the college office dedicated to supporting students through #ssproc
of transferring to a senior institution.

The last piece is about getting ready for a particular transfer you know.

You know we have a transfer center and she keeps trying to get in touch

with them.... I've given her the advice | can but | am not an expert in that

so | think she needs to go over there. (Shirley 607...619)

Therefore, while RCT highlights the relational guiding principle that both
members of the dyad are responsible for mentoring processes and outcomes)at doe
specifically address the responsibilities of members or factions of the wabgm

surrounding the mentoring dyad. Instead, RCT suggests that understandingahe soci
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context in which the mentoring episodes transpire contributes to researthldgysa
investigate mentoring processes and micro-processes.

A result identified within the data analyzed for this study, and discussedherfurt
detail in the next section of the chapter, implied that mentoring is a commundy/ acti
one in which mentoring processes are dictated in part by the community ntivbyc
transpire. In other words, not only is it important for researchers to understamndtihe c
in which mentoring transpires for the purpose of recognizing why specifomaair
outcomes occur, it is imperative to investigate what factors within a socitext
contribute to the development of productive mentoring relations.

RCT Guiding Principle 3: Systemic Powers

As with traditional mentoring theories, positional power within a system was
identified as a supportive component within the NECC social context in which nmgntori
interactions were analyzed for this study. However, in alignment with R@Vanaed
perception of systemic power, it was not only that the College’s president and
administrative forces, as well as state-wide institutional factoas contributed to the
productivity of the mentoring relations developed among NECC faculty and students.
Rather, it was the systemic power that the social context provides studedtitiondo
the positional and institutional support for mentoring, that served as a catalyst for t
development of successful mentoring episodes and the faculty members’ ability t
mitigate negative mentoring interactions.

Statements made by the president indicate the accuracy of the perdegdtion t
faculty expressed regarding the ideal that at NECC “students are the number one

priority.” Recognized as the reason for the college’s existence and thedmiithat
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continued to drive the institution’s purpose, students maintain a large capitol ofisystem
power within the NECC campus culture. Therefore, as displayed by their aegine f
student to determine the mentoring agenda, the faculty respected the power that the
students had within a mentoring relationship.

| say ‘what would you like me to try to help you with?’ | don't try to tell

them this is what you should do. | say ‘where do you want to be and how

do you think you can do that?’ (Misty, 171)

Other examples indicative of the systemic power that faculty perceived that
students contribute to the mentoring processes dynamics included their gaotigipa
the semester breakfast/luncheon meetings, and their ability to recruitemarato the
program.

It was so nice that | saw many of the mentees start chatting with each

other - connecting with each other. And especially when they are

continuing next year, it is good for them to know that there are these other

relationships that are very strong. Even hearing from them what other

pairs are doing can help to foster our relationship with our mentees.

(Steering Committee, 44)

The above quote displays that the students were perceived to be important enough
to be included in a biannual event that, in part, served as training for the mentors.
Also, the quote exhibits that the faculty perceived that the students’ participa

in the breakfast program served a powerful purpose in that it contributed to the

productivity and strength of their relationships with other mentees.
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Furthermore, the coordinator of the formal faculty-student mentoring
program at NECC indicated that when she was in need of identifying additional
mentors for the program she surveyed students. Sometimes, “students offer up
their faculty too. Students will request certain people. So, I'll call thetfacul
member up and say so and so has requested for you to be their mentor would you
like to join the program?” Within the NECC campus culture, students were
recognized as powerful players in the formal faculty-student mentoritensys
As suggested by RCT, faculty who patrticipated in this study expressed the
willingness to enact a model of “power with” their students as they engaged i
mentoring processes that were traditionally viewed as hierarchiaibns.

Therefore, to answer succinctly the third research question posed by this stud
the Stone Center Relational Cultural Theory was efficacious as a faaknw
investigating community college formal faculty-student mentoring preseslational
mentoring concepts through which mentors and mentees were perceived in relation t
others within their specific social context contributed to the ability to madanimg of
the associated research data. Additionally, providing the structure upon which t@ explor
the micro-processes of formal faculty-student mentoring procesaemmunity
college, while allowing for the recognition of non-traditional systems of pothait
influenced the mentoring processes, illustrates that the grounding comcemsiding
principles of RCT were upheld. However, one prominent theme identified within the

data, as discussed below, were not predicated within the confines of RCT.
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Naturally Emergent Theme

The previous sections of this chapter discussed themes that emerged during open
coding processes, which were also associated with specific researtbrnguesaspects
of RCT, the study’s grounding theoretical structure. An additional theme tleagedn
from open coding processes was emically described as “aggregate mentors.”
While, in part, elements of aggregate mentoring were touched upon within the previous
discussion related to mutual responsibility and its interaction with socitsxdas
implicitly related to mentoring processes, it emerged as an independent tlieimehis
study’s data.

NECC faculty expressed that they were big believers “...that we dorcésdadn
life unless we are part of a community and those who get help do better.” (Gina 207)
Therefore, not only was there the perception that the individual faculty mentor] as we
the student mentee within the dyad, were responsible for and potentially benefited from
productive mentoring processes, it was expressed that the NECC commuanidye atas
a true partner in mentoring process — suggesting a triad structure hatinéne
traditional dyad, with benefits for all. Faculty expressed their appi@tiar working in
community to mentor and support mutual growth and development.

We all work together. We collaborate. It is amazing. If a student has

issues, problems, or specific needs we come together as a group and we

call it a Student of Interest committee. It is really helpful and wehget t

input from professors, deans, counselors — and of course this transpires

only with the student’s permission. (Meghan 141)
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Moreover, the faculty expressed that they believed that rarely aréhthewly
person working to support or mentor a student. Rather, they perceived that they were one
of a “team” of people working together for the greater good of the student aN& @@
campus community.

Together we kind of created an aggregate mentor... students are coming to

me as one of their mentors as opposed to me being their one mentor. And

that has been my experience. Dealing the students that | have they are very
intense. But even that one student that | had the full mentoring relationship
with, I know that she was also working with my colleague my co-director.

She would talk to him also and get his feedback. Sometimes she would go

right from one office to the next.... | have not had experiences that suggest

to me otherwise, that they are really counting on me to be their 24/ 7 and

everything. (Walter 276...285)

Besides expressing that the community as a whole coordinates to serve as a
network of support, and groups of faculty and staff members work collectively to provide
a sense of aggregate mentorship, faculty perceived that their commurtalrefalted in
campus-wide benefits.

| think they [students] benefit academically. | think they benefit

maturationally. | think they benefit emotionally. | think they benefit

socially.... | think the college becomes more of a community because of

mentoring. | think everyone in the campus community benefits from

mentoring program. (Seren 221...253)
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Therefore, the faculty at NECC perceived that mentoring transpiredwiidir
environment in manners specified to support the unique needs of their students, by teams
of people, and produced results that benefited all parties involved, including the campus
community at large.

Summary

Formal faculty-student mentoring processes at community collegebbane
understudied. Specifically, there has been a paucity of investigations toeetkygor
community college faculty members’ perspectives regarding megtooimmunity
college students. Data are expressed in this chapter relative to theiataas®} among
the research questions posed in order to contribute to the study’s driving purpose — to
contribute to the fundamental knowledge of community college mentoring precesse
Data are organized such that they express the perspectives of faculty snetmer
participated in formal faculty-student mentoring processes at North Bash@nity
College.

Initially, an overview of the mentoring processes and the social context in which
they occur is provided. Next, data are presented to illustrate the tactibEEl@B& faculty
members’ perceived to be instrumental in their ability to develop productivenmgnt
interactions. Trust was identified as the underlying theme that facultyiyestces
necessary in order to engage in productive mentoring episodes. Faculty perceibgd tha
listening to students, supporting students in word and actions, and openly sharing
appropriate personal information with students they demonstrated their mekisigo
make themselves available to their student mentees; thus build a trusting eaaironm

within which productive mentoring interactions may transpire.
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Faculty perceived that trusting environments also developed when they asked
student questions in manners that served to guide a process of goal idemtificati
Patiently asking questions to identify goals was a process through &hidtyfmembers
perceived they recognized the students’ needs; thus, allowed student mentetéeto se
mentoring agenda. Building trusting relations in which students were comfcstdbie
the agenda was perceived by NECC faculty as appropriate when seekiugltpde
productive mentoring interactions.

NECC faculty members who participated in the study also perceived it anport
to connect the students that they mentored with other faculty or campus servicks in or
to mitigate potential negative mentoring interactions. Similarly,rgebioundaries and
being willing to “move on” were tactics that the faculty perceived tstdsir ability to
mitigate negative mentoring episodes.

Moreover, because the NECC faculty perceived that their campus culture was
supportive of their attempts to foster productive mentoring interactions andteitig
negative mentoring episodes, they expressed a willingness to engage imgahnglle
mentoring processes. Factors that participants of this study identifiediestors that
the NECC campus culture was supportive to their engagement in formal faadky+s
mentoring processes included the support of the College’s president, various forms of
recognition received, and regularly held meetings through which the mentorimgmprog
maintained momentum and value.

Participants of this study who served as mentors to community collegatstude
also expressed a variety of perspectives regarding their overall mentqergeaces.

NECC's faculty displayed the propensity to focus on the positive aspects of their
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mentoring experiences with students, especially when compared to expressing the
concerns regarding unproductive mentoring. Among NECC faculty, mentoring was
optimistically perceived as a calling through which people who believech#hatould
make a difference by reaching out to one student at a time ultimately “chidwege
world,” by activating a pay it forward initiative.

While only three participants interviewed identified themselves as direct
contributor to the perpetual “pay it forward” cycle, all participants peeckihat they,
and the students that they mentored, participated in mentoring processes while
maintaining, and ultimately developing productive relations with others. The Stone
Center Relational Cultural Theory (RCT) suggests that mentoring precsseelational
and encourages mentoring research to investigate members of mentoringsdyads
individuals in relation to others.

Additionally, RCT provided the framework upon which micro-processes of
mentoring were investigated from which specific tactics employed byattieipants
were identifies. RCT’s guiding principles provided the framework to explore NECC's
social context’s relevance to mentoring interactions, the mutual respdresiofi the
mentoring dyad participants, and the influences that systemic power haire wit
mentoring interactions. Overall, RCT was perceived to be efficacious whendapplie
framework for investigating community college mentoring processes.

Finally, a naturally emergent theme emically identified as “aggesgentors”
was presented. The concept of “aggregate mentors” was specifically telaiey one of

the study’s research questions yet emerged as a clear theme contdimethevdata.
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In conclusion, the findings reported within Chapter V, provide comprehensive
answers to the primary research questions of this study, in addition to produting the
additional mentoring-related theme of “aggregate mentors.” The study’srdata a
alignment with the purpose of this study such that they contribute to the fundamental

knowledge of formal faculty-student mentoring at community colleges.
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CHAPTER VI

DISCUSSION

Provided in tabular format in Table 11 for quick reference, and in narrative format
in Chapter V, are findings garnered from this study. In conjunction with Table 11:
Comprehensive Findings, is a discussion expressing the implications of this study on
theory, research, and practice, as well as the associated limitationsiamthtiehs.
Finally, a closing discussion is provided to summarize and reiterate thicsigre of
this dissertation research, as well as recommendations for future study.

Findings

Findings from this study are summarized in Table 11: Comprehensive Findings.
The findings were generated by exploring the associations among the deaed
through the Stone Center Relational Cultural Theory (RCT), as well as mentwebry,

practice, and research as expressed within past and contemporary menéoatugdit
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Table 11

Comprehensive Findings

Research question

Result/theme

1. What mentoring processes are in

place at this community college?

3 formal programs in place

Links, Conversation Partners, Business
3 formal program being developed

Student Peer, Faculty Peer, Disability

Organic/Informal Mentoring

Research gquestion

Result/theme

1b. Tactics to mitigate negative

mentoring experiences.

1c. Factors within the culture that
support attempts to foster
mentoring.

2. Faculty members’ perspectives
regarding mentoring experiences

with students.

3. Efficacy of the Stone Center

Relational Cultural Theory (RCT).

Connections

Set boundaries

Move on

Presidential support
Recognition

Regular meetings
Mentoring is a calling
Mentors are believers

Pay it forward

Mentoring is a touch stone
Efficacy of RCT expressed, yet not all themes

can be encompassed within the theory.
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As discussed in detail in Chapter V, results generated from data gathengd dur
the associated study supported the three primary guiding principles of the Stagre Cent
Relational Cultural Theory (RCT) that served as the framework upon whicleseisrch
was designed. Also critical to the purpose of this study is RCT’s grounding concept that
micro-processes of mentoring convene to culminate into relational interawgterceived
to be mentoring activity (Fletcher & Ragins, 2007). Additionally, results regporte
highlight the faculty members’ perspectives that concur with the secondy®Unding
concept that mentoring relations are most effective when mentors intelyti@calgnize
their self-in-relation to others. Data depicted that NECC faculyyugbn their sense of
self-in-relation to the cultural landscape and colleagues in order to fostlrctive
mentoring episodes as well as in their efforts to mitigate negative nmgnioteractions.

Discussion and Implications

Discussions of the study’s findings and related implications will next be peelsent

relative to mentoring theory, research, and practice
Mentoring Theory

Findings supported the selves-in-relation grounding concept of the Stone Center
Relational Cultural Theory (RCT), which emphasizes the importance of both nseafiber
the mentoring dyad recognizing that they, and their relationship, existatiomeio
others. The data also indicate that faculty also perceived that their consegtih other
individuals and the social context in which mentoring interactions transpire ntegeal
to their abilities to develop productive mentoring relations. Whereas RCT eapthss
connections between members of the mentoring dyad with each other, as well as the

mentors’ connections with others to which they introduce to their mentee (Fletcher &
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Ragins, 2007; Surrey, 1985), data from this study also illustrate the facultlyersem
perspectives’ regarding the support that they received from their connectiored| as
the cultural context of both the NECC campus and the mentoring program, as iategral
relational mentoring processes. While a supportive cultural context and connearens
perceived as integral to productive mentoring interactions, these factqornent
faculty members’ engagement in mentoring processes, they are not datdésnaf a
faculty members ability to mentor students.

Furthermore, RCT recognizes that mentoring interactions transpire &ithi
specific social context, a concept that the associated data supports. Halever
associated data imply that the social context contributes to a culturattdbiates more
than a platform upon which mentoring interactions transpire; instead, the dat@ aictat
recursive and symbiotic relation between the cultural context in which mentmengs,
as well as mentoring interactions and outcomes. Moreover, given that mergaing i
phenomenon involving human relations that transpire in varied social settings, the
complex relations between people and their collective cultural environmentsainidy
and not inherently replicable.

As expressed in chaos theory, the ever evolving nature of culture, as well as t
contiguous relations of human interactions, yields dynamic environments péypetua
influenced by the very cultures they host. Therefore, RCT’s inclusion @fl socitext as
a factor that influences mentoring processes is appropriate yet incenfyeitionally,
while RCT submits that micro-processes within mentoring interactionaféuenced by
the contextual factors of “hierarchical roles and relationship structuresjzaganal

norms and mentoring climate, and societal-level gender and power dynanetsh€F
193



& Ragins, 2007, p. 379), it does not recognize the specific mentor program culture
associated with formal mentoring processes that transpire within the cotyenll@ge
educational system. Thus, as chaos theory suggests, even though it is predi¢table tha
mentoring involves human interactions, the process is much too complex to predict
because any diminutive change in the surrounding environment may influence the
interactive behavioral pattern of one or both members of a mentoring dyad.

While the complexity of the mentoring processes are difficult to predtict w
regards to the human behavioral components and cultural contexts in which the
mentoring dyad engagements transpire, the complexity of mentoring meet$¢ECC
transpire in manners emically defined as aggregate mentorships. Asseddgsnany
participants, NECC faculty perceive that they are one of a group of peopseipipait a
mentee through mentoring processes; thus, increasing the complexity of tbheimgent
interactions exponentially. For example, when one mentor connects the mentebdo anot
service or person within the campus community, this process alters the mentoleng c
for that individual mentee which then results in changes within the context in which the
mentoring processes transpire.

Furthermore, the unpredictable influences associated with aggregate
mentoring processes, coupled with the influences that the dynamic mentoring
environment and campus culture may have on the interactive behavioral pattérn of al
participants of the mentoring process, may also affect the overarchingrimgprogram
or system. Within formal mentoring practices there are multiple levelseote
transpiring simultaneously in order for the process to proceed; thus, mentoring is a

system as it is “... an organized collections of interrelated elementsctirdzed by a
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boundary and functional unity” (Bleecher, 1983, p. 68). For example in the context of
this study, faculty members are receiving student mentees, whileiti@smentees are
receiving mentors, while the third party coordinating the initial mentort@esen
interaction is receiving direction from its steering committee — alritaning to the
common function of fostering mentoring relationships between community college
faculty members and students. The interrelation of these systems is mafufatosy
process to exist, and these systems exist within the campus culturat esntex| as the
mentoring program’s cultural context; therefore, RCT’s depiction of socmméxt to
influence, but not including the influence by mentoring processes, is questionable and it
is suggested that theories such as chaos theory may contribute to a mueheosive
understanding of the dynamic nature of formal faculty-student mentoring pesces
Recursive data reported in this study depict the dynamic and unpredictable and
interrelated cultural systems in which the NECC formal faculty-studentaring
program transpires. NECC faculty members expressed perceptions’ that toamewis
in which they mentor actively support their mentoring effort, encourages mentoring
interactions, and recognizing their participation in mentoring episodes; thus, the
environment fosters productive and mitigates negative mentoring experietoes in
turn contributes to a contextual culture conducive to supporting mentoring efforts.
Similarly, data indicate that faculty members perceive that the duttbmgext in which
they mentor benefits from productive mentoring interactions, and that productive
mentoring interactions benefit from the supportive cultural context in which tleely.oc
Therefore, it is suggested, based upon data explored for this dissertation, that the

RCT framework is compatible with formal faculty-student mentoring presesghin
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the community college setting; however, within the community college setting,
contextual factors not only influence relational processes and mentoring estdbm
relationships are reciprocal in that contextual factors are influencesdipnal

behaviors and processes, as well as mentoring outcomes. An adapted graphicipresentat
of RCT is provided in Figure 2 and depicts the critical reciprocal relations ameng t
social and cultural contexts in which the NECC formal faculty-student niegtor
program transpires — a relationship that is supported by aspects of chaosAkeory.
mentoring scholars continue to explore theoretical foundations of mentoring adigpeci
within the educational setting, it would be valuable for continued exploration relating t
the interactions among mentoring processes and the contextual culture in which the
interactions occur.

In addition to the implications that this research has relative to RCT as a
theoretical structure for mentoring processes within the formaltjastdent mentoring
processes at a community college, this dissertation referenced aspénte’'sf(1975,

2006) student retention model, Astin’s (1984) theory of involvement, Schlossberg’s

(1989) theory of marginality, and Rendon’s (2002) concepts of validation. Each of the
aforementioned concepts supports mentoring as an approach for increasing retention
among community college students. While research has consistently expressed
correlations amongst students’ connectedness, integration, and validation with geoducti
mentoring and educational interactions (Jacobi, 1991; Rendon, 2002; Schlossberg, 1989;
Stromei, 2000; Pope, 2002; Thomas, 2000; Tinto, 2006), research has not investigated the
relation of these concepts relative to measures of faculty connectednesscaptqes

of validation. Results from this dissertation suggest concepts of mattering,eimenit,
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Figure 2. Adapted graphic depicting the RCT with recursive relationsgownextual

factors and other theoretical principles illustrated g = app in which evect asp

the mentoring process is imbedded

! Adapted from Fletcher, J.K., & Ragin, B.R. (200Btone Center Relational Cultural Theory: A window relational
mentoring.” In B. R. Ragins & K. E. Kram (EdsThe handbook ahentoring at work: Research, theory, and prac(jz&79).

Thousand Oaks, CA: Sage Publication.
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and interactions of faculty within the campus community as critical fdtaculty

perceived that their sense of connectedness, engagement, and mattering to the campus
and mentoring processes directly influenced their ability to foster piedunentoring

as well as their ability to mitigate negative mentoring interactions.

The abovementioned results from this research provide a platform upon which to
expand relational mentoring theories, as well as other retention based thedaties to
post-secondary education, specifically the community college. Implicahahfatulty
members perceptions’ of their own sense of mattering and engagement agympl
related to their perceived ability to foster productive mentoring episodestudents
needs to be recognized within mentoring and retention theories devised for higher
education cultures.

Therefore, data gathered for this study support the efficacy of RCTas @le
explore formal faculty-student mentoring interactions at community college&lpd
that reciprocal relations among contextual factors and all other RCT gpidinogpals
are recognized. Moreover, the data bring to light the importance of faceitypers’
perceptions’ of their own connectedness as a theoretical component of mentoring
deserving further study.

Research

Findings from this research study have various implications for scholaglyrobs
that focuses upon mentoring interactions and outcomes. The discussion below expresses
the implications and associations among historical and contemporary mentorarghrese

findings, and the results garnered from this study. Specifically, the follcseickipns
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will articulate the ways in which the current dissertation data relate exising
literature on mentoring and concepts of connectedness and retention, mentoring
communities, and the potential differentiation between positive and negative mentoring
processes relative to perceived power structures, or competitiveness.clibis se
concludes with a discussion regarding the implications for several factara/iiith
mentoring scholars continue to grapple — why, when, and how mentoring works (Ragins
& Kram, 2007)
Connections and Retention

Research indicates that mentoring episodes involving interactions betweky fac
and students yield increased levels of student engagement, as well as enhanced student
perceptions of mattering and validation (Laden, 1999; Rendon, 1994, 2002; Schlossberg,
1989); thus, connecting productive mentoring interactions with increased pessistenc
retention rates among post-secondary students (Barnett, 2007; Campbell & {Lampbe
1997; Ehrich, Hansford, & Tennent, 2004; Jacobi, 1991; Nora & Crisp, 2007; Pascarella,
1980; Rendon, 2002). Furthermore, while there is a growing number of inquiries related
to mentoring in educational settings (i.e. Barnett, 2007; Bess, 2000; Campbell &
Campbell, 1997; Ehrich, Hansford, & Tennent, 2004; Galbraith 1994, 2002, 2004;
Jacobi, 1999, Pope, 2002; Zachary, 200#e is a paucity of research related to the
community college setting, and even less regarding community collegty fax@rhbers’
perspectives regarding mentoring. The results discussed in Chapter V, andl @dtae
in Table 11, expressly serve to contribute to mentoring literature relatigemalf

faculty-student mentoring practices transpiring at a community college.
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Results depict agreement between community college faculty members’
perspectives and previous research findings which indicate that mentavieg &e
increase a student’s sense of mattering through validation (Rendon, 2002). In addition to
recognizing that faculty members are aware of the theoretical camseatmong student
mentoring processes, students’ senses of validation, and retention rates, tigs findi
reported from this study imply that faculty also perceive that their engagt in
mentoring processes increases their sense of mattering and connectiorheithin t
campus setting. Additional research that focuses on the relationships amdtyg fac
members’ perceived sense of connectedness and their mentoring practicefivtioeit
contribute to the educationally focused mentoring literature.

Mentoring Communities

Past research showed that providing student with various types of mentoring
opportunities was perceived by community college students to be most effective in
connecting them to the campus and their academic progress (Pope, 2002). Data
associated with this research indicate that faculty members sharedbptios that
providing students with a variety of mentoring opportunities is beneficial. An additiona
recurrent theme that surfaced within this research was the concept of aagaggr
mentor.” Described as a process where students sought advice and guidarece from
combination of people, rather than one specified mentor, NECC faculty perceived
themselves as members of a communal group of professionals who serve asgateaggre
mentor to their students.

Consistent with literature that expresses the importance of cultural tontex

developing mentoring relationships (Fletcher & Ragins, 2007), community college
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faculty members shared their perceptions that they mentor their studemsrasfea
mentoring community. In addition to identifying aspects of the communitycasr$a
which support their mentoring interactions, participants in this researclkiiethiseir
mentoring interactions with others in the campus mentoring community as components of
“aggregate mentoring.” The “aggregate mentor” approach was perceivathter f
strengthen the productivity of mentoring interactions for the students as eehasce
the community-based connective benefits to faculty mentors.
Positive and Negative Mentoring Relative to Power Structures

There is a growing body of literature purporting the benefits of mentdemgo(
& Harpel, 1982; Nora & Crisp, 2007; Pascarella & Terenzini, 1979, 2005; Raggins &
Kram, 2007; Rayle & Chung, 2007; Santos & Reigadas, 2005; Stevenson, Buchanan, &
Sharpe, 2006; Stromei, 2000; Thomas, 2000) while other reports express the downsides
of mentoring (Duck, 1994; Eby & Allen, 2002; Eby et al, 2000; Kram, 1980, 1983, 1985;
Levinson, Darrow, Lenson, Kelin, & McDee, 1978; and Scandura, 1998). However, few
studies have studied the phenomenon of mentoring in higher education settings. Data
within this dissertation study depict the recognition among community collegkyfa
that mentoring interactions have the potential to be productive as well avaegati
recognition that parallels Duck’s (1994) projection that mentoring is subjdat to t
dynamic nature of positive and negative experiences. Furthermore, findingisom t
study are consistent with the perception among mentoring scholars and business leade
alike who agree with Kram (1980) that, fundamentally, mentoring is a human relgtionshi
process. Therefore, this research study reiterates findings reporte@rigvious studies

in that it recognizes mentoring as a relational process susceptible to uriddactors.
201



While participants in this study perceived that mentoring processes aeptie
to undesirable factors, they did not express concerns regarding the potentighforene
outcomes. Conversely past research has indicated that mentoring processeEsim
negative outcomes (Kram, 1983; Duck, 1994; Scandura, 1998; Simons & Eby, 2003).
Duck (1994) states that negative outcomes result from the ill intentions of the dominant
person within the mentoring dyad. Within this study, none of the participants idgntifie
their position as the students’ mentor as a position of power. Furthermore, at no time did
faculty depict any concern that the students they mentor were potential “donspébr
position, attention, or advancement; factors that previous researcher idestified a
motivations associated with ill intended mentoring interactions on the part of therme
(Duck, 1994; Scandura, 1998; Simons & Eby, 2003).

As opposed to faculty members expressing a perception of being the “dominant”
member of the mentoring dyad, NECC faculty purported that they learned “just as muc
if not more, from students” than they imparted to students. Furthermore, data irfthtate t
community college faculty members perceive that the students they nienébdean
equal, if not greater percentage of the “power,” within the cultural context and thei
mentoring interactions. Therefore, the lack of perceived competition, or insingature
of power, among community college faculty members who mentor students sulggests t
the social and cultural contexts of the community college may differ chitigtirom
work environments; this suggested difference calls for additional investigatiohénto t
aspects of negative mentoring, processes, and outcomes within the community college

setting.
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The Why and When Mentoring Works

Finally, respected for its transformational impact and practical apiolic
researchers know mentoring works, yet they grapple with why, when, and hovkst wor
(Raggins & Kram, 2007). Data gathered express explicit reasons as to why antie
how formal faculty-student mentoring processes work, as perceived by community
college faculty members. Historically, it has been reported that prodaoéintring
interactions result after a trusting relationship has been built (Duck, 199%; Ké85;
and Scandura, 1998). Similarly, the primary theme expressed by NECC facsiltyatva
productive mentoring interactions occurred owlyentrust was evident.

Additionally, NECC faculty shared their perspectives as to why they Vioézda
foster positive mentoring interactions with the students they mentor. Discosbetaii
in Chapter V of this dissertation, faculty expressed specific tacticthtiaemployed in
order to develop productive mentoring interactions. Similarly, the data collecadeor
insights intowhy andhow mentoring works, at least in part, by presenting faculty
members’ perspectives of what tactics they employ to mitigate wegaéntoring
interactions. Research studies investigating when, how, and why mentoringanerks
needed in order to enhance contemporary literature related to mentoringesoces

Implications for Additional Future Research

In addition to the aforementioned needs for additional research, data from this
study allude to the need for additional research related to mentoring proceissea w
post-secondary education setting. Previous research has expressed a postatenorr
with matching mentors and mentees based upon gender (Brown, 1993; Pascarelli &

Terenzini, 2005), race (Rendon, 1994; Pope, 2002; Santos & Reigadas, 2005) and similar
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interests (Ehrich, Hansford, & Tennent, 2004; Jacobi, 1991). Data collected for this study
depicts a perception among community college faculty that their abimpathize with

their mentee is a critical component in their ability to foster productiveanegt

interactions with students. Thus, it is suggested that future research inesdtigat

relevance of pre-college factors in matching functions within fornealtiastudent

mentoring processes.

Another interesting implication of this data relates to the associatioe&etive
perceptions mentors have regarding their own experiences as mentees anthdrarma
which they function as a mentor. Literature suggests that individuals who areedentor
are more willing to serve as a mentor to someone else (Ragins & Kram, 200/&). Whi
NECC faculty expressed mentoring as the application of the “pay it foheandept
with relation to perceptions that their interactions with mentees were exj@biieee
chapter V for a detailed discussion related to this concept), they did not express a
perception that they were in essence paying it forward through mentorawg) ugasn
their experiences as a mentee. Rather, a few mentors expressed that tiweypdrceive
that they ever received positive mentoring during their educational erpesi.
Therefore, investigations relating mentors’ perceptions of their own peesqueiiences
being mentored with their perceptions of factors they perceive to be integral in the
process of fostering productive mentoring episodes and mitigating negatniering
interactions would contribute to mentoring scholars’ understanding of the mentoring
phenomenon with post-secondary education settings.

Findings associated with this dissertation exploring community cdiegéty

members’ perspectives regarding formal faculty-student mentoring pescesnnect
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historical, contemporary, and future mentoring literature with the commeoilgge
setting. The paucity of data available on mentoring processes within the community
college setting calls for additional investigations of mentoring phenomenoncas/pd
by faculty, students, administrators, and community partners associatetlavith t

American community college setting.

Recommendations for Practice

Mentoring has been practiced as a form of guidance for personal, professional,
and educational development for centuries. However, even though researchers know
mentoring works, they grapple with why, when, and how it works (Raggins & Kram,
2007). Findings reported in Chapter V provide insights into NECC faculty members’
perceptions regarding why, when, and how mentoring works. Discussed below, data from
this study provide explicit recommendations for the administration of produotvef
faculty-student mentoring programs at community colleges. Additional findunggest
specific tactics for faculty who serve as student mentors to employ intorfibster
productive mentoring interactions.
Recommendations for Mentoring Program Administrators

Findings from this study suggest that faculty members who engage in formal
student mentoring processes perceive that a supportive campus environmenails integ
with their willingness to be involved with a formal program. Furthermore, data sugges
that faculty members who serve as student mentors appreciate meancaguitren

and recurring opportunities to interact with their peers.
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Because faculty identified the campus culture as a determinant of their
willingness to engage in formal faculty-student mentoring processesuggested that
administrators of mentoring programs align the program with the institutioimg |
mission; therefore, faculty will recognize the relevance that megtbas in their
purpose as a campus community member. Furthermore, data suggest that atbrsnistra
of mentoring programs should recruit a well respected institutional leatdgraimpion”
the program. Henry, NECC’s president, was a strong advocate for mentoringpasatici
in the program, and frequently recognized the import role that mentoring played in the
advances of community college students.

In addition to identifying campus culture as force that encouraged their
participation in mentoring processes, faculty members expressed an apundor the
recognition they received as a result of their engagement in mentoringfarkeit is
suggested that administrators who implement formal faculty-student merpoog@gms
at community colleges connect the program with established organizatioogthiteon
processes such as tenure hearings, professor of the year awards, or dthtenakt
traditions. Capitalizing upon opportunities to recognize faculty members whaprac
mentoring with students may serve to foster their continued engagement in tlss pasce
well as a method through which to recruit new mentor participants.

While faculty expressed that formal recognition of their participation imonieg
was appreciation, they also expressed an affinity for informal recognitiothéyat
received from peer interactions. Findings from this study indicate thatyfaelite
recurrent interactions with their peers where mentoring is the focus; ltescjggested

that administrators of formal faculty-student mentoring programs incorpeguéarly
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scheduled meetings or activities at which the participating faculty menact with each
other.

In addition to sharing stories, comparing experiences, learning aboutspecifi
tactics to use to enhance the productivity of mentoring interactions, facutgiyest that
their participation in regularly scheduled meetings kept them “connectdukito t
colleagues and the campus community. The importance of their perceived imontwect
campus and colleagues was iterated as a factor associated with tivegness to
continue to engage in mentoring practices, as well as their perceivey tabdlitgage in
productive mentoring processes. Consequently, administrators who coordinate formal
faculty-student mentoring programs would be wise to incorporate regularly sethedul
meetings at which faculty members may interact organically with eaeh iotmanners
that serve to connect them with each other, the program, and the campus community.

Administrators seeking to support productive formal faculty-student mentoring
programs at community colleges would be wise to establish processes that promote
interactions among faculty participants which result in their enhanced &ense
connections. Furthermore, identifying a respected distinguished champion tatadweoc
the mentoring program is critical to the alignment between the pragndrthe dynamic
campus culture. Once institutionalized, opportunities for faculty to perceivehéiat
engagement in the mentoring program is recognized and appreciated may shedtabl
which in turn fosters a sense of “connection” and increased likelihood for the faculty t

remain engaged in the mentoring program.
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Recommendations for Faculty Serving as Student Mentors
Findings from this study provide detailed recommendations for faculty members
who serve as student mentors. Underlying all of the detailed suggestions was the
importance that trust plays in developing productive mentoring interactionstudmnss.
Faculty who intend to serve as a mentor to students would benefit from recognizing the
importance role that trust plays relative to developing productive mentorimgdioes
with students, as well as to familiarize themselves with specificsatiat their
colleagues at NECC identified as critical factors in their ability te@lbp productive
mentoring episode while mitigating negative mentoring interaction.
Specifically, faculty are encouraged to make themselves availablécghyand
mentally to their mentees, as well as to practice behavioral actions to emitbidliie
intent for students take the lead in determining the direction that the mentorcegses
will take. Moreover, faculty serving as student mentors ought to familidréraselves
with tactics that their peers at NECC identified as helpful in mitigateggative
mentoring interactions such as maintaining their own connections, setting hesridar
the mentoring processes, and recognizing when it is appropriate to respactivél on.
Recommendations to assist faculty in fostering productive mentoring interactions.
Findings from this study show that productive mentoring interactions are tbstere
when faculty take time to listen, show their support directly to their studeneeyemtd
share of themselves in a personal manner with their mentee. Therefore, idulty
intend to mentor students ought to resolve to dedicate ample time and attention to the
student that they volunteer to mentor as well as the mentoring process. Data siagjgest t

productive mentoring episodes are most likely to transpire when faculty aedicat
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themselves to the process, and employ specific behavioral actions with thiensef
building trust with their mentee. Prior to engaging in mentoring procesgestudents,
faculty would be wise to decide how they will illustrate their willingnhtslisten and
desire to support the student, as well as their comfort with sharing of thesnisebrder
to foster a trusting environment for the development of productive mentoring
interactions.

Similarly, faculty would be wise to identify manners with which they el
comfortable guiding students through the mentoring process such that the student
perceives and actually is leading the direction that the mentoring imesatake.

Findings of this study showed that veteran faculty who mentored students peroatved t
they fostered trusting productive mentoring interaction by employings$agtich as

asking students questions to identify their desired mentoring outcomes, guidingsstude
through goal identification processes, and being patient with the student and the
mentoring process. Developing a guiding set of questions to employ during initial
mentoring episodes, designed to encourage the student to express their erpeutditi
desired outcomes of the mentoring process, and which provide the faculty methber wi
opportunities to share their expectations, is a specific behavioral actioncthiat fa
mentors may take to guide students through the processes of taking the lead in the
mentoring interaction.

While preparing for mentoring interactions by developing purposeful questions to
ask the student assists in the process of uncovering the students’ expectations of the
mentoring interactions, it also serves the purpose to begin guiding the student through

goal identification activities. Even though a faculty mentor may be ableadyckee
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actions that students could take to advance their circumstances, it is idephteebe
with the mentoring processes and allow the student to realize and actuatigedhe
independently. Patiently guiding students through goal identification and aatigai
processes may result in a sense of independence within the mentee; thus, thi@aforce
trust that grounds future mentoring interactions and contribute to the productivigy of t
mentoring process.
Recommendations to assist faculty in mitigating negative mentoring interactions.
Findings from the study express that NECC faculty perceived a potenmtial f
student mentoring processes to be susceptible to negative factors. Howeveacihlgse f
members identified specific tactics that they employ to mitigate ivegaentoring
interactions. Data showed that faculty perceived that their connectednessaguzas|e
the campus, and the surrounding community, as well as their capacity to set boundaries
and respectfully move on assisted their ability in mitigating negatergarnng
interactions.
It is sensible for faculty who plan to engage in student mentoring processes t
become familiar with campus resources, peers, and their local community g@hat
may reference these as supportive means to mitigate negative memt@iagtions.
NECC faculty members who mentor students share that their ability to catunaents
with other people or support services reduces the likelihood for negative mentoring
interactions to occur. Furthermore, this study shows that faculty membees/pd that
their connections with their peers, who experienced similar negative mentoring
experiences, provides a supportive network through which these faculty members may

learn additional behavioral actions to employ to mitigate negative mentorangations.
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Maintaining connections with others and local services provide faculty memibiers w
network that supports their efforts to mitigate negative mentoring intanactio

Similarly, astute faculty members who serve as mentors to studeaiibsbst
boundaries for the mentoring processes with their mentee and expresshnatudent
needs support outside of these boundaries that they will work to connect the student with
the most appropriate resource. Prior to engaging in mentoring practiceyg tamlit to
contemplate their comfort level with various common concerns students’ expe®@snc
well as how they would express this comfort level with the mentee in a resextful
productive manner. Establishing and sharing boundaries and expectations at the
beginning of a mentoring interactions, as well as reiterating them ire fotentoring
episodes, is one tactic that this study surmised mitigates negative mgmegractions.

In some cases connecting students with additional resources, and setting
boundaries do not resolve negative mentoring interactions; thus, faculty expressed
moving on as a tactic to employ to mitigate negative mentoring interactions. When
mentoring interactions maintain negative status, findings from this studyssulgge
faculty members respectfully move the student on to a different mentor or eesodrc
that the faculty member disengages from the mentoring process with titaeraaed
moves on. Likewise, when students disengage from the mentoring process and refrain
from additional mentoring interactions, it is wise for the faculty mentor to move on,
identify another mentee and restart the course of action to develop productive mgentori
episodes.

Findings from this study showed that faculty members may experience negative

mentoring interactions; however, the data indicate that faculty mentors npégyem
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tactics of activating connections, setting boundaries, and moving on to assist in their
ability to mitigate these negative mentoring interactions. Facultybeeswho engage in
student mentoring processes are wise to be familiar with the aforementoties| as
contemplate how they would incorporate these tactics into their mentoring irtiesacti

Because mentoring is an interpersonal process (Kram, 1983), tactics and
behavioral actions identified with mitigating negative mentoring interactaswell as
fostering productive mentoring episodes, may be enacted by faculty in varigais wa
based upon the faculty members’ personality, skills, and the community in which they
mentor. Therefore, faculty members are encouraged to reflect upon their ngentori
interactions with students and identify how they may be able to better inconherate
behavioral actions and tactics identified from the data in this study into tiesis to
develop productive mentoring episode and mitigate negative mentoring interactions wi
their students.

Limitations and Delimitations

Every research study is susceptible to a variety of limitations andit@gioms
relative to the purpose driving the research, theoretical foundations upon which the study
is designed, and methodological factors (Rudestam & Newton, 2001). Most notable
limitations associated with this study relate to the methodology consites;atvhile the
primary delimiting factor is associated with participant recruitmestofa.

Limitations

Because the purpose driving this research was to explore the perspectives of

community college faculty members regarding formal mentoring practicelitative

research protocols were employed. By design, qualitative protocols are intended t
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provide insights into the perspectives of a specific group of people, within a specifi
setting, during a specific time period (Patton, 2002). Therefore, readers musirbe a
that results depicted in this dissertation should not be generalized; rather, the
transferability of the reported findings must be determined with respéwt totial and
context and time frame in which the research was conducted, as well as with
consideration to the study’s participant population.

This study relied upon volunteer participation from faculty who participated i
formal faculty-student mentoring processes at a specific communiggeoll
geographically located in the Northeastern United States. Becausgpaditin the
study was voluntary, participants may have the propensity to have an overly positive
perspective of mentoring the processes at NECC as well as the assadtatetisupport
and resulting benefits. Moreover, volunteers were recruited utilizing a snqwbedisses
in which participants recommended colleagues that they perceived to have rich
experiences with mentoring community college students.

Therefore, initial respondents agreeing to voluntarily participate in thg stag
have held an exceedingly positive perspective related to mentoring pranticesga
have encouraged the recruitment of additional participants with the same propensity
towards positive perceptions of mentoring. Thus, findings generated may hatedresul
from data provided by a participant population with overly positive perspectives of
mentoring who were less likely to discuss negative or challenging manexperiences.
Even though participants were required to have engaged in mentoring practeces for
minimum of three consecutive semesters prior to contributing to this study cggct

increase the likelihood that they would have experienced negative or challenging
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mentoring interactions, no measures were in place to determine the crdwgnoey
gave to such experiences.
Delimitations

In order to participate in this research study, participants were expechave
participated in a formal faculty-student mentoring processes at NECC formum of
three consecutive semesters. Requiring three consecutive semestperieheg was
desired because it was expected that within a one year period that a mentor would have
encountered at least one negative mentoring interaction. However, requiringraimi
of three consecutive semesters of mentoring experience disqualified iragpdr
mentors from sharing their perspective regarding mentoring process#éseacontext in
which they mentor.

Additionally, in order to qualify to participate in this study participants were
required to express an interest in continuing their participation in formatyfestubent
mentoring processes. Therefore, the perspectives among individuals whogukticeir
formal mentoring experiences to have been truly horrific such that they distemhmnegih
mentoring practices were not included in the data collected and analyzedtifRgcrui
participants with continuous engagement in mentoring processes reinforc&slthedd
that they held positive perceptions of mentoring processes, the supportive social and
cultural contexts in which they mentor for mentoring engagement, and productive
outcomes resulting from mentoring interactions.

Based upon limitations associated with this study’s qualitative design, and the
delimitations associated with requirements for volunteer participants, thesres

generated must be respected as representations of the perspectivesibt gpgr of
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individuals, within a specific cultural context, during a specific time petiat,may
have had a special affinity for mentoring processes. Future investigatiplusing
mentoring practices at community colleges, specifically the peoreptif mentoring
among the community college faculty who mentor students, are advised to ctimsider
associated limitations and delimitations when designing their study. Theypafuci
research related to mentoring practices within community collegegsettalls for
additional investigations into the associated processes, and even in the presence of th
aforementioned limitations and delimitations, this study may provide inveEssgaith a
foundation upon which to expand related scholarly explorations.
Closing

Mentoring, for decades, has been touted as a process through which participants
garner personal and professional benefits (Ragins & Kram, 2007). Within educational
settings, mentoring processes have also been connected to academic adgances (e
Barnett, 2007; Nora & Crisp, 2007; Pascarella & Terenzini, 1979; Pope, 2002). Data in
this study concur with the previous research depicting mentoring practipesdauctive
processes through which all members involved experience growth and development.
Similarly, findings generated from this study recognized the poteatiaindesirable
interactions or outcomes to result from mentoring practices and, therefm®e some
mentoring scholars’ explanation of the “dark” side of mentoring. In generailts
engendered by this research complement historical and contemporary mentoring
literature, especially mentoring literature related to post-secoredaigation settings.

However, the data collected in association with this dissertation provides a

number of novel implications. Related to mentoring theory, this research expresses a
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potential reciprocal relationship between the cultural context in which mentoring
processes transpire and the evolution of mentoring practices and outcomes wtithin tha
context. An additional implication from this research relating to mentoriray\the the
perception that mentoring, within the community college setting, is a ‘comnmumoakss
such that the mentors perceive themselves as serving in an ‘aggregate nientoring
capacity.

The concept of aggregate mentoring suggests to mentoring researchers a novel
concept worthy of additional investigation. Furthermore, the data reportessszpra
variety of novel implications related to research including, but not limited to: comtyn
college faculty members perceptions that mentoring practices aciVpdgy it forward”
initiative; within an educational setting, pre-college life experiencefachay be a
associated with more productive formal faculty-student mentoring matctegehéder,
race, or similar study interest; and the potential relation between a ragraxeption of
their experiences as a mentee and the manners in which they mentor students.

Novel implications that this research provides relative to mentoring practice
include the specific tactics that mentors employ to foster productive menepisapes,
as well as to mitigate negative mentoring interactions. Providing spex#roples of
precise skills, tactics, and behaviors that mentors perceive to contrilhg teentoring
works is a valuable contribution that this study makes to mentoring literatatieedb
mentoring practices.

Contributing to mentoring scholars’ understandingvbf mentoring works
according to the perspectives expressed by mentors themselves, suggesiedonti

development of formal mentoring programs. Ultimately, participants esguies
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perception that formal faculty-student mentoring programs are desirabtpresds to
have on a community college campus. NECC faculty members who serve as mentors in
their college’s formal faculty-student mentoring program perceivedhbaténgagement
in mentoring processes benefited their own development as well as that sfutents,
their colleagues, and the campus community. Extending the perception of benkéts to t
local workforce community, community college faculty who participate inradbr
faculty-student mentoring program expressed an unfettered passion tahesawa|t,
one student at a time.”
Commentary

As an educator dedicated to the academic success and personal development of
students, | perceive the findings of this study valuable to the development,
implementation, and assessment of formal faculty-student mentoring prograrkgg/Vor
within a community college setting | have gained insight into the manyeaolgak that
are specific to that setting. While four-year institutions may addreskusthallenges
the intensity and combination of these challenges, the cultural context of caspnmuni
colleges, differentiate from their senior counterparts. Community cslieg®ll the
greatest number of minority students, non-traditional students, students living rtypove
and first generation students (AACC, 2008). Therefore, | perceive mentorirespesc
and practices advantageous to the community college students’ transition into, and
success within, the academic environment, as well as their personal development

When considered comprehensively, | interpret findings from this study to suggest
that the success of mentoring processes at the community college argesuran the

people recruited to serve as mentors. Simply stated, “It's about the peopleditiora
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to faculty, professional staff members and administrators successfgiged in the
formal mentoring program at NECC. Professional rank or content expertiseoter
perceived as critical factors in the success of mentoring procedbes, aa individual’s
commitment to student development and academic success were perceiveditsathe ¢
factor in developing productive mentoring interactions. | believe that a psrsapacity

to engage authentically in mentoring processes with the intent to support the’stude
progress towards their goals, while teaching them how to navigate the edusytsoem

is the primary factor in developing productive mentoring interactions.

Additionally, I concur with the data suggesting that identifying a high level
executive to champion the development and implementation of a formal faculty-student
mentoring program was instrumental in the integration of the program into tegecsl!
culture. Moreover, incorporating a steering committee comprised of reddactilty,
staff, and administrators reiterates the importance of activating adgdoa mentoring
processes, as well as providing the people who do the mentoring with opportunities to
contribute to the development and implementation of the program.

Members of the steering committee at NECC expressed that whilerxtheie
structured program in which they participated and promoted among their pegrs, the
perceived that the mentoring was a personal process, different for eveny aned
mentee. | note this expressed perception because it illustrates a pattefouthdt
intriguing, and believe is deserving of continued research; that is, there ataretdi
parallels between the tactics that the participants shared that theyedmaevelop

productive mentoring episodes and the types of support that they desired.
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| initially, recognized the parallel patterns when the faculty merhbrpsessed a
desire to be provided with some guiding advice regarding the mentoring proceas, just
they expressed that they perceived that students benefit from boundaries dnainling t
mentoring interactions. | propose that the parallels between what the faemntgers
perceive regarding how the students experience mentoring, and how they desicribe the
experiences as a mentor calls for continued research on this concept.

Finally, | found the lack of data expressing concerns about fiscal resources
noteworthy. Rather than expressing concerns about budgetary issues, fimndimgs i
study showed that participants were more concerned about ensuring thghtipeaople
were involved in the mentoring processes. Therefore, as | strive to suppaadeensc
success and professional development of community college students through the
development and implementation of a formal faculty- student mentoring prograin, | w
seek to engage the “right people” in a program championed by an institution ledder a
guided by a steering committee composed of respected faculty andstatitted to the

hope of mentoring.
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APPENDIX A

RECRUITMENT COMMUNICATION

Dear Participant,

As an educator interested in the success of your students, would you be intarested i
sharing your experiences serving as a mentor to students? | am a doatiena st
Oklahoma State University studying faculty-student mentoring proceésesname

was provided to me by one of your colleagues as someone who has participated in your
College’s faculty-student mentoring program.

| would appreciate the opportunity to hear about your experiences mentoring students
during a one hour informal interview. Information shared will be referencedyfor m
dissertation. Great care will be taken to protect your confidentiabty; ygame and other
identifying factors will not be utilized in any associated analysigporting processes.
Enclosed in this envelope is a sample of the aspects of your mentoring expethante
would like to discuss with you. | will be in contact within the next week to see ifrgou a
willing to participate in this study.

Thank you in advance for your time. | look forward to meeting you soon.

Sincerely,

Lisa Marie Kerr

enc: Mentoring Topics of Interest
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Phone Script for Participant Recruitment

A. If potential participant answers the phone:
Hello, is XXXX available?

Hi, this is Lisa Marie Kerr, | received your name from one of youeegilies as someone
who participates in the College’s faculty-student mentoring program. Hoyoar®day?

Did you by chance receive my letter describing my intemesneeting with you to
discuss your experiences mentoring community college students?

If yes — inquire if they are willing to participate and ansay questions they may have.
Set up a date and time to meet, confirm email, and indicate thidit $end reminder
email the day before our meeting.

If no - explain who | am and why | am contacting them for theystusing the invitation
letter as a guide. Ask them to participate and set up a mekdtegand time. Confirm
their email address and indicate that | will send a remindeil éhve day before our
meeting. Also, indicate that | will be following up within the neby with electronic
copies of the correspondence that | had mailed to provide them withioaddi
information about the study and potential interview.

Thank them for their time.

B. If potential participant does not answer the phone — message to leave:

Hello, this message is for XXXX. My name is Lisa Marie Kerr, | reegiyour name

from one of your colleagues as someone who may be willing to participate in an one-hour
informal interview with me to discuss your experiences serving as a meiytur

students.

| will follow up this message with an email that describes more details oéguest to
meet with you later today. | appreciate your consideration in particgp&iease call me
back at (405) 736-0304, or email mdrakerr@okstate.edwith any questions you may
have.

| look forward to hearing from you. Thank you in advance for your time.
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Electronic Mail Correspondence

A. If no prior personal contact:
Dear participant,

| have received your name from one of your colleagues as someone dedicatechto stude
success, and he/she indicated that you participate in the College’s facdépts

mentoring program. Would you be willing to meet with me for an hour to talk about your
experiences mentoring students? | am a doctoral student at Oklahoma Statsityni
studying community college faculty experiences mentoring communitggeoitudents.

Below are the aspects of your experience in which | am interestedk Yba in advance
for your time. Please call at (405) 736-0304, or email nhaladrr@okstate.edto
indicate your interest in participating, or with any questions you may have.

Thanks — Lisa

Positive experiences you have encountered mentoring students.
Student mentoring experiences that did not meet your expectations.
Your perception regarding the value of mentoring students.
Additional questions that surface during out conversation.

PwpbdPE

B. If prior contact has been made:

Dear participant,

Thank your for your willingness to meet with me to discuss your perspeaiyasimg
your experiences mentoring community college students. |look forward tonghgeu
on (Date) at (Time) in (location). If you have any questions or concerng jétase
know.

Thanks again - Lisa
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Mentoring Topics of Interest

The purpose of my study is to better understand community college faculty members
perspectives regarding formal faculty-student mentoring procedsegerspective that
you provide will be analyzed in coordination with a number of other community college
faculty members who serve as mentors to students in order to contribute to future
practice, research, and theory of student mentoring processes. Thank you for
participating.

Primary questions that | wish to discuss with you relate to:
1. Positive experiences you have encountered mentoring students.
2. Student mentoring experiences that did not meet your expectations.
3. Your perception regarding the value of mentoring students.
4. Additional questions that surface during out conversation.

Thank you in advance for your time and participation.
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APPENDIX B

IRB APPLICATION

HANDWRITTEN FORMS WILL NOT BE ACCEPTED

Application for Review of Human Subjects

Research IRB Number
Submitted to the
Oklahoma State University Institutional Review Boar  d FOR OFFICE USE ONLY

Pursuant to 45 CFR 46

Title of Project: Community College Faculty Perspectives Regarding Formal Faculty-Student Mentoring

Is the Project externally funded? [JYes [XINo Ifyes, complete the following: [ |Private [ |State [ ]Federal

Agency: Grant No: OSU Routing No:

Type of Review Requested: [XJExempt [ |Expedited [ ]Expedited Special Population []Full Board

Principal Investigator(s): | acknowledge that this represents an accurate and complete description of my research. If
there are additional Pls, provide information on a separate sheet.

Lisa Marie Kerr March 9, 2009
Name of Primary Pl (typed) Signature of PI Date

Higher Education Education

Department College

18400 Scarlet Oak Lane, Edmond, (405) 340-7395 Imkerr@okstate.edu
OK, 73012

PI's Address (Street, City, State, Zip) Phone E-Mail

Required IRB Training Complete: X Yes [INo

(Training must be completed before application can be reviewed)

Name of Co -PI (typed) Signature of Co-PlI Date
Department College

PI's Address Phone E-Mail
Required IRB Training Complete: [lYyes [JNo

(Training must be completed before application can be reviewed)

Adviser (complete if Pl is a student): | agree to provide the proper surveillance of this project to ensure that the
rights and welfare of the human subjects are properly protected.
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Kerri Kearney March 9, 2009

Adviser's Name (typed) Signature of Adviser Date

Higher Education Education

Department College

315 Willard Hall, OSU Stillwater 4-2755 kerri.kearney@okstate.edu
Adviser’'s Address Phone E-Mail

Required IRB Training Complete: X Yes [INo

(Training_; must be completed before application can be reviewed)

NOTE: If sufficient space is not provided below for a complete answer in sufficient detail for the
reviewer to fully understand what is being proposed, please use additional pages as necessary.

1. Describe the purpose and the research problem in the proposed study.

The purpose of this study is nested in basic rebeas described by Patton (2002). Expressly, tihegse of this
research is to contributing to the fundamental Kedge of formal faculty-student mentoring at comityunolleges.
Specifically, this research will explore commuritllege faculty members’ perceptions of tacticytherceive to foster
productive mentoring process as well as tacticsriiidgate negative mentoring experiences.

Research problem

Community colleges have low retentiod graduation rates with a mere 36 percent of siiscearning a
certificate, degree, or transfer to complete a blaets degree within six years of initial enroliméBailey, Alfonso,
Calcagno, Jenkins, Kienzl, & Leinbach, 2004). Omatsgy that community colleges have employed togiase retention
and graduation rates is formal student-faculty mmeng) programs (Galbraith, & James, 2004; Pope22B8@ndon, 2002)
However the data resulting from various studieg#tigation mentoring outcomes are equivocal reggrttie association
between mentoring programs and their benefits &Ben, 2000; Eby, McManus, Simon, & Russe, 2080do &
Harpel, 1982; Long, 1997; Nora & Crisp, 2007; Pasta & Terenzini, 1979, 2005; Raggins & Kram, 20&ayle &
Chung, 2007; Santos & Reigadas, 2005; Scandura; Bithon & Eby, 2003; Spencer, 2007; StevensonhBuoan, &
Sharpe, 2006; Stromei, 2000; Thomas, 2000). Casfliithin data related to formal mentoring outconmesy be better
understood by investigating the mentors’ perspesti®pecifically, factor impacting the outcome®aisted with formal
faculty-student mentoring processes at communibeges may include tactics faculty employ to depgbooductive
student mentoring interactions (Galbraith, 200d9tits faculty employ to overcome negative studesmtoring
interactions (Scandura 1998; Spencer 2007), andusaspects of campus culture (Fletcher & Rag@t8y). Gatheringd
community college faculty perspectives via openeshsemi-structured in-depth interviews regardirggrtherceptions
and experiences related to formal faculty-studesmitoring will provide insight into the conflictingsults reported
regarding outcomes associated with formal mentquiogesses.

2. (a) Describe the subjects of this study:

1) Describe the sampling population:

Community college faculty members who have voluhtgrarticipated in formal faculty-student mentagin
initiatives for a minimum of four semesters at tegearch site and who have indicated their intenbhtinue to
participate in student mentoring processes. Ppatits will be recruited from Westchester Commu@itjlege (WCC)
located in Valhalla, New York. Faculty will be reged from a list of available mentors that is pd®d on the WCC
website. The researcher will verify if the facuthember has participated in a mentoring progranmdutie process of
inviting the faculty member to participate in thiady. All correspondence with participating facultifl be kept in files
secured in the primary researcher’s office (locatetbom 105 Student Services Building at RoseeStatllege, Midwest
City, Oklahoma). In order to protect participanhfidentiality correspondences that contain themes will be kept in a
locked filing cabinet drawer separate from wherademtes and interview transcripts will be stofeléctronic
correspondences will be printed off and storedhése files and the original electronic messagdd&ipermanently
deleted from the primary researcher’s email maddo
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2) Describe the subject selection methodology (i.e. random, snowball, etc):

Purposive snowball sampling
3) Describe the procedures to be used to recruit subjects. Include copies of scripts, flyers,

advertisements, posters or letters to be used:

Individual will be recruited to participate in thésudy via letters, followed by electronic mail ezspondences
and phone conversations in order to secure theediegurposive sample. Copies of each stage okttraitment
process materials are attached.

4) Number of subjects expected to participate:
8-12
5) How long will the subjects be involved:

Each will participate in a 45-75 minute interviemith the option of participating in a following etview for
member checking procedures. It is expected thatadd collection and member checking processedwill
completed within an 12 month time period to comneemgon IRB approval.

6) Describe the calendar time frame for gathering the data using human subjects:

March 2009 — September 2009
7) Describe any follow-up procedures planned:

Check of typed interview transcript will be offered to each participant

(b) Are any of the subjects under 18 years of age? [ _JYes [XINo
If Yes, you must comply with special regulations for using children as subjects. Please refer to IRB Guide.

Provide a detailed description of any methods, procedures, interventions, or manipulations of human subjects
or their environments and/or a detailed description of any existing datasets to be accessed for information.
Include copies of any questionnaires, tests, or other written instruments, instructions, scripts, etc., to be used. .
3.

The participants will meet with the researcher ptexdetermined public location. The location Wil a mutually agreed
upon locale by both the researcher and the paatitid he researcher will explain the study and psepand notify the
subject that the interview will be recorded for aecy. The participant will complete the informeaghsent form and a
written survey. During the interview, the researchi#l also be taking additional notes on paper

4. Will the subjects encounter the possibility of stress or psychological, social, physical, or legal risks that are
greater than those ordinarily encountered in daily life or during the performance of routine physical or
psychological examinations or tests? [ ]Yes [XINo

If Yes, please justify your position:

5. Will medical clearance be necessary for subjects to participate because of tissue or blood sampling,
administration of substances such as food or drugs, or physical exercise conditioning? []Yes [XINo

If Yes, please explain how the clearance will be obtained:

6. Will the subjects be deceived or misled in any way? [ ]Yes [X|No

If Yes, please explain:

7. Will information be requested that subjects might consider to be personal or sensitive? [ JYes [XINo

If Yes, please explain:

8. Will the subjects be presented with materials that might be considered to be offensive, threatening, or
degrading? [JYes [XINo

If Yes, please explain, including measures planned for intervention if problems occur.
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9. Will any inducements be offered to the subjects for their participation? [ ]Yes [XINo
If Yes, please explain:

NOTE: If extra course credit is offered, describe the alternative means for obtaining additional credit available to
those students who do not wish to participate in the research project.

10. Will a written consent form (and assent form for minors) be used? [XlYes []No

If Yes, please include the form(s). Elements of informed consent can be found in 45 CFR 46, Section
116. Also see the IRB Guide.

If No, a waiver of written consent must be obtained from the IRB. Explain in detail why a written
consent form will not be used and how voluntary participation will be obtained. Include any related
material, such as a copy of a public notice, script, etc., that you will use to inform subjects of all the
elements that are required in a written consent. Refer to IRB Guide.

11. Will the data be a part of a record that can be identified with the subject? [X]Yes [ |No

If Yes, please explain: ldentities will be temporarily maintained in orderallow for follow-up. This information
will be kept in a locked filing cabinet drawer imetprimary researcher’s office (located in room Sd&dent Services
Building at Rose State College, Midwest City, Oklata), separate from the audio tapes and transomgptintil all of the
interviews have been transposed and analyzed. dferwork indicating identities and all associatediatapes will then
be destroyed by March 2010.

12. Describe the steps you are taking to protect the confidentiality of the subjects and how you are going to
advise subjects of these protections in the consent process.

Pseudonyms will be used and participants will b tioat anything they say will be protected for coafitiality
and no one will be advised of their specific comtaeRather, their discussion will be combined wita comments from
others that are interviewed in order to protectrywee’s identity. The principal investigator is thely person who will
transcribe the interviews. Transcriptions will tered in a locked filing drawer separately from thmsent forms and an
other correspondences that identify the participafitter tapes have been transcribed and checkextéuracy, they will
be destroyed. The principal investigator will pevalty secure all data, documents, and audiotagatedeto the project in
locked filing drawers within a locked office. Thalg persons who will review the transcripts and ather data sources
will be the investigator and her advisor. Afteréays, all material will be shredded.

13. Will the subject’s participation in a specific experiment or study be made a part of any record available to
his or her supervisor, teacher, or employer? []Yes [XINo

If Yes, please describe:

14. Describe the benefits that might accrue to either the subjects or society. Note that 45 CFR 46, Section
46.111(a)(2) requires that the risks to subjects be reasonable in relation to the anticipated benefits. The
investigator should specifically state the importance of the knowledge that reasonably may be expected to result
from this research.

This study will seek to better understand community college faculty members’ perspectives regarding formal faculty-
student mentoring processes. Results from this study will contribute to research, theory, and practice of faculty-student
mentoring processes. Results may contribute to increased understanding of how to support community college faculty
who mentor students, administrators who coordinate formal faculty-student mentoring programs, and students who
engage in mentoring. The underlying critical issue that this study seeks to address is the disparity of graduation,
retention, and persistence among community college students. Understanding the faculty perceptions regarding their
role in a common retention practice, mentoring, may strengthen the community college institutions ability to address the
underlying issue, strengthen the efficacy and efficiency of formal faculty-student mentoring processes at community
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colleges, and increase faculty members awareness regarding the role they may play in their institutions’ retention
efforts.

Concurrence:

Dr. Bert Jacobson

Department Head (typed) Signature Date Department

Dr. Pamela Fry

College Dean or Research Signature Date College
Director (typed)
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APPENDIX C

INFORMED CONSENT DOCUMENT

Project Title: Community College Faculty Perspectives Regarebngal
Faculty-Student Mentoring

Investigators: Lisa Marie Kerr, M.S. Doctoral Student - Principal
Investigator
Dr. Kerri Kearney, EdD. Dissertation Advisor

Purpose:

1. To gain insight into community college faculty members’ perspectivesdiagar

formal student mentoring processes. The study will seek to answer therfigllowi
guestions:

¢ What actions do community college faculty members take to develop
productive mentoring interactions?

¢ What actions do community college faculty members take to reduce
negative mentoring experiences?

e What factors within the institution support community college faculty in
their student mentoring interactions?

The study will use a qualitative research design that will incorporatepth,
one-on-one interviews. Each interview will be audio recorded and then
transcribed. Analysis will be conducted to identify themes based upon aspects of
the Relational Cultural Theory, as well as themes that emerge fralargies

among participants’ statements.

Procedures:

1.

It is understood that participants will be asked to participate in a one-on-one
interview for 45-75 minutes in which perceptions regarding formal faculty-
student mentoring processes will be discussed.

It is understood that this interview will be tape recorded for accuracy and
subsequently transcribed for analysis.

It is understood that the purpose of this research is to help the researcher learn
more about community college faculty perspectives regarding formatyfac
student mentoring interactions.

Risks of Participation:

There are no known risks associated with this project which are greater
than those ordinarily encountered in daily life.

Benefits:

There are no direct benefits for the participants. Potential benefitsdrelat
to the faculty members’ sense of contributing to knowledge related to
faculty-student mentoring processes at community colleges.
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Confidentiality:

1.

wn

8.

All data will be stored in locked filing cabinets in the primary investigatoffice
which is located in room 105 Student Services Building at Rose
State College, Midwest City, Oklahoma.

Only the primary investigator will have direct access to the data.

The dissertation advisor may view data; however will not review any forrhs wit

personal identifying information for any participants.

Data with personal identifying information will be kept in a locked filing oabi

drawer separate from the transcribed interviews.

Audio recordings of the interviews will be disposed of immediately upon

confirmation of accurate transcripts, no later than December 2010.

Transcripts of interviews will be shredded 5 years after the completion of the

research, no later than December 2015.

. Data will be reported without any reference to factors that may iglentif

participants, and will be organized based upon themes, combining data from
participants.
There are no foreseeable risks to maintaining confidentiality.

The records of this study will be kept private. Any written results willudisgroup
findings and will not include information that will identify you. Research recortioevi
stored securely and only researchers and individuals responsible for researightovers
will have access to the records. It is possible that the consent process audlelctian
will be observed by research oversight staff responsible for safeguardingjtiseand
wellbeing of people who patrticipate in research.

Compensation:

There is no compensation associated with participating in this study.

Contacts:

If there are any questions about this research please contact:

Lisa Marie Kerr or Dr. Kerri Kearney
Primary Investigator — Dissertation Dissertation Advisor
Imkerr@okstate.edu kerri.kearney@okstate.edu
(405) 733-7372 (405) 744-2755

If there are any questions about the rights of research volunteer, contact
Dr. Shelia Kennison, IRB Chair, 219 Cordell North, Stillwater, OK 74078,
405-744-1676 orb@okstate.edu
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Participant Rights:

1. Itis understood that participation in this research is completely voluntary and
there are no special incentives for participation, and there are not negative
consequences for declining to participate.

2. Itis understood that participants have the right to request a copy of any materia
that is to be part of the research before it is released.

It is understand that all participants are free to withdraw consent for patitei at any
time by contacting the principal investigator.

Signatures:

The consent form has been read and understood by the participant. It has been read and
signed freely and voluntarily. A copy of the form has been
provided to the participant.

Signature of Participant Date

The primary investigator certifies that she personally explained this émtlurefore
requesting that the participant sign it.

Signature of Researcher Date
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APPENDIX D

WRITTEN SURVEY

Please provide the following information — Thanks!

Participant: Gender: M

Professional Title:

Years of teaching experience:

K-12 Community College Other

Years at current institution:

Number of semesters participating in student mentoring:

Do you intend to continue to participate in student mentoring? Y N
Teaching load: Subjects:

Subjects:

Subjects:

Office hour load:

Administrative duties:

Race:

Did you ever attend a community college during your academic @areer
Yes: If yes, did you complete a degree or certificate from a CC?

No:
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APPENDIX E
INTERVIEW PROTOCOL AND QUESTIONS
Interview Protocol

1. Greet the participant and thank them for taking time to be interviewed. Explain
that our discussion should take 45 - 75 minutes.

2. Explain to the participants that for accuracy purposes, | will record theiever
Reiterate that | will be the only person privy to the audiotapes and that all
audiotapes of the conversation will be destroyed once they are accurately
transcribed.

3. Review the informed consent document and have the participant complete the
form.

4. Reiterate that their identity and interview content will remain confidentia

Information from this discussion will be combined with comments from other

participants in order to protect their identities.

Explain that if they desire, they may have a copy of the transcribed interview

Explain that | will be taking additional notes during the interview.

Complete the pre-interview survey at this time.

Ask if they have any questions before we begin the interview.

Start the interview tape and make sure that it is working.

©oNoOO

Interview Questions

Below are the proposed questions for the informal open-ended qualitative interview
Additional questions may be asked as probes in order to explore concepts or aspects of
mentoring discussed in greater depth from the participants.

1. What aspects of mentoring community college student do you find most
enjoyable?
e What specific things do you do that you think contribute to enjoyable
mentoring experiences for you?
¢ What specific things do you think transpire to reduce your enjoyment
of mentoring experiences?
2. What do you perceive as the most beneficial component of faculty-student
mentoring processes?
e What specific things do you contribute to these benefits?
e What specific things do you think get in the way of beneficial
mentoring interactions with students?
3. What aspects of mentoring community college students do you find most
challenging?
e Please describe a time when a mentoring encounter was challenging.
a. What did you do in response?
b. What would you do today if you encountered a similar
challenge?
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N

10.
11.

e Please describe the most challenging part of mentoring.
Overall, how would you describe your experiences mentoring community
college students?
¢ What words would you use to describe your student mentoring
experiences?
e What words would you use to describe your involvement with the
mentoring program here?
Describe your most enjoyable student mentoring experience.
e How does this differ from your ideal?
What would the ideal mentoring experience look like to you?
Going back to benefits of mentoring processes - What do you perceive as the
most beneficial outcomes associated with mentoring community college
students for each of the following:
a. Students
b. Self
c. College
What would the ideal environment in which to mentor look like?
e How does this differ from your current institution?
Are there questions that you expected me to ask that | did not?
Is there anything else that you would like to share with me?
Do you have any questions for me?
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APPENDIX F

FIELD NOTE PAGE

Date: Location:

Time: Purpose of Field Visit:

Noted Observations:
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APPENDIX G

FIELD LOG
Date: Location:
Time:
Activity:
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Oklahoma State University Institutional Review Board

Date: Friday, March 13, 2009

IRB Application No ED0948

Proposal Title: Community College Faculty Perspectives Regarding Formal Faculty-Student
Mentoring

Reviewed and Exempt

Processed as:

Status Recommended by Reviewer(s): Approved Protocol Expires: 3/12/2010

Principal

Investigator(s):

Lisa Marie Kerr Kerri Shutz Kearney
18400 Scariet Oak Lane 315 Wiilard

Edmond, OK 73012 Stillwater, OK 74078

The IRB application referenced above has been approved. It is the judgment of the reviewers that the
rights and welfare of individuals who may be asked to participate in this study will be respected, and that
the research will be conducted in a manner consistent with the IRB requirements as outlined in section 45
CFR 46.

;ﬂ/The final versions of any printed recruitment, consent and assent documents bearing the IRB approval
stamp are attached to this letter. These are the versions that must be used during the study.

As Principal Investigator, it is your responsibility to do the following:

1. Conduct this study exactly as it has been approved. Any modifications to the research protocol
must be submitted with the appropriate signatures for IRB approval.

2. Submit a request for continuation if the study extends beyond the approval period of one calendar
year. This continuation must receive IRB review and approval before the research can continue.

3. Report any adverse events to the IRB Chair promptly. Adverse events are those which are
unanticipated and impact the subjects during the course of this research; and

4. Notify the IRB office in writing when your research project is complete.

Please note that approved protocols are subject to monitoring by the IRB and that the iRB office has the
authority to inspect research records associated with this protocol at any time. If you have questions
about the IRB procedures or need any assistance from the Board, please contact Beth McTernan in 219
Cordell North (phone: 405-744-5700, beth.mcternan@okstate.edu).

Shelia Kennison, Chair
Institutional Review Board
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Lisa Marie Kerr
Candidate for the Degree of
Doctorate of Education

Dissertation:  COMMUNITY COLLEGE FACULTY MEMBERS’ PERSPEMHS
REGARDING FORMAL FACULTY-STUDENT MENTORING

Major Field: Higher Education

Education:

2009 Completed the requirements for the Doctorate of Education in
Higher Education at Oklahoma State University, Stillwater,
Oklahoma in December, 2009

2001 Oregon State University, Corvallis, Oregon
Public Health, 68 Credit Hours Earned

1998 Completed the requirements for the Master of Science in Exercise
Physiology at the University of South Carolina, Columbia, South
Carolina in May 1998

1996 Completed the requirements of the Bachelor of Science in Physical
Education at Grand Valley State University, Allendale, Michigan,
in May 1996

Recent Experience:
2005 to Present Rose State College, Midwest City, Oklahoma
Director of Student Success and Retention Initiatives

2005 to Present University of Central Oklahoma, Edmond, Oklahoma
Adjunct Assistant Professor

Professional Memberships: Association for the Study of Higher Education,
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Name: Lisa Marie Kerr Date of Degree: December, 2009
Institution: Oklahoma State University Location: Stillwater, Oklahoma

Title of Study: COMMUNITY COLLEGE FACULTY MEMBERS’ PERSPECVES
REGARDING FORMAL FACULTY-STUDENT MENTORING

Pages in Study: 219 Candidate for the Degree of Doctorate in Education
Major Field: Higher Education

Scope and Method of Study: The purpose of this qualitative study was to explore
community college faculty members’ perceptions of tactics they perteifoster
productive mentoring process and mitigate negative mentoring experiences.
Purposive sampling was used to interview 15 participants individually as well as
two small groups. Institutional artifacts and field notes were afsoereced as
data sources. Data were coded to develop themes. The Stone Center Relational
Cultural Theory (RCT) was the theoretical perspective that guided the
development of this study’s design, data collection, and analysis processes.

Findings and Conclusions: Analysis of the interviews, field notes, and institutional
artifacts resulted in identifying six established mentoring programs iatopeas
well as numerous organic efforts to foster mentoring interactions between
students and faculty. Additionally, 11 common themes were identified.

e Trust is vital to productive mentoring and is developed by making yourself
available to the students and by allowing the students to determine the
agenda.

e Tactics the participants’ perceived to mitigate against negatinéonney
interactions included keeping connected with the college and colleagues,
as well as connecting students with others, setting boundaries for the
mentoring, and moving on if the interactions subside.

e Factors that participants perceived as supporting their efforts to foste
productive mentoring included: the President’s dedication, recognition
received, and opportunities to engage in regularly scheduled meetings.

e Participants reported a sense that mentoring is a calling, good mentors
believe in the process and the student, mentoring activates a “pay it
forward” initiative, and mentoring serves as a personal touch stone.

e RCT was efficacious as a lens through which to investigate community
college faculty members’ perspectives of formal mentoring processes.

ADVISER'S APPROVAL: Dr. Kerri Kearney




