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ABSTRACT 

A mentoring relationship can be one of the most powerful experiences of a 

protege's personal and career development. Research has shown that undergraduate 

students who are mentored report increased goal achievement, and professional and 

career development (Jacobi, 1991). Based on Kram's (1983, 1985) theory, mentoring 

relationships provide psychosocial (e.g., role-modeling, acceptance) and career-related 

(e.g., sponsorship, challenging) fixnctions. The Ronald E. McNair Post-Baccalaureate 

Achievement Program was established to assist first generation to college, low income, 

and underrepresented students prepare for doctoral study. The mentoruig component of 

the McNair program is designed to assist students in various areas, such as participating 

in faculty research projects and learning about the graduate school experience. Although 

there are over 100 McNair programs nationwide, little empirical research has been 

conducted to evaluate the effectiveness of these programs. Further, research on the 

mentoring aspect of the McNair program has been limited and typically focuses on 

qualitative methodology. Some research has indicated that through the mentoring 

experience, McNair Scholars enhanced their research skills, increased their professional 

contacts, and learned about conferences and professional organizations (Esler, 1998). 

The purpose of this study was to examine the mentoring program within the 

Ronald E. McNair Post-Baccalaureate Achievement Program using a national sample. 

Participants included 104 students who were McNair Scholars during the past year. 

McNair Scholars from several TRIO programs across the nation were asked to 

participate. It was hypothesized that Kram's (1983, 1985) mentoring functions would 

positively contribute to the effectiveness of the McNair mentoring program. The 

measures of effectiveness were based on the goals and objectives of the McNair program 



and included intention to attain a doctoral degree, awareness of the graduate school 

experience, knowledge of research, and knowledge of professional organizations and 

conferences. Canonical correlations were used to test this hypothesis. In addition, 

exploratory analyses (MANCOV As) were conducted to examine gender and ethnic 

differences, and to examine cross-sex/ethnicity versus same-sex/ethnicity differences, in 

mentoring effectiveness and mentoring functions. Results indicated that (1) psychosocial 

and career mentoring fiinctions were associated with increased mentoring effectiveness in 

terms of knowledge of graduate school, research, and professional organizations and 

conferences, (2) no gender differences were found in perceptions of mentoring fianctions, 

(3) no gender differences were found in the level of mentoring effectiveness, (4) no 

differences were found in mentoring functions in cross-sex versus same-sex mentoring 

relationships, (5) no differences were found in effectiveness of faculty mentoring in 

cross-sex versus same-sex mentoring relationships, (6) no ethnic differences were foimd 

in perceptions of mentoring fixnctions, (7) no ethnic differences were found in the level of 

effectiveness, (8) McNair Scholars who were ethnically different from their faculty 

mentors perceived more psychosocial mentoring ftinctions compared to McNair Scholars 

who shared the same ethnic background with their mentor, and (9) no differences were 

found in the effectiveness of faculty mentoring in cross-ethnicity versus same-ethnicity 

mentoring relationships. 
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CHAPTER I 

INTRODUCTION 

A mentoring relationship can be one of the most powerftil experiences of a 

protege's personal and career development. Whether it be in the field of education, 

busmess, health care, or government, mentoring has the potential to facilitate protege 

growth as he/she transitions mto a new enviromnent. At the imiversity level, mentors can 

be beneficial to undergraduates, graduate students, faculty, and staff. These mentors may 

be able to provide an atmosphere such that learning can take place on a more personal 

level. For underrepresented groups, such as ethnic minorities, women, and economically 

disadvantaged individuals, mentoring has the potential to be even more effective in 

providing information, estabhshing contacts, and enhancing self-confidence (Kram, 

1985). The majority of academic positions tend to be held by the majority population 

(e.g., middle class, Caucasian); thus, imderrepresented groups may struggle to fmd 

mentors who are aware of the challenges these students face while attending college. Due 

to the growing number of ethnic minorities, women, and economically disadvantaged 

students in our educational system, it seems imperative that more resources be available 

for these groups to succeed in continuing their education. 

LeVinson, Darrow, Klein, Levinson, and McKee (1978) argued that a mentoring 

relationship is one of the most important functions in one's career development. In their 

study using adult males, they reported that the purpose of mentors is to facilitate and 

guide proteges in the occupational envfronment. Mentors are meant to be transitional 

figures who also provide support and resources for proteges. Levinson et al. wrote that 

throughout the course of development: 



a yoimg man initially experiences himself as a novice or apprentice to a more 
advanced, expert and authoritative adult. As the relationship evolves, he gains a 
fuller sense of his own authority and his capability for autonomous, responsible 
action. The balance of giving/receiving becomes more equal. The younger man 
increasingly has the experience of "I am" as an aduh, and their relationship 
becomes more mutual, (p. 99) 

Although the argument made by these researchers is somewhat dated, it does exemplify 

the importance of mentoruig. Levinson et al. purported that at different points during a 

man's development, proteges can benefit from the experience of a mentor. They focused 

their attention on males due to the fact that the participants in their study included only 

male mentors. They reported that this representation paralleled our society in that there 

were fewer female mentors in the workplace. Although Levinson et al. agreed that 

women are influential mentors, they pointed out that women continue to struggle in a 

male dominated atmosphere to gain recognition. Thus, it seems imperative that women, 

and other underrepresented groups in today's society, are matched with mentors who are 

willing to guide and support proteges in their own development. 

Most of the research on mentoring has focused on career development in the 

workplace. These studies have found that mentoring has a positive effect on career 

advancement, level of satisfaction, level of income, enhancement of creativity, 

professional development, and personal identity (Dreher & Ash, 1990; Levinson et al., 

1978; Wright & Wright, 1987). In addition, researchers have learned that mentoring is 

positively associated with academic success at the university level. In her review of the 

literature, Jacobi (1991) reported that undergraduate students who are mentored report 

increased goal achievement, and professional and career development. She also foimd 

that mentors tend to share experiences, serve as role models, and provide psychological 

and emotional support. 



Definitions of Mentoring 

Definitions of mentoring vary widely across many different fields of study. The 

research literature on mentoring lacks concrete definitions which makes conducting 

research a challenging task. Many researchers resort to developing their personal 

definition of mentoring for the purpose of their study. Although empirical data in the area 

of mentoring is helpful for ftirther research and program development, Merriam (1983) 

argued that the lack of an operational definition leads to "confijsion as to just what is 

being measured or offered as an ingredient in success" (p. 169). Since Kram's (1983, 

1985) mentor role theory is one of the most commonly cited models in the research 

literature, her definition of mentoring will be adapted for this study: 

Derived from Greek mythology, the name imphes a relationship between a young 
adult and an older, more experienced adult that helps the younger individual learn 
to navigate in the adult world and the world of work. A mentor supports, guides, 
and counsels the yoimg adult as he or she accomplishes this important task. (p. 2) 

The section below describes the fimctions of mentoring as defined by Kram (1985), 

which will be examined in this study. Kram's definition will be incorporated in this study 

by using "the relationship between a yoimg adult and an older, more experienced adult" 

(p. 2) as the relationship between a McNair student and a faculty mentor. Although "the 

world of work" will not be applicable to the student for immediate practical use, these 

students will learn what to expect in the world of graduate school. 

Functions of Mentoring 

The ftinctions of a mentoring relationship seem to be more agreed upon compared 

to defming the construct. Kram (1985) reported that the mentoring relationship provides 

psychosocial and career-related ftinctions. Psychosocial components focus on the quality 

of the relationship between a mentor and protege. These components include role 



modeling (e.g., communication of values), acceptance and confirmation (e.g., 

encouragement of decision-making), coimselmg (e.g., discussion of personal concerns 

that affect work productivity), and friendship (e.g., increasing social interaction). Career-

related functions, as proposed by Kram, are more associated with the mentor's position in 

the organization in order to assist in protege advancement within the organization. These 

types of ftinctions mvolve sponsorship (e.g., establishment of contacts), exposure and 

visibility (e.g., taking on of assignments), coaching (e.g., provision of suggestions), 

protection (e.g., guarding from inappropriate contacts), and challenging (e.g., 

encoiuagement of learning experiences). 

Formal versus Informal Mentoring Programs 

Depending on the environment, proteges may receive formal or informal 

mentoring. Many mentoring experiences occur naturally between faculty and students. 

Academic success may be associated with these interactions; however, they are difficuh 

to empirically assess. Some studies have attempted to examine these relationships and 

have found that proteges who had informal mentoring relationships tended to experience 

greater psychosocial (e.g., role modeling) and career-related (e.g., sponsorship) benefits 

compared to nomnentored individuals (Chao, Walz, & Gardner, 1992). However, 

proteges who participated in formal mentoring programs were likely to experience an 

even greater level of psychosocial and career-related ftinctions (Allen, McManus, & 

Russell, 1999; Chao et al., 1992). Formal mentoring programs tend to be more 

advantageous in terms of academic success and effectiveness, and are also somewhat 

easier to examine empirically. Many of these programs are established with goals and 

objectives, which are helpful in program design and evaluation. 



Formal mentoring programs have grown in popularity over the past few decades. 

Colleges and universities are focusing their attention on the growing number of students 

and a continuous problem with student attrition rates. Administrators, faculty, and staff 

are realizing that formal mentoring programs provide students with many benefits they 

may not receive elsewhere. In particular, underrepresented groups may not have access to 

informal mentoruig relationships, as they may not have a network on which to rely. These 

groups are less likely to be exposed to various opportunities and less likely to be 

introduced to people in their field of study. 

Mentoring Ethnic Minorities 

Research has shown that ethnic minorities have described mentors as supporting 

student endeavors, providing mformation about the university, assisting in the college 

adjustment period, decreasing the attrition rate, encouraging persistence in college, 

enhancing research skills, and being a student advocate (Atkinson, Neville, & Casas, 

1991; Himelhoch, Nichols, Ball, 8c Black, 1997; Laden, 1999; Lee, 1999; Smith & 

Davidson, 1992). These benefits seemed to have a positive impact on ethnic minority 

students at the university level. Some researchers have attempted to examine preferences 

for same-race and cross-race mentoring relationships. They have found that although 

mentors tend to choose same-race proteges and proteges tend to prefer same-race 

mentors, there do not appear to be differences in the perceptions of experiences and 

benefits between same-race and cross-race matchings (Atkinson et al., 1991; Kalbfleisch 

& Davies, 1991; Smith & Davidson, 1992). The effectiveness of a mentor does not seem 

to vary dependmg on whether the mentor is ethnically similar or dissimilar to the ethnic 

minority protege (Atkinson et al , 1991). 



Gender Issues 

As women are entering the workforce m increasing numbers, they are also 

enrolling in college at higher rates than previous generations. Some researchers have 

argued that women face many challenges in their professional development due to the 

discrimination and stereotypes that continue to prevail (Bogat & Redner, 1985; Nelson 8c 

Quick, 1985; Noe, 1988a). These authors also argued that with the low number of women 

in tenured faculty positions, women may be less likely to fmd female role models in high 

rankmg positions. Mentoring women has been recommended as a way to challenge 

stereotypes, assist in training, enhance self-confidence, and decrease stress (Bogat & 

Redner, 1985; Nelson & Quick, 1985; Noe, 1988a). Researchers have found that female 

proteges who were paired with a mentor reported increased self-confidence, success, 

satisfaction, and sense of support and reinforcement (Noe, 1988a; Reich, 1986; Riley & 

Wrench; 1985). Based on this research, it appears that mentoring has a positive effect on 

women's professional development. 

Due to the discrimination that some women face in the workplace and at the 

college level, some researchers have suggested that same-gender mentoring relationships 

are preferred over cross-gender pairings. Theoretically based research has argued that 

female mentors may be better able to empower female proteges to develop their self-

identity and to strive for success in their goals (Gilbert & Rossman, 1992). However, 

empirical research has shown that cross-gender mentoring is associated with an increase 

in support, knowledge, and self-esteem (Gaskill, 1991). Nevertheless, some differences 

have been foimd in the level of mentoring ftinctions provided by mentors based on 

Kram's (1983, 1985) mentor role theory. For example, proteges in same-gender 

mentoring relationships perceived more role modeling ftinctions as compared to cross-

gender relationships. Proteges m cross-gender mentoring relationships perceived more 



social roles than same-gender mentoring relationships (Ragins & McFarlm, 1990). 

Despite some differences found in the level of mentoring ftinctions, research mdicates 

that there are no significant differences between same-gender and cross-gender pairings 

in terms of benefits and effectiveness with proteges (Bowen, 1986; Gaskill, 1991). 

The McNair Scholars Program 

The Ronald E. McNair Postbaccalaureate Achievement Program is one of six 

TRIO programs approved through the United States Congress. These programs are 

designed to assist low-income students in graduating from high school and succeeding in 

higher education. The term "TRIO" was created to describe the originally funded 

programs: Upward Bound, Talent Search, and Student Support Services. The goverrunent 

continues to provide funding to these original programs, and to the Educational 

Opportunity Center, and the Ronald E. McNair Postbaccalaureate Achievement Program. 

The McNair program was established to assist "first generation to college," low 

income, and underrepresented students prepare for doctoral study. The program was 

approved by Congress in 1986 in honor of the astronaut Ronald E. McNair, who died on 

the Challenger space shuttle. As the second African-American astronaut in space, he was 

dedicated to encouraging ethnic minorities and low income students to pursue higher 

education. 

There are currently over 100 McNair programs nationwide in approximately 37 

states, the District of Columbia, and Puerto Rico, including eight programs m Texas. The 

McNair program serves about 2,500 students who are currently in their junior or senior 

year of undergraduate study. Services provided by the McNair program include learning 

assessments, academic and cultural experiences, tutoring, fmancial assistance, research 

opportunities, workshops on graduate school, and faculty mentoring. Some programs also 



recruit graduate student mentors, in addition to facuhy, as an extra resource. The McNair 

program is considered to be a formal program due to specific goals and objectives, and 

other structured procedures (e.g., learning assessments, workshops). Fvmding for the 

program began in 1989 and since then, only 2.1% of the participants have withdrawn 

from college compared to the 24.4% dropout rate for students in general (Program 

Monitoring and Information Technology Service, 1999). The dropout rate of McNair 

Scholars is also much lower than the national average of dropout rates for African-

Americans (27.9%), Hispanics (28.1%), and Asian-Americans (13.9%). Of the 

participants who graduated with a bachelor's degree in 1997, 44% enrolled in graduate 

school, which is higher than the national average of 13.1% for low income, fust 

generation to college students. By 1997, 27.6% of all McNair students earned a master's 

degree or higher (e.g., completed professional degree, enrolled in doctoral program) 

(Program Monitoring and Information Technology Service, 1999). 

Despite the large number of McNair Programs nationwide, little empirical 

research has been conducted. In an examination of the University of Tennessee McNair 

Program, it was foimd that 68% of the students eruolled in graduate school following 

involvement as a McNair Scholar (Chatman, 1994). Research on the mentoring aspect of 

the McNair program has also been limited. A study conducted at the University of 

Northern Colorado examined the mentoring relationship between McNair Scholars and 

facuhy mentors (Lees & Carruthers, 1997). Of the 10 McNair Scholars and 11 facuhy 

mentors who participated in the study, many characterized mentors as role models, 

teachers, and individuals who provide direction, respect, genuine interest, and the desire 

to see growth (Lees 8c Carruthers). 

A Texas-wide study found that compared to non-McNair students, McNair 

Scholars reported increased graduate school preparation and greater participation in 
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activities with their mentor. McNair Scholars also indicated that they enhanced their 

research skills, increased their professional contacts, and learned about conferences and 

professional organizations through their mentors (Esler, 1998). 

Purpose of the Study 

The purpose of this study was to examine the mentoring program within the 

Ronald E. McNair Postbaccalaureate Achievement Program. By evaluating the goals, 

objectives, and other aspects of the mentoring program, various components were 

deemed beneficial to proteges. This study was guided by the following research 

questions: 

• How do proteges rate the level of general effectiveness of the McNair mentoring 

program? 

• What type of mentoring ftinctions are experienced m a facuhy mentoring 

relationship? 

• What is the level of satisfaction with the McNair mentoring program? 

In addition to these research questions, the following hypothesis was proposed: 

H-ypothesis. Kram's (1983, 1985) mentoring ftinctions will positively relate to the 

effectiveness of the McNak mentoring program. The mentoring fiinctions mcluded 

psychosocial and career-related mentoring functions. The measures of effectiveness 

involved intention to attain a doctoral degree, awareness of the graduate school 

experience, knowledge of research, and knowledge of professional organizations and 

conferences. 

Further, gender differences and ethnic differences were examined in relation to 

the level of effectiveness of facuhy mentoring. Also at the exploratory level, gender and 

ethnic differences in perceptions of mentoring ftinctions were exammed. Based upon past 



research, gender or ethnic differences in mentoring ftinctions and effectiveness were not 

expected. In the same vein, differences were examined in mentoring functions and 

effectiveness of facuhy mentoring in cross-sex versus same-sex mentoring relationships 

and cross-ethnicity versus same-ethnicity mentoring relationships. Based upon the 

previous literature, significant differences were not expected. 
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CHAPTER II 

METHODS 

Participants 

Participants mcluded 103 students who were McNair Scholars during the past 

year. McNair Scholars from 156 TRIO programs across the nation were asked to 

participate. Approximately 58 McNair programs were unable to participate in the study 

because they were newly funded. The participating students were involved in a facuhy 

mentoring relationship for a minimum of six months. The following 15 schools 

participated in the study: State University of New York at Brockport, University of 

Illinois at Urbana, University of California at San Diego, Cahfornia State University at 

San Bernardino, College of St. Scholastica, University of Texas at Arlington, St. John's 

University, Mercy College, University of North Texas, University of Southern 

Mississippi, Texas Tech University, Oberlin College, San Jose State University, 

University of Wisconsin at Milwaukee, and Pennsylvania State University. 

Seventy-two percent of the participants were female and 28% were male. The 

mean age of the respondents was 27 (SD = 9.22) with an age range between 20 years and 

54 years. Of the participants, 31.1% were Hispanic, 30.1% were Caucasian, 17.5% were 

African-American, 12.6% were biracial, muhhacial, or of another ethnic background, 

5.8% were Native American, and 2.9% were Asian-American. Sbcty-five percent of the 

respondents were classified as seniors, 28%o had graduated from college, and 6% were 

juniors. Forty-two percent of the participants were dependents of their parents. In 

describing their parents' highest level of educational attainment, 20% said that no parent 

completed high school, 35% said that at least one parent graduated from high school, 

27% said that at least one parent had some college, 8% said at least one parent graduated 
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from college, and 8% said that at least one parent earned a graduate degree. The average 

grade point average for the participants was 3.45 on a 4.0 scale, and most of the McNair 

Scholars reported that they were the fust generation to attend college (82%). Conflictmg 

data was found between reported generation to college and highest level of educational 

attamment of parents. This issue will be discussed in further detail ui the next chapter. 

Instruments 

Background Inventory (see Appendix D). A demographic inventory was 

administered which included information such as gender, age, ethnicity, mcome, 

educational level, and relationship status. 

Effectiveness of Mentoring. For purposes of this study, "effectiveness" was 

defined as intention to attain a doctoral degree, awareness of the graduate school 

experience, knowledge of research, and knowledge of professional organizations and 

conferences. These variables were chosen based on the goals and objectives of McNair 

Scholars Programs. 

Intention to attain a doctoral degree (see Appendix D). Participants' intention to 

attain a doctoral degree was measured on a five-point response scale, ranging from (1) 

Definitely Not to (5) Definitely Yes. Due to the negative skewness and kurtosis of this 

variable, a reflect square root transformation was performed. 

Knowledge of research (see Appendix D). Participants' knowledge of research 

was measured based on the endorsement of several hems assessing research knowledge: 

research project, graduate school research, discussion of writing/publishing, and research 

skills. Each item was scored as 0 (did not engage in this activity) or 1 (engaged in this 

activity) m terms of which activities proteges were engaged in with their facuhy mentor 

and then summed to obtain a total score. 

12 



Knowledge of professional organizations and conferences (see Appendix D). 

Participants' knowledge of professional organizations and conferences was measured by 

asking the following questions: List professional organizations you are aware of in your 

field of study. Are you a member of any of these? If so, which ones? Have you attended 

professional conferences in yoiu field? If so, how many? Participants received one point 

for each organization listed, one point for the number of organizations where they have 

membership, and one point for the number of conferences they have attended. These 

items were summed to obtain a total score. 

Awareness of the graduate school experience (see Appendix E). Participants' 

awareness of the graduate school experience was measured on a five-point response 

scale, ranging from (1) Not at all beneficial to (5) Extremely beneficial. This 22-item 

unpublished scale was developed by the McNair program at Abilene Christian Univershy 

(G.L. Dowell, personal communication, August 17, 2000) and items were summed to 

obtain a total score. Internal consistency for this scale was good (a=.96). This measure 

has been used as a needs assessment for the proteges at the Abilene Christian Univershy 

McNair program to detemune where trainmg should be focused. Due to the negative 

skewness and kurtosis of this variable, a reflect square root transformation was 

performed. 

Mentoring Functions Scale (see Appendbc F). This 21-hem paper and pencil scale 

was developed by Noe (1988b) to assess the extent to which mentors provide career and 

psychosocial mentoring fimctions, accordmg to their proteges. A five-point response 

scale, rangmg from 1 (a very slight extent) to 5 (a very large extent) was used for each 

hem. However, due to the negative skevmess and kurtosis of the psychosocial and career 

variables, a reflect square root transformation was performed. 

13 



Factor analysis (Noe, 1988b) revealed Factor 1 as representmg psychosocial 

mentormg functions (i.e., counseling, acceptance and confumation, and role modeling), 

and Factor 2 as representing career mentoring ftinctions (i.e., protection, coaching, 

exposure and visibilhy, sponsorship, and challenging). Kram's mentoring function of 

friendship did not load significantly on ehher factor. The two factors revealed 

eigenvalues that explained approximately 82% of the variance m the mentoring functions. 

The internal consistency reliabiUty estimates for the career functions was .89 and for the 

psychosocial ftinctions was .92. An intercorrelation of .49 was found between the career 

and psychosocial mentoring functions. 

Procedure 

The participants m the Texas Tech Univershy McNair Scholars Program received 

a cover letter, questionnahe packet, and an envelope from a McNah staff member and the 

principal mvestigator durmg a McNair Scholars meetmg. The cover letter explained the 

purpose of the study, outlmed mstructions, and informed them that theh participation was 

voluntary (see Appendix C). The surveys were administered as a questionnaire battery. 

The complete questionnaire mcluded demographic mformation, and measures of 

mentormg effectiveness and mentoring ftinctions (see Appendices D-F). Following 

completion of the survey, they were mstructed to return the survey to the McNair staff 

member and the principal mvestigator. 

A McNair Scholars Program staff member at the remammg univershies received 

an mstructions letter (see Appendix B) and distributed the questionnaire packet (see 

Appendices C-F) to their participating McNah Scholars. The cover letter explained the 

purpose of the study, outlmed mstructions, and informed them that their participation was 

voluntary. Foliowmg completion of the questionnahe, they were asked to return h m a 

14 



sealed envelope to theh McNah Scholars staff member. After all of the questionnahes 

were returned, the packets were then mailed to the principal investigator at Texas Tech 

University. Three hundred fifty-eight questionnahes were mailed to 23 McNah programs 

across the nation. One hundred four questionnahes were completed and returned for a 

return rate of 29%. 

15 



CHAPTER m 

RESULTS 

Prior to statistical analysis, the data was examined through SPSS for missmg 

values, outliers, and normalhy screening. For nondemographic variables, if 75% or more 

of the hems m a measure were completed by participants, then h was deemed appropriate 

to replace the missing values. The average score across all items on the particular 

measure for the individual was used to replace the missmg value. For cases in which less 

than 75% of the hems were completed in a measure, these cases were not included in the 

statistical analyses that used that measure (Tabachnick & Fidell, 1996). To reduce 

skewness and kurtosis on four of the variables, transformations were performed. The 

following variables were negatively skewed and were consequently transformed using a 

reflect square root: psychosocial, career-related, mtent to earn a doctoral degree, and 

awareness of graduate school. Ahhough the values for these variables resuhed in negative 

numbers, due to the reflect square root ttansformation, the signs were reversed foUowmg 

transformation for ease of interpretation. One case was identified through using the 

Mahalanobis distance statistic as a muhivariate outlier and was consequently deleted 

from the sample, leavmg a total of 103 cases for analyses. Dummy variable codmg was 

used for the variable of ethnichy. Thus, a score of 0 means the participant was not a 

member of that ethnicity and a score of 1 means the participant was a member of that 

ethnicity. Means and standard deviations for mam study variables are presented m Table 

3.1. Means of mentoring ftinctions and effectiveness across gender and ethnichy are 

presented in Table 3.2 and Table 3.3. 
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Research Questions 

Research question one asked how proteges rated the level of effectiveness of the 

mentoring program. McNah Scholars reported moderate to high mtention to attam a 

doctoral degree (M = 1.33), moderate awareness of the graduate school experience (M = 

5.84), moderate knowledge of research (M = 2.45), and low to moderate knowledge of 

professional organizations and conferences (M = 2.40). 

Research question two asked what types of mentoring functions were experienced 

by McNah proteges m a facuhy mentormg relationship. On average, McNah scholars 

reported shghtly higher levels of psychosocial mentormg ftinctions [M = 3.85, SD = 1.51, 

t (97) = 3.371, p<.001] compared to career-related mentoring ftinctions (M = 3.52, SD = 

1.34). These findings are shnilar to the research on the development of the Mentoring 

Functions Scale (Noe, 1988b) in that proteges endorsed more psychosocial (M == 3.96, 

SD = .69) and less career-related (M = 2.23, SD = .97) mentoring ftinctions. However, 

the McNah scholars in this study indicated shghtly lower levels of psychosocial 

mentoring and higher levels of career-related mentoring compared to the previous 

research. Further, McNah Scholars' responses deviated further from the mean, based on 

the standard deviations, compared to previous research (Noe). A large portion of the 

participants indicated that the highest degree they anticipate earning is a doctoral degree 

(76%) and others anticipate a master's degree (17%). 

Research question three asked about the level of satisfaction with the mentoring 

program and the McNah scholars reported a mean of 4.14 based on a five point response 

scale (l=extremely dissatisfied, 5=extremely satisfied). 
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Correlations 

A correlation matrix was computed to exanune whether any mam variables (i.e., 

mentormg functions and mentormg effectiveness) were correlated with the demographic 

variables (see Table 3.5). The correlational pattern mdicated correlations between the 

Hispanic demographic variable and mentoring effectiveness, and between the generation 

demographic variable and mentoring functions. Thus, these two demographic variables 

were included in the statistical analyses as predictors hi the canonical correlations and as 

covariates m the analyses of covariance (ANCOVAs) and muhivariate analyses of 

covariance (MANCOVAs). In addhion, the correlation matrix (see Table 3.5) revealed 

that the psychosocial mentoring variable was positively correlated with awareness of 

graduate school, knowledge of research, and knowledge of professional orgaiuzations and 

conferences. The career mentoring variable also yielded positive correlations whh 

awareness of graduate school, knowledge of research, and knowledge of professional 

organizations and conferences. 

Hypothesis 

The mam hypothesis of this study purported that Kram's (1983, 1985) mentoring 

fiinctions would poshively relate to the effectiveness of the McNah mentormg program. 

Canonical correlations were used to exanune this hypothesis whh the predictor variables 

consistmg of statistically significant demographic variables (Hispanic and generation), 

and psychosocial and career-related mentoring functions. Criterion variables included 

mtention to attam a doctoral degree, awareness of the graduate school experience, 

knowledge of research, and knowledge of professional organizations and conferences. 

Of the four possible canonical roots, the first was found to be statistically 

significant. The fust canonical correlation was .79 (x^ = 103.91, df= 16, E<.0005) , which 
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represented a squared canonical correlation of .62, meanmg there was a 62%* overlap m 

variance between the variates. The second canonical root mdicated a canonical 

con-elation of .39 (x^ = 16.31, df = 9, p<.061), which represented 15% of overlappmg 

residual variance between the variates. The thhd canonical root was .10 (x^ = .94, df = 4, 

p<.919), which represented 1% of overlapping residual variance between the variates. 

The last canonical root mdicated a canonical correlation of .005 (y^ = .003, df = 1, 

p<.960), which represented less than 1% of overlapping residual variance between the 

variates. Examination of the standardized canonical coefficients indicated that the two 

mentoring functions (psychosocial and career-related) and one of the effectiveness 

variables (knowledge of graduate school) were the most highly weighted variables in the 

root. However, these coefficients are often unstable across samples and Hah, Anderson, 

Tatham, and Black (1995) suggested that caution be used in interpreting canonical 

coefficients. Hah et al. recommended interpreting canonical loadings instead. 

The canonical loadings of the predictor variables (mentoring functions and 

demographic variables), and theh canonical variate indicated strong poshive relations for 

the psychosocial (.941) and career-related (.962) mentormg functions (see Table 3.6). 

Tabachnick and Fidell (1996) suggested interpreting canonical loadings greater than .30. 

Cross loadings showed similarly strong positive correlations between the two mentoring 

functions (psychosocial = .738; career-related = .755) and the mentormg effectiveness 

canonical variate. 

The correlation pattern between each mentoring effectiveness variable and theh 

canonical variate yielded the strongest loadings for knowledge of graduate school (.947), 

knowledge of research (.644), and professional organizations and conferences (.467). 

Cross loadmgs of the correlations between each mentoring effectiveness variable and the 

predictor canonical variate resuhed in strong loadings for knowledge of graduate school 
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(.743), knowledge of research (.505), and professional organizations and conferences 

(.366) (see Table 3.6). Overall, the loadmgs and cross-loadings mdicated that mcreasmg 

psychosocial and career-related mentoring was associated with mcreased mentormg 

effectiveness m terms of knowledge of graduate school, research, and professional 

organizations and conferences. 

An exammation of the canonical redundancy analysis revealed that the proportion 

of variance of the predictor variables (psychosocial, career-related, Hispanic, generation) 

explained by theh own canonical variate was 47%. The proportion of variance of the 

predictor variables explained by the mentoring effectiveness canonical variate (intention 

to attam a doctoral degree, awareness of the graduate school experience, knowledge of 

research, and knowledge of professional organizations and conferences) was 29%. The 

proportion of variance of the mentormg effectiveness variables explamed by theh own 

canonical variate was 40% and the proportion of variance of the mentoring effectiveness 

variables explained by the predictor canonical variate was 25%, suggesting that 

mentoring ftinctions were important m understanding the effectiveness of mentoring. 

Exploratory Analyses 

Gender Differences. At the exploratory level, an examination took place 

regarding whether gender differences in perceptions of mentoring functions exist. A 

muhivariate analysis of covariance (MANCOV A) was performed on two dependent 

variables: psychosocial and career-related mentoring ftinctions. The independent variable 

was reported sex and the covariate was generation which was shown earlier to be 

correlated with psychosocial mentormg. SPSS MANCOVA was used for the statistical 

analyses. The sample size was reduced to 98 (28 males and 70 females) due to missing 

data from the Mentormg Functions Scale (Noe, 1988b). Usmg Pillai's Trace, generation 
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explained a significant amount of variance in the combmed dependent variables, F (2, 94) 

= 4.131, E - .019. However, no mam effect was found for gender, F (2,94) = .181, p = 

.835. For completeness, a series of univariate analysis of covariance (ANCOVA) were 

subsequently performed on each dependent variable. The significance level was adjusted 

using a Bonferroni correction to avoid Type I error. The resuhs for this analysis yielded 

no significant resuhs for either the psychosocial [F (1, 96) = .212, p = .646] or career-

related [F (1, 99) = .013, p = .908] mentoring functions. Thus, the prediction that there 

would be no gender differences in reported mentoring functions was not rejected. 

Gender differences in the level of effectiveness of facuhy mentoring were also 

tested. A MANCOVA was used on four dependent variables: intention to attain a 

doctoral degree, awareness of the graduate school experience, knowledge of research, and 

knowledge of professional organizations and conferences. The independent variable was 

reported sex and the covariate was Hispanic due to hs correlation with knowledge of 

research. The sample size decreased to 100 (28 males & 72 females) due to missing data 

m the hems assessmg mentormg effectiveness. Pillai's Trace revealed no significant 

differences between males and females m mentoring effectiveness, F (4, 94) = .317, p = 

.866, although the Hispanic variable explained a significant amount of variance in the 

combmed dependent variables [F (4, 94) = 3.053, p = .021]. For completeness, a series of 

univariate ANCOVAs was performed mcludmg Hispanic as the covariate. As expected, 

no significant differences were found for gender usmg the dependent variables of 

mtention to attam a doctoral degree [F (1, 99) = 1.299, p = .257], awareness of the 

graduate school experience [F (1, 98) = 1.590, p = .491], knowledge of research [F (1, 

100) = .049, p = .825], and knowledge of professional organizations and conferences [F 

(1, 100) = .007, p = .934]. Thus, the prediction that there would be no gender differences 

m reported mentormg effectiveness was not rejected. 
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An exammation of whether there were differences m mentormg ftinctions m 

cross-sex versus same-sex mentormg relationships was undertaken usmg a MANCOVA. 

The dependent variables mcluded were psychosocial and career-related mentoring 

fiinctions, the independent variable was cross-sex versus same-sex mentormg 

relationships, and the covariate was generation. A sample size of 97 (66 cross-sex and 31 

same-sex) was used due to missing data from the Mentoring Functions Scale (Noe, 

1988b). Means for these dyads across mentoring functions are presented in Table 3.4. 

The combmed dependent variables were significantly related to the covariate of 

generation [F (2, 93) = 4.197, p =.018]. However, Pillai's Trace showed that no 

significant differences were found between mentormg functions in cross-sex versus 

same-sex mentoring relationships, F (2, 93) = .650, p = .524. Further, univariate 

ANCOVAs revealed no significant resuhs for the psychosocial [F (1, 95) = .087, p = 

.768] and career-related [F (1, 98) = .947, p = .333] mentormg fiinctions. 

A MANCOVA was performed to examine whether there were differences in 

effectiveness of faculty mentoring in cross-sex versus same-sex mentoring relationships. 

The dependent variables consisted of intention to attain a doctoral degree, awareness of 

the graduate school experience, knowledge of research, and knowledge of professional 

organizations and conferences. The independent variable was cross-sex versus same-sex 

mentoring relationships and the covariate was Hispanic. Ninety-nine participants (68 

cross-sex and 31 same-sex) were used in the analysis which resuhed m an overall findhig 

that, based on Pillai's Trace crherion, there were no significant differences m 

effectiveness of facuhy mentormg m cross-sex versus same-sex mentoring relationships, 

F (4, 93) = 2.107, p = .086. The combmed dependent variables measurmg mentoring 

effectiveness were significantly related to the covariate of Hispanic [F (4, 93) == 3.305, p 

= .014]. No significant differences for gender were found usmg a series of ANCOVAs 
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with intention to attam a doctoral degree [F (1, 98) = .903, p = .344], awareness of the 

graduate school experience [F (1, 97) = 3.581, p = .061], knowledge of research [F (1, 

99) = .486, p = .487], and knowledge of professional organizations and conferences [F (1, 

99) = .268, p = .606] as the dependent variables. Thus, the prediction that there would be 

no cross-sex or same-sex differences m reported mentoring effectiveness was not 

rejected. 

Ethnichy Differences. At the exploratory level, an examination took place 

regarding whether ethnic differences in perceptions of mentormg ftinctions exist. A 

MANCOVA was performed using the dependent variables of psychosocial and career-

related mentoring ftinctions. The independent variable was ethnicity (Caucasian, 

Hispanic, African American, Asian American, Native American, and 

other/bhacial/multhacial) and the covariate was generation. Based on Pillai's Trace 

criterion, no significant ethnic differences were found in perceptions of mentoring 

functions, F (10, 182) = .882, p = .551, which was consistent with expectations. Further, 

univariate ANCOVAs revealed no significant resuhs using the psychosocial [F (5, 92) = 

1.088, p = .372] and career-related [F (5, 95) = .611, p = .691] mentormg functions. 

Ethnic differences m the level of effectiveness of facuhy mentormg were also 

tested. A MANOVA was used with the dependent variables of intention to attain a 

doctoral degree, awareness of the graduate school experience, knowledge of research, and 

knowledge of professional organizations and conferences. The mdependent variable was 

ethnichy (Caucasian, Hispanic, African American, Asian American, Native American, 

and other/Tshacial/muhhacial). Based on expectations and according to the crherion of 

Pillai's Trace, no significant differences m ethnichy were found in mentoring 

effectiveness, F (20, 376) = 1.374, p = .131. No significant differences for ethnicity were 

found usmg a series of ANOVAs with mtention to attam a doctoral degree [F (5,96) = 
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2.045, p = .079], awareness of the graduate school experience [F (5,95) = .291, p = .917], 

knowledge of research [F (5,97) - 1.686, p = .145], and knowledge of professional 

organizations and conferences [F (5,97) = .639, p = .671]. Thus, the prediction that there 

would be no ethnic differences m reported mentoring effectiveness was not rejected. 

An examination of whether there were differences m mentormg functions m 

cross-ethnichy versus same-ethnichy mentoring relationships was undertaken usmg a 

MANCOVA. The dependent variables were psychosocial and career-related mentoring 

functions, the mdependent variable was cross-ethnichy versus same-ethnichy mentormg 

relationships, and the covariate was generation. Means for these dyads across mentormg 

functions are presented in Table 3.4. Usmg the Pillai's Trace crherion, statistically 

significant resuhs were found, F (2, 94) = 3.822, p = .025. Two ANCOVAs were 

conducted using a Bonferroni correction of a p < .025 significance level. Significant 

differences were found for the psychosocial mentoruig function [F (1, 96) = 6.633, p = 

.012] but not for the career-related mentormg function [F (1, 99) = 1.323, p = .253]. Thus, 

in contrast to expectations, McNah Scholars who were ethnicaUy different from theh 

facuhy mentors perceived more psychosocial mentoring functions (M = 4.04, SD = 1.48) 

compared to McNah Scholars who shared the same ethnic background with theh mentor 

(M = 3.17,SD=1.33). 

A MANCOVA was used to examine whether there were differences in the 

effectiveness of facuhy mentoring in cross-ethnicity versus same-ethnichy mentoring 

relationships. The dependent variables were intention to attain a doctoral degree, 

awareness of the graduate school experience, knowledge of research, and knowledge of 

professional organizations and conferences. The independent variable was cross-ethnichy 

versus same-ethnichy mentoring relationships and the covariate was Hispanic. The 

Hispanic covariate explained a significant amount of variance m the combmed dependent 
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variables [F (4, 94) = 2.947, p = .024]. However, after the variance explained by the 

Hispanic variable was removed from the analysis, the relationship between the 

independent variable and the dependent variables remained non-significant (as expected) 

based on Pillai's Trace [F (4, 94) = 1.124, p = .350]. For completeness, a series of 

univariate ANCOVAs was conducted and no significant differences were found for 

ethnichy matching usmg the dependent variables of intention to attam a doctoral degree 

[F (1, 99) = 1.420, p = .236], awareness of the graduate school experience [F (1, 98) = 

.712, p = .401], knowledge of research [F (1, 100) = .3.209, p = .076], and knowledge of 

professional organizations and conferences [F (1, 100) = .465, p = .497]. 
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Table 3.1 Means and Standard Deviations for Mam Study Variables 

Variable 

Psychosocial 

Career-related 

Hispanic 

Generation 

Intent 

Gradschool 

Research 

Orgconf 

Note. Psvchosoc 

N 

99 

102 

103 

103 

102 

101 

103 

103 

ial = psycl 

Original 
Mean 

43.93 

31.81 

0.31 

1.23 

4.12 

73.68 

2.45 

2.40 

10 social menti 

Standard 
Deviation 

12.45 

9.69 

0.47 

0.55 

1.04 

21.49 

1.10 

1.89 

Transformed 
Mean 

3.85 

3.52 

1.33 

5.84 

oring function; Career-related = 

Standard 
Deviation 

1.51 

1.34 

.36 

1.81 

career-related 
mentoring function; Hispanic = Hispanic demographic variable (0=no, l=yes); 
Generation = generation to college; Intent = intention to attain a doctoral degree; 
Gradschool = awareness of the graduate school experience; Research = knowledge of 
research; Orgconf = knowledge of professional organizations and conferences. Sample 
size ranged from 99 to 103 due to the number of incomplete responses from the McNah 
Scholars. A higher score for the mean indicates a higher endorsement of the variable. 

26 



Table 3.2 Means and Standard Deviations of Mentoring Functions Across Gender and 
Ethnichy 

N Psychosocial Career 

Male 28 3.96(1.11) 3.61(1.04) 

Female 70-72 3.77(1.64) 3.50(1.46) 

Caucasian 30-31 3.35(1.47) 3.38(1.36) 

Hispanic 30 4.30(1.41) 3.91(1.17) 

African 17-18 3.96(1.58) 3.45(1.50) 
American 

Asian 3 3.83(1.02) 3.49(1.49) 
American 

Native 6 3.81(1.79) 3.20(1.64) 
American 

Other/ 12 3.63(1.53) 3.26(1.41) 
Bhacial/ 
Multhacial 

Note. Psychosocial = psychosocial mentoring function; Career-related = career-related 
mentoring function. Standard deviations are presented in parentheses. A higher score for 
the mean indicates a higher endorsement of the variable. Psychosocial and career means 
are presented after transformation. 
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Table 3.3 Means and Standard Deviations of Mentoring Effectiveness Across Gender 
and Ethnicity 

Male 

Female 

Caucasian 

Hispanic 

African 
American 

Asian 
American 

Native 
American 

Other/ 
Bhacial/ 
Muhhacial 

Note. Intent 

N 

28 

70-72 

30-31 

30 

17-18 

3 

6 

12 

Intent 

1.41(0.39) 

1.30(0.34) 

1.32(0.36) 

1.45(0.32) 

1.45(0.29) 

1.38(0.37) 

1.14(0.21) 

1.42(0.49) 

Gradschool 

5.98(1.46) 

5.75(1.93) 

6.04(1.56) 

5.88(1.77) 

5.65(2.30) 

5.79(.39) 

5.33(2.55) 

5.54(1.69) 

Research 

2.39(1.07) 

2.50(1.13) 

2.65(1.11) 

2.07(1.08) 

2.44(1.10) 

3.00(.00) 

3.00(1.26) 

2.67(1.07) 

Orgconf 

2.43(2.01) 

2.47(1.84) 

2.68(2.04) 

2.43(1.85) 

2.22(1.99) 

2.67(1.53) 

1.33(.52) 

2.83(1.90) 

= mtention to attain a doctoral degree; Gradschool = awareness of the 
graduate school experience; Research = knowledge of research; Orgconf = knowledge of 
professional organizations and conferences. Standard deviations are presented m 
parentheses. A higher score for the mean indicates a higher endorsement of the variable. 
Intention to attam a doctoral degree and awareness of the graduate school experience 
means are presented after ttansformation. 
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Table 3.4 Means of Mentoring Functions Across Mentormg Dyads 

Same-Gender Different-Gender Same-Ethnichy Different-Ethnichy 
(n=31) (n=66) (n-24) (n=74) 

Psychosocial 3.91 3.77 3.17 4.04 
Career 3.71 3.43 3.20 3.64 

Note. A higher score for the mean indicates a higher endorsement of the variable. 
Psychosocial and career-related mentoring function means are presented after 
transformation. 
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Table 3.5 Correlations for Mentoring Functions, Significant Demographic, and 
Mentoring Effectiveness Variables 

Variable 1 2 3 4 5 6 7 8 

1. Psychosocial 1.00 .825* .229 -.271* .175 .688* .508* .331* 

2. Career-related 1.00 -.160 -.207 .194 .708* .499* .335* 

3. Hispanic 1.00 .098 .206 -.046 .255*-.042 

4. Generation 1.00 .036 -.196 -.044 -.015 

5. Intent 1.00 .135 .067 .109 

6. Gradschool 1.00 .518* .197 

7. Research 1.00 .320* 

8. Orgconf 1.00 

*p<.01 
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Table 3.6 Canonical Loadings, Standardized Canonical Coefficients, and Cross 
Loadings Between Mentoring Functions, Mentoring Effectiveness, and Statistically 
Significant Demographic Variables 

Variable 

Psychosocial 

Career-related 

Hispanic 

Generation 

Intent 

Gradschool 

Research 

Orgconf 

Note. Psvchosoc 

Canonical 
Loadings 

.94 

.96 

.13 

.23 

.24 

.95 

.64 

.47 

ial = psycho socii 

Canonical 
Coefficient 

.48 

.58 

.08 

.02 

.08 

.82 

.14 

.25 

Cross 
Loadings 

.74 

.76 

.11 

.18 

.19 

.74 

.51 

.37 

al mentoring ftinction; Career-related = career-related 
mentoring function; Hispanic = Hispanic demographic variable; Generation = generation 
to college; Intent = mtention to attain a doctoral degree; Gradschool = awareness of the 
graduate school experience; Research = knowledge of research; Orgconf = knowledge of 
professional organizations and conferences. 
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CHAPTER IV 

DISCUSSION 

The present study exammed the mentoring program within the Ronald E. McNah 

Postbaccalaureate Achievement Program. The purposes of the study were to mvestigate 

the effectiveness of the mentoring program based on the goals and objectives of the 

McNah program, to assess what components are beneficial to proteges in this program, 

and to examine the impact of gender and ethnichy on mentor pahings. Canonical 

correlations, MANCOV As, and ANCOVAs were used to test the mam hypothesis and 

exploratory analyses about mentoring functions, mentoring effectiveness, and gender and 

ethnic differences in theh perceptions of mentoring ftinctions and mentoring 

effectiveness. The followmg sections address the general findings, main hypothesis, 

exploratory analyses, limitations to this study, and future dhections for research. 

General Findings 

Overall, McNah scholars perceived that they were receiving mentoring that had 

psychosocial and career-related ftinctions, a finding which was consistent with previous 

research on mentormg (Bowen, 1986; Noe, 1988b). Although the amount of these 

mentoring functions appeared to vary to some degree across ftinctions, the scholars 

reported that they were benefiting from the relationship formed with theh facuhy mentor. 

Thus, one hnportant overall fmdmg was that McNah programs were perceived by the 

scholars to be helpful in terms of mentoring. 

The data m the present study indicated that McNah scholars perceived slightly 

higher levels of psychosocial mentormg compared to career-related mentoring. There 

were a number of potential reasons for this outcome. Fhst, smce psychosocial mentoring 
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was based prhnarily on the quality of the relationship, perhaps this type of mentoring feh 

more natural and requhed less effort by the mentors compared to career mentoring. 

Second, h was also possible that there were more opportunities for psychosocial 

mentoring compared to career mentormg smce McNah students were still undergraduates 

preparmg for graduate programs and were not yet m a poshion to fiiUy benefit from 

career mentoring. 

Thhd, previous research (Noe, 1988b) suggested that lower amounts of career 

mentormg may be due to the limited amount of thne proteges spend whh theh mentor. In 

this study, proteges reported that they met with theh facuhy mentor at least once per 

week and less than four hours per month. Increasing the amount of thne spent m the 

mentoring relationship may mcrease the career mentoring ftinction. It seems that students 

would experience more career mentoring opportunities as they spent more thne whh theh 

mentor, such as bemg exposed to various aspects of a job, being challenged on an 

assignment, and bemg sponsored for theh endeavors. 

Interestingly, McNah proteges reported higher levels of career mentormg (M = 

3.52) compared to the sample (M = 2.23) inNoe's study (1988b). This resuh may be due 

to the McNah facuhy mentors focusing more time with theh proteges on career-related 

issues, or at least the proteges perceived theh mentors were spendmg time on career 

topics. McNah proteges perceived shghtly lower levels of psychosocial mentoring (M = 

3.85) compared to Noe's sample (M = 3.96). A possible reason for this outcome was that 

McNah mentors concentrated more on career-related issues compared to the norming 

data sample. It is also noted that the current study found larger standard deviations on the 

mentoring fiinctions compared to data reported by Noe. Noe's sample size was larger (n 

= 120-127) compared to this study. Based on the central limit theorem, as sample size 
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increases, the deviation in scores decreases as the distribution approaches normal 

(Diekoff, 1992). Also, h is possible that the differences were due to samplmg error. 

Examination of mentoring effectiveness based on the goals and objectives of the 

McNah program indicated moderate to high mtention to attam a doctoral degree, 

moderate awareness of the graduate school experience, moderate knowledge of research, 

and low to moderate knowledge of professional organizations and conferences. Ahhough 

students' knowledge of professional organizations and conferences appears to be low, h 

is possible that the scores would be even lower for students who did not participate in the 

McNah program. Further, a low number of people in this country overall attend graduate 

programs, so the McNah sample seems to be higher in intentions than expected for this 

population. 

A look at the correlation matrix revealed some significant associations between 

the main variables. Significant positive correlations were found between the mentoring 

fiinctions (psychosocial and career) and three of the mentoring effectiveness variables: 

awareness of graduate school, knowledge of research, and knowledge of professional 

organizations and conferences. As proteges perceived more benefits from theh mentoring 

relationship, h seems that some of the goals and objectives of the McNah program were 

bemg met. Also, awareness of graduate school and knowledge of research were 

moderately associated. If proteges endorsed increased awareness of graduate school, then 

h was likely that they perceived increased knowledge of research as weU. These two 

constructs could be overlappmg to some degree, meanmg if they reported an increase of 

knowledge m one area, then they were probably benefiting m both areas. The same 

reasoning could also apply to the correlation between knowledge of research and 

knowledge of professional organizations and conferences. As proteges learn about 

professional organizations and attend more conferences, they may learn more about 
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research m the process. It is also noted that Hispanic, a statistically significant 

demographic variable, yielded a small, yet significant, negative correlation (r = -.26) 

with knowledge of research. This fmdmg may be due to chance, smce no previous 

research indicated that Hispanics report less knowledge of research compared to other 

ethnic groups, or h may indicate that mentoring in this area was not as effective for 

Hispanic students. 

Another significant fmdmg was that a small negative correlation (r = -.27) was 

found between the psychosocial mentoring function and generation to college. A possible 

reason for this finding is that as proteges come from backgrounds where fewer 

generations have been to college, they perceived more psychosocial mentoring benefits. 

Again, this finding may be due to chance, but perhaps the proteges whose parents did not 

complete college perceived more psychosocial mentoring because they came from a 

family who could not provide these functions (e.g., role modeling, counseling) since they 

did not receive the education themselves. 

An addhional finding related to generation to college. The data indicated that 27% 

of McNah scholars reported at least one parent had some college, 8% reported that at 

least one parent graduated from college, and 8% reported that at least one parent earned a 

graduate degree. However, 82% of McNah scholars indicated that they were the fhst 

generation to attend college. There are several potential reasons for these conflictmg data. 

Fhst, proteges may have considered themselves first generation to college even though at 

least one parent attended college because perhaps a parent went to college for one 

semester and then never returned. Thus, these proteges identified themselves as fhst 

generation to college smce they were contmumg theh college education. Second, 

proteges may have been confused by the phrasmg of the question asking about generation 

m college. Thhd, and probably least likely, proteges may have reported that they were the 
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first generation to college even when they were not so they could participate m the 

McNah program. 

Mentormg Function.s and Mentoring Effectiveness 

The mam hypothesis of this study proposed that Kram's (1983, 1985) mentoring 

fimctions would poshively relate to the effectiveness of the McNah mentormg program 

Using canonical analysis, most of this hypothesis was supported. Mentoring functions 

were associated with mcreased mentoring effectiveness m terms of knowledge of 

graduate school, research, and professional organizations and conferences. Thus, McNah 

proteges who perceived theh facuhy mentors to be focusmg on the mentoring 

relationship and using theh facuhy status to assist proteges in leammg about various 

aspects of graduate study tended to report more knowledge of graduate school, research, 

and organizations and conferences. Thus, mentor behaviors, such as role modeling, 

confirmation, exposure, coaching, and challenging may dhectly mcrease a student's level 

of information about graduate study (i.e., mentoring effectiveness variables). Knowledge 

of graduate school yielded a high correlation and may have been the strongest predictor 

because it was a more rehable variable compared to the other mentoring effectiveness 

variables. Intention to earn a doctoral degree was not associated with the type of 

mentoring exhibited by faculty mentors. Thus, one aspect of the main hypothesis was not 

supported. There are some possible reasons for this result. Fhst, the variance in the 

mtention to earn a doctoral degree variable was low; thus, this resuh may have impacted 

how h loaded in the canonical correlation. Second, the variance from the intention to earn 

a doctoral degree variable might be overlappmg with the variance from other variables 

measurmg mentoring effectiveness. 
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Exploratory Analyses 

Gender Differences. Exploratory analyses were conducted to exanune whether 

gender differences existed m McNah scholars' perceptions of mentoring ftinctions. As 

expected, no significant differences were found for gender m psychosocial or career 

mentormg, such as role modelmg, sponsorship, coachmg, and challengmg. This findmg 

parallels the research Hterature (Campbell & Campbell, 2000; Scandura & Ragms, 1993; 

Wilde & Schau, 1991) which found that women were just as Ukely as men to perceive 

theh mentors providmg similar amounts of mentoring functions. In contrast to these 

resuhs, Burke, McKeen, and McKenna (1990) found some gender differences m theh 

sample, particularly with women reportmg more psychosocial functions. However, theh 

sample mcluded 81 male and only 13 female mentors. Thus, the generalizabilhy of the 

fmdings from that shidy are questionable. Based on the current study, h seems that men 

and women did not differ in theh perceptions of mentoring functions. Previous research 

suggested that the lack of gender differences may be due to gender senshivity m that 

those involved in the mentoring relationship may challenge sex role socialization by not 

followmg the stereotypes of our society (O'Neil & Wrightsman, 1982). 

Further analyses investigated cross-sex (male mentor-female protege, female 

mentor-male protege) versus same-sex (male mentor-male protege, female mentor-female 

protege) mentoring pahs in mentoring functions. As expected, no significant differences 

were found. Cross-sex and same-sex mentoring dyads endorsed similar levels of 

mentoring fimctions. That is, it did not seem to matter if proteges were pahed with theh 

own sex or with a cross-sex mentor, as proteges indicated that they were receiving similar 

psychosocial and career mentoring functions regardless of the sex of theh mentor. 

Previous studies (Bowen, 1986) have supported the finding that mentoring can be 

perceived as effective across same-sex and cross-sex mentoring pahs. This outcome is a 
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poshive resuh, particularly as h relates to ttadhionally male and female dommated fields 

of study. For example, for female students m some departments of engmeermg, fmdmg a 

female mentor might be a challengmg task. The resuhs from this study suggest that a 

female student could still experience the same benefits as her male colleagues m terms of 

the types of mentoring received. The same argument could also be made for male 

students who are in tradhionally female departments, such as human sciences. 

When mentormg effectiveness was evaluated between cross-sex and same-sex 

mentoring relationships, no significant differences were found. No matter what the sex of 

theh mentor, proteges report shnilar mtentions to earn a doctoral degree, and shnilar 

levels of knowledge of graduate school, research, and professional organizations and 

conferences. This resuh further supports the notion that proteges can benefit to the same 

degree from having a mentor who is of the same or different sex. 

Ethnicity Differences. Additional exploratory analyses examined mentoring 

functions and effectiveness as discussed in the previous section, but with ethnichy 

variables mstead of gender. Potential ethnic differences in perceptions of mentoring 

functions were evaluated and as expected, no significant differences were found. Thus, 

scholars from all ethnic backgrounds examined in this study perceived that they received 

similar levels of psychosocial and career mentoring functions. It would appear that 

mentors were perceived as not exhibiting bias in theh relationship whh proteges in terms 

of the type of mentoring they were providing. This finding was consistent with the 

mentoring Hterature. Previous research found that perceived support, advice, and 

guidance by students in a mentoring relationship did not differ by ethnicity (Campbell & 

Campbell, 2000). Regardless of the ethnic background of McNah scholars, they reported 

comparable types of mentormg, such as role modeling, challenging, and exposure in theh 

field of study. 
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No differences were also found across ethnic groups in terms of mentoring 

effectiveness. Caucasians, Hispanics, African Americans, Asian Americans, Native 

Americans, and bhacial/muhhacial students who participated m this study did not report 

differences in theh mtention to attam a doctoral degree, or knowledge of graduate school, 

research, and professional organizations and conferences. Ahhough h is possible that the 

lack of differences is due to the lack of power due to the small sample size m the current 

study, these fmdings were consistent v^th the research Hterature (Campbell & Campbell, 

2000) m that ratmgs of effectiveness do not tend to vary across ethnic groups. That is, 

based on the objectives of the McNah program, all students reported shnilar levels of 

goal achievement. 

The aforementioned analyses found no significant ethnic differences in mentoring 

fiinctions or effectiveness. However, in contrast to expectations, differences were found 

in mentoring fiinctions in cross-ethnicity versus same-ethnicity mentoring relationships. 

Students who were ethnically different from theh mentor perceived more psychosocial 

mentoring compared to dyads who shared the same ethnic background. One possible 

explanation for this finding is that mentors spent more thne on building the relationship, 

discussing concerns of the students, or asking about the cultural backgroimd of theh 

protege in cross-ethnichy pahs to enhance the qualhy of the relationship and to avoid 

making assumptions about the student. It may be the case that mentors hi same-ethnichy 

dyads made assumptions about shared values and cultural backgrounds, and consequently 

spent less thne buildmg the relationship and askmg questions about the proteges' 

mterests, concerns, and heritage. Thus, McNah staff may want to mform same-ethnichy 

mentors of this potential outcome m theh relationships whh McNah students so that 

psychosocial mentoring is not hindered. 
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Ahhough differences were found in psychosocial mentoring functions between 

same-ethnicity and cross-ethnicity mentoring relationships, no differences were found 

between these types of dyads m terms of mentormg effectiveness. That is, the similarities 

or dissimilarities in ethnic background of the mentoring pahs did not seem to make a 

difference in the effectiveness of the mentoring experience. As expected, McNah 

scholars seemed to report the same outcome in theh intention to earn a doctoral degree, 

and theh knowledge of graduate school, research, and professional organizations and 

conferences regardless of the ethnic background of theh facuhy mentor. These results 

extended the findmgs of Smith and Davidson (1992) because in addhion to supportmg 

the notion that mentoring was effective whh students, this research also proposed that 

mentors are effective regardless of theh ethnic background. 

Limhations and Future Dhections 

Although the results of this study suggested that the mentoring program was 

havmg a significant effect on the goals and objectives of the McNah program, there were 

some hmitations to the study. Fhst, although h seemed that McNah scholars were 

benefitmg from a mentoring relationship with a faculty member, this study did not 

compare this sample with a non-McNah group. Although this study found that McNah 

scholars reported low to moderate endorsement for the effectiveness of mentoring, these 

perceptions could be even lower without the experience of bemg m a formal mentoring 

program. Future research may want to consider the use of a comparison sample to 

examme more benefits to mentoring. Second, a pre-test/post-test or thne-series design 

was not utilized m this study makmg h difficuh to assess potential changes over thne. 

Further, longitudmal data would be helpfiil to detemune if proteges continued to benefit 

from the mentormg relationship after a longer period of thne. Another dhection for fiiture 
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research to take would be to exanune the potential advantages m usmg a different 

experimental design. 

Thhd, a self-report questionnahe was the sole source of mformation which may 

have mcreased the risk of response bias m the sample (Heppner, Kivlighan, & Wampold, 

1992). Incorporatmg addhional methods, such as mterviews, may have been a more 

thorough approach to measurmg the constructs. Fourth, a potential source of bias m the 

study was females fillmg out the measures based on the larger number of female 

participants compared to males. Fifth, measurement issues were problematic m this sttidy. 

There were few mentoring questionnahes to choose from and some variables were 

impossible to measure usmg an existmg mstrument. For example, although the 

psychosocial and career mentoring ftinctions resuhed m significant effects, these 

variables were highly correlated (see Table 3.5). Thus, ftiture research may mvestigate 

the mdividual components withm these two mentoring fiinctions to evaluate if there are 

more accurate ways to measure this construct. Further, the mentoring effectiveness 

variables used m this study could not be measured using pubhshed mstruments. 

Consequently, questions were developed for this study based on the goals and objectives 

of the McNah program. Future research on the McNah mentormg program may benefit 

from developmg a sound psychometric measure to more adequately measure the 

effectiveness of the program. Also, a visual mspection of the exploratory analyses 

suggests possible ethnichy differences. Future research could examine the role of 

demographic variables on mentoring using sound measures. An addhional dhection for 

research would be to evaluate how personalhy variables and personal growth mitiative of 

McNah students might impact the effectiveness of the mentoring program. 
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Conclusion 

Desphe the Ihnitations, this study provided a substantial amount of mformation 

regardmg the mentormg program withm the Ronald E. McNah Postbaccalaureate 

Achievement Program. By evaluatmg the goals, objectives, and other aspects of the 

mentormg program, many beneficial conqjonents to the program were highlighted. 

McNah scholars were receivmg psychosocial and career-related mentormg with theh 

official facuhy mentor, even though the type of mentoring may vary to some degree (i.e., 

more psychosocial and less career-related mentoring). Although the long-term hnpact of 

these functions are unknown, h is possible that proteges consequently will feel a stronger 

identhy m theh field of study. McNah scholars may be gaming the practical resources to 

prepare them for fiiture personal and professional opportunities. They might also learn to 

take more responsibilhy for seeking out training skills and finding the appropriate people 

to assist them in theh learning. Perhaps m the short-term, students will feel empowered 

that they contributed to a relationship that could enhance theh personal development and 

career exposure (Kram, 1985). 

The results of this evaluation may be beneficial to McNah administrators 

nationwide as they are considering modifications to theh mentoring program design. 

Based on the results found in this study, it seems that proteges were benefiting from 

same-sex and cross-sex mentors. This outcome is advantageous to students in 

traditionally male and female dominated departments. McNah staff may not need to be as 

concerned with matching proteges with a same-sex mentor because this study found 

similar types of mentoring bemg provided and similar levels of effectiveness in terms of 

intention to earn a doctoral degree, and knowledge of graduate school, research, and 

professional organizations and conferences. 
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Analogous to these resuhs, cross-ethnichy and same-ethnichy mentoring pahs 

were also beneficial to proteges regardmg effectiveness. Ahhough h seems theoretically 

ideal to match proteges with a same-ethnicity mentor, the findings of this study suggested 

that similarhies or dissimilarhies in ethnic background of the mentoring dyads did not 

seem to matter in the effectiveness of the mentoring experience. However, due to the 

differences found in mentoring fiinctions between cross-ethnichy and same-ethnichy 

mentoring pahs, McNah staff may want to educate proteges and facuhy mentors about 

the outcome found in this current study. Knowing that proteges who were ethnically 

different from theh mentor reported more psychosocial mentoring compared to dyads of 

the same ethnic background could open discussions about how to prevent these 

differences from occurring m the future. Further research investigating how psychosocial 

mentoring is done in same- versus cross-ethnicity pahs would be usefiil in ensuring that 

all proteges receive the mentoring that they need. 

McNah staff may want to consider trainmg proteges on the ftinctions of 

mentoring based on Kram (1983, 1985). McNah scholars can use this mformation to 

outline theh own needs and assess how these might impact the goals of the program. 

Fiuther, h may create dialogue whh theh facuhy mentors in terms of enhancing theh 

relationship and meethig the goals of the McNah program. Also, the data suggested that 

the McNah program might be progressmg toward theh goals of increasing students' 

awareness of the graduate school experience, knowledge of research, mtention to attam a 

doctoral degree, and knowledge of professional organizations and conferences. McNah 

scholars who perceived theh facuhy mentors to be focusing on the mentoring relationship 

and exposmg them to aspects of graduate study tended to report more knowledge of 

graduate school, research, and organizations and conferences. Thus, h may be beneficial 

for mentors to learn about these fmdmgs with the hope that h might hnprove mentormg 
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relationships and work toward program goals. McNah scholars m this study tended to 

report low to moderate mtentions to earn a doctoral degree. This finding suggests that this 

particular goal of the program was not bemg met. Thus, future research might investigate 

factors that could be contributmg to this resuh. Further, group meetings whh McNah 

scholars and staff focused on the mentoring process could be beneficial. Students could 

use this thne to openly discuss how the relationship is progressing, what aspects are 

helpfiil/not helpful, and how the dyadic relationship could be improved. By processmg 

the relationship in a group format, students can potentially learn from each other, and 

consequently work toward the goals of the program as well. Joint meetings whh proteges, 

mentors, and McNah staff could also provide a forum for people to discuss activhies and 

research progress of the mentor-protege dyads. As whh the McNah scholar meetings, 

people could observe and learn from each other. These meetings might show people how 

others are progressing toward the goals and objectives of the McNah program. 

The recommendations discussed above are suggestions to improve the 

effectiveness of the existing programs. This study investigated one facet of the McNah 

program and has made a contribution to the mentoring research Hterature. Overall, 

McNah scholars rated a high satisfaction level whh theh faculty mentoring experience. 

Students seemed to be gettmg many of theh needs met and were feeling satisfied whh 

this component of the McNah program. An exammation of this study might be helpful to 

McNah staff, scholars, and mentors who are interested in learning more about how the 

mentormg process can hnpact the effectiveness of the McNah program. 
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APPENDIX A 

EXTENDED LITERATURE REVIEW 

The McNah Scholars Program 

The Ronald E. McNah Postbaccalaureate Achievement Program is one of six 

TRIO programs approved through the United States Congress. These programs are 

designed to assist low-mcome students in graduating from high school and succeedmg m 

higher education. The term "TRIO" was created to describe the origmally fiinded 

programs: Upward Bound, Talent Search, and Student Support Services. The government 

continues to provide ftmdmg to these original programs, and to the Educational 

Opportunity Center and the Ronald E. McNah Postbaccalaureate Achievement Program. 

These programs are funded through Title IV of the Higher Education Act of 1965. 

Approximately 1,750 TRIO programs include 700,000 students nationwide. Two-thhds 

of the participating students are from families in which the heads of households did not 

graduate from college and who are earning less than $24,000 each year. Academic, 

cultural, social, and class barriers limit some students from achieving theh goals. Thus, 

TRIO programs help students from a wide range of ethnic and economic backgrounds 

across the United States by providing resources for them to succeed. The 700,000 TRIO 

students include 42% Caucasians, 35% African Americans, 15% Hispanics, 4% Native 

Americans, and 4% Asian Americans. 

The McNah program was established to assist fhst generation to college, low 

income, and underrepresented students prepare for doctoral study. The program was 

approved by Congress m 1986 m honor of the astronaut Ronald E. McNah, who died on 

the Challenger space shuttle. As the second African American astronaut in space, he was 
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dedicated to encouragmg ethnic mmorhies and low mcome students to pursue higher 

education. 

There are currently over 100 McNah programs nationwide m approxhnately 37 

states, the Disfi-ict of Columbia and Puerto Rico, mcluding eight m Texas. The program 

serves about 2,500 students who are currently m theh junior or senior year of 

undergraduate study. Services provided by the McNah program mclude leammg 

assessments, academic and cultural experiences, tutoring, fmancial assistance, research 

opportunities, workshops on graduate school, and faculty mentoring. Some programs also 

recmh graduate student mentors, in addhion to facuhy, as an extra resource. The McNah 

program is considered to be a formal program due to specific goals and objectives, and 

other sttiictured procedures. Fundmg for the program began m 1989 and smce then, only 

2.1% of the participants have whhdrawn from college. Of the participants who graduated 

whh a bachelor's degree m 1997, 44% enrolled in graduate school, which is higher than 

the national average (13.1%) for low income, fhst generation to college students. By 

1997, 27.6% of aU McNah students earned a master's degree or higher (e.g., completed 

professional degree, enroUed in doctoral program). 

Despite the large number of McNah Programs nationwide, Uttle emphical 

research has been conducted. In an examination of the University of Tennessee McNah 

Program, it was found that 68% of the students enrolled in graduate school following 

involvement as a McNah Scholar. These students also increased theh scores on practice 

versions of the Graduate Record Examination. Following administration of the exam 

durmg the fhst and last weeks of the program, theh scores increased for the verbal (11 

points), quanthative (37 points), and analytical (9 points) sections (Chatman, 1994). 

However, the study did not use a control group and practice effects could account for the 

improvement. 
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Research on the mentoring aspect of the McNah program has also been Hmited. A 

study conducted at the Univershy of Northern Colorado examined the mentoring 

relationship between McNah Scholars and facuhy mentors (Lees & Carmthers, 1997). Of 

the 10 McNah Scholars and 11 facuhy mentors who participated in the study, many 

defined the role of a mentor as "a senior facuhy member who provides extra help, advice, 

guidance to a mentee where the mentor develops a very close working relationship whh 

the mentee" (p. 106). Others characterized mentors as role models, teachers, and 

individuals who provide dhection, respect, genuine interest, and the deshe to see growth. 

When asked about selection crheria for mentoring, the participants reported that 

commonality of interests, and facuhy knowledge and experience in theh area of expertise 

should be considered when selecting a faculty mentor for a McNah Scholar (Lees & 

Carruthers). 

A Texas-wide study found that compared to non-McNah students, McNah 

Scholars reported increased graduate school preparation and greater participation in 

activhies whh theh mentor. Although both groups reported that theh mentor provided 

undergraduate academic advisement and career exploration, McNah Scholars also 

mdicated that they enhanced theh research skills, mcreased theh professional contacts, 

and learned about conferences and professional organizations through theh mentors 

(Esler, 1998). 

This study focused on the mentoring aspect of the McNah program. In the 

sections that follow, various defmhions of mentoring are discussed due to the wide 

variety of how researchers operationally define the term. Phases and fiinctions of 

mentoring are outlmed, and studies focusing on various populations (e.g., ethnic 

minorhies) are discussed. 
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Definhions of Mentoring 

The term "mentor" is derived from Greek mythology. Mentor was a loyal friend 

of Odysseus, kmg of Ithaca, who asked Mentor to serve as a teacher, model, and 

counselor durmg the Trojan War to Telemachus, the son of Odysseus (Bloom, 1988). The 

role of Telemachus was to act as a student and apprentice to Mentor over the course of 

theh relationship which lasted for many years. Today, the mentoring relationship seems 

to contmue m a shnilar tradhioa 

The research Hterature on mentoring varies m terms of how this constmct is 

defined. Many researchers make attempts in definmg the term m a straightforward and 

concise manner, but a divershy of definhions contmues to prevail m the literature. 

Merriam (1983) stated: 

The phenomenon of mentoring is not clearly conceptuaHzed, leading to confusion 
as to just what is bemg measured or offered as an mgredient in success. 
Mentoring appears to mean one thmg to developmental psychologists, another 
thing to busmess people, and a thhd thmg to those in academic settings, (p. 169) 

Ahhough this argument was made m the early 1980s, h still applies today. Kram (1985) 

attempted to clarify the definition of mentor by broadening the scope to include both 

academic and business fields: 

Derived from Greek mythology, the name implies a relationship between a young 
adult and an older, more experienced aduh that helps the younger mdividual learn 
to navigate in the aduh world and the world of work. A mentor supports, guides, 
and counsels the young adult as he or she accomplishes this important task. (p. 2) 

Kram's definhion suggests that the process of mentoring is designed to enhance personal 

and professional development in an organization (e.g., business or academic setting). 

Theory and research proposed by Kram (1983, 1985) have been cited in a number of 

studies suggesting that the definition of mentoring she provided is one of the most 

commonly used. However, some researchers use Kram's theoretical proposhions of 
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mentormg, but constmct theh ovm defmhion. For example, OHan, Carroll, Giannantonio, 

and Feren (1988) defmed a mentor as: 

a senior member of the profession or organization who shares values, provides 
emotional support, career counselmg, mformation and advice, professional and 
organizational sponsorship, and facilhates access to key organizational and 
professional networks, (p. 16) 

These researchers argue that mentormg should not parallel a supervisory relationship, but 

rather should encourage informal discussions about career topics whhout the criticism 

one might get from a supervisor. Although this definhion identifies many poshive 

variables to consider in a mentoring relationship, h may be difficuh for a protege to 

assess similar values m a mentor during the initial contact if they were pahed through a 

formal mentoring program. 

Zey (1991) recognized the diverse mentor defmitions and constructed his own 

working definhion with detailed explanations of each contributmg variable: "A mentor is 

a person who oversees the career and development of another person, usually a junior, 

through teaching, counseling, providing psychological support, protecting, and at times 

promoting or sponsoring" (p. 7). He explamed that the role of a teacher is to provide 

information about the organization and educate proteges in necessary skills. The purpose 

of counseling and psychological support is to enhance self-confidence through the use of 

encouraging words. The role of protection occurs when the stress of the organization has 

increased, resuhing in the protege feelmg overwhelmed. Last, promoting and sponsoring 

may play a role when the protege is being considered for career advancement (Zey, 

19911 

From the protege's perspective, James and Canton (2000) provided two similar 

definhions of the constmct usmg the acronym of "MENTORING" based on mformation 

compiled from mentoring programs and workshops they have conducted. They suggested 
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that mentormg means makmg a difference, easmg the way for someone, needs bemg met, 

thne to grow, openmg dialogue, reachmg new heights, individualhy, new beginnmg, and 

guidmg. They also argued that h could mean makmg a new friend, enjoymg a fresh 

perspective, nurturing self-esteem, ttammg for Hfe, openmg doors of opportunity, 

rewarding efforts, mstilling pride, naming and achievmg goals, and growing together 

(James & Canton). These variables contributing to a mentoring relationship are 

theoretically based and have not been emphically tested. However, these definhions 

appear to make intuhive sense and the factors seem as though they would contribute to a 

positive mentoring relationship. 

Functions of Mentoring 

According to Kram (1985), the mentoring relationship may provide several 

fimctions that can be divided into two categories: career functions and psychosocial 

functions. Career functions evolve based on the mentor's experience, position (e.g., 

faculty, supervisor), and influence in the organization (e.g., university, busmess, nursing) 

and serve to assist the protege in career advancement. The most commonly observed 

career function includes sponsorship. Through use of this function, proteges can estabUsh 

contacts and learn about the organization. The exposure and visibility function involves 

proteges learning new tasks and assignments so that they can demonstrate theh 

knowledge to others. By increasing theh responsibilhy, they will become more visible to 

the estabHshed organization. The coachmg fiinction occurs when mentors provide advice, 

suggestions, and mformation to theh proteges about various aspects of the organization. 

The protection function is designed to guard proteges from inappropriate contacts with 

mdividuals (e.g., higher ranking staff) who may communicate unwarranted criticism. 

Ahhough protection is typicaUy observed in same-gender mentoring relationships, h is 
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uncommon in cross-gender relationships due to stereotypes that may occur. The fimction 

of challenging assignments is designed to provide learning experiences for proteges so 

that they can receive feedback and feel responsible m theh poshion. 

Psychosocial ftinctions based on Kram (1985) emphasize the quaHty of the 

mentoring relationship. The most commonly experienced function m this category is role 

modeling. Mentors set an example to proteges by way of communicating theh behaviors, 

attitudes, and values to others. Although role modelmg is the most frequent function, h is 

also the most complex for cross-gender mentoring relationships because proteges may 

question how much to model theh mentor. A second function is that of mentor 

acceptance and confirmation which encourages proteges to take risks and experiment 

with new behaviors (Kram). Through this process, there is an mcreased likelihood for 

proteges to gain confidence in themselves and tmst theh decision-making abilities. The 

counseling fiinction aUows proteges to communicate problems, concerns, or conflicts that 

may be dismpting theh experience of the organization or theh job performance. For 

example, mentors can create an accepting envhonment for proteges to discuss an offer of 

promotion. Lastly, the friendship function occurs when the mentoring relationship 

becomes more of a social interaction among peers. A greater sense of mutuahty may be 

experienced and the mteractions will typically become less formal (Kram). 

Scandura and Ragms (1993) evaluated the mentoring relationships among a group 

of certified public accountants. A total of 608 participants (404 men & 204 women) 

responded to questionnahes assessmg mentoring functions and characteristics. The 

average length of time proteges had a relationship with theh mentor was 4.5 years. 

Resuhs mdicated that proteges perceived theh mentors as providing fiinctions such as 

career development, personal support, and role modehng. Researchers also found that the 

mentoring fiinctions were not significantly different even when controUing for gender. 
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Women and men perceived similar levels of psychosocial and career mentoring ftinctions 

from theh mentors. 

The career and psychosocial fiinctions experienced m a mentoring relationship are 

qualhies that may enhance a protege's professional development m an organization. 

Kram (1985) acknowledges that not aU of the functions will occur in mentoring. 

Therefore, it is hnportant for individuals to be aware of theh needs and seek out 

mentoring relationships that can meet those needs. She encourages proteges to take 

responsibility m establishing a social support system at work and focusing on poshive 

career goals (Kram). The career and psychosocial functions are frequently used variables 

in research studies on mentoring. They seem to be widely accepted in the research 

literature even though there is an overall paucity of emphical research conducted in the 

evaluation of mentor programs. 

Phases of Mentoring 

Kram (1983) conducted an evaluation of 18 mentoring relationships in a business 

envhonment m order to ascertain the phases that occur m mentoring. The average age of 

the proteges was 31.3 years, ranging from 26 to 34, and they worked an average of 9.2 

years for the company. The 18 mentoring relationships were divided into eight proteges 

who were male, two of whom reported two mentors each, and seven who were female, 

mcludmg one with two mentors. All but one mentor were male, ranged m age from 39 to 

63 (M=47), and had worked for the company an average of 23 years. Interviews were 

conducted to evaluate the developmental phases of the mentor relationship. The 

foUowmg description summarizes the phases based on the above research. 

The initiation phase signifies the beghmmg of the mentoring relationship durmg 

the first six to 12 months (Kram, 1983). Admhation and respect are typically feh by the 
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protege, while support and guidance are provided by the mentor. Poshive expectations on 

the part of the protege may arise at this thne m terms of hopmg for fiuther support, 

assistance, and professional growth. The cultivation phase usually lasts from two to five 

years and is characterized by testing the poshive expectations and experiencmg the 

interpersonal relationship that evolves. Psychosocial and career fimctions (e.g., role 

modeling, sponsorship) are common throughout this phase. Following this period of 

development, the separation phase occurs both psychologically and stmcturally. The 

protege may earn a promotion or perhaps may feel an mcreased sense of autonomy and 

deshe a termination in the relationship. If the relationship begins to separate prematurely, 

feelmgs of anxiety, resentment, disappointment, or even anger may resuh for the protege 

or mentor. Once the protege and mentor realize the relationship should terminate, they 

move to the redefinition phase. Friendship and peer support are common descriptors in 

which they both recognize the benefits of the relationship and shift theh energy toward 

new proteges or new dhections in Hfe. 

Formal versus Informal Mentoring Programs 

Zey (1985) argued that formal mentoring programs m the workplace can be 

beneficial to proteges and the organization. He stated that mentoring programs can foster 

relationships between lower and higher rankmg poshions, enhance the quaHty of trainmg, 

and mcrease sponsorship for many proteges. Zey outlmed factors to consider when 

developmg a formal mentormg program, such as Hstmg the goals and objectives, 

describing who will participate, matchmg mentors and proteges, deciding the length of 

the program, suggestmg frequencies of interaction, and Hstmg the responsibilhies of the 

mentors. He also described stages that are typically observed m formal mentoring 

programs. The development stage mvolves considerations of the aforementioned factors. 
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'^Wle the notification stage is the program's way of mfomung the target group of who 

will be participatmg m the program. Zey recommended that all participants should be 

interviewed prior to being accepted mto the program (selection staged and that once they 

have been selected, mentors and proteges should attend an orientation meeth^ together 

(orientation stage). The pahmg stage mvolves matching mentors and proteges (should be 

predetermmed by the program developers), which is then foUowed by the implementation 

stage, beghmmg the mentoring relationship. Finally, the evaluation stage should be 

included throughout the program in order to hnprove current mentoring relationships and 

enhance fiiture development of the program. 

A formal mentoring program is also preferred by James and Canton (2000) over 

an mformal one. They argued that estabHshmg a formal program increases the likelihood 

for better outcomes in the end. In particular, they stated that formal programs work best 

with ethnic minorhy students who may deshe a more stmctured format while adjusting to 

a new envhonment or planning for career advancement. Since some minority students do 

not have role models in the educational or career field they have chosen, mentors may be 

able to provide assistance and encouragement in theh goals (James & Canton). 

James and Canton (2000) suggested that estabhshing a program begins whh 

developing goals, objectives, and a mission statement. Long-term and short-term goals 

and objectives are encouraged so that progress can be followed. Designing the program 

with a Hst of expectations and responsibilhies for program coordmators, mentors, and 

proteges is the next step. The thhd step mvolves increasmg program awareness via 

publichy and presentations in the community, on campus, or other targeted areas. 

Followmg publicity, they suggested recmhmg mentors and selecting proteges who may 

be appropriate for the program. Mentors and proteges should be mformed of theh duties, 

responsibilhies, framing, and commhments necessary for participation. Orientations are 
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recommended for mentors, proteges, and aU other people (e.g., admmistrators, school 

staff, parents) who are part of the program Orientations are followed by regular trainmg 

meetmgs for mentors. EstabHshmg a formal program also involves matchmg proteges and 

mentors according to interests and needs. James and Canton also suggested monitormg 

the program on a regular basis for froubleshootmg and to foUow the progress of proteges. 

Lastly, they recommended conductmg program evaluations in order to identify retention 

and graduation rates, and to receive overall feedback. Mentors and proteges should be 

given the opportunity to discuss benefits and improvements to the program, m addhion to 

theh level of satisfaction in various aspects of the relationship (James & Canton). 

Chao, Walz, and Gardner (1992) examined mentor functions experienced by 

individuals in formal and informal mentoring relationships in comparison to nonmentored 

individuals. Kram's (1983, 1985) psychosocial (e.g., role modeling, acceptance) and 

career-related (e.g., sponsorship, coaching) mentor functions were assessed among the 

three groups. Participants were selected from a cross-section of university alumni 

between 1956 and 1986. A total of 552 participants (443 males, 109 females) with an 

average age of 36 responded to the questionnahe and were divided into three groups: 

nonmentored individuals (n=284), individuals m mformal mentorships (n=212), and 

mdividuals in formal mentorships (n=53). Mentor functions were assessed using scales 

developed by Noe (1988b) with a five-point Likert scale. Measures of job satisfaction, 

organizational socialization, and salary were also included in the study. The resuhs 

suggested that as the duration of mentoring increased in formal and informal 

relationships, perceptions of the presence of mentor functions increased as well (Chao et 

al., 1992). Further, significant differences were found between mformal proteges and 

nonmentored individuals, and between formal proteges and nonmentored mdividuals on 

aU of the outcome variables. For the majorhy of the variables measured, individuals m 
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formal and mformal mentormg relationships were rated higher compared to nonmentored 

mdividuals. Further analysis revealed that mdividuals m mformal mentorships rated 

career-related fiinctions significantly higher than formal mentorships. It was hypothesized 

that this findmg may be due to more shnilarity of interests among informal mentorships 

compared to formal mentorships, which typically arise from matchmgs. This study 

exemplifies the advantages of mentoring programs in terms of enhancing psychosocial 

and career-related functions m a prot^g^'s professional development. However, with the 

smaU number of formal mentorships exammed, the extent of tme group differences is 

unknown. 

Allen, McManus, and Russell (1999) examined the effectiveness of formal 

mentoring relationships for first-year busmess graduate students. Specifically, they 

investigated how formal mentoring affects socialization (e.g., performmg tasks, 

developing satisfying relationships) and stress in adjustmg to a graduate academic 

envhonment. A total of 64 participants (44 male, 20 female) were included m the study, 

with the majorhy being Caucasian (93.1%) and having an average age of 27.19. Measures 

of socialization and stress were administered, in addhion to Noe's (1988b) scale of 

mentoring functions. The results indicated that proteges received a greater amount of 

psychosocial functions than career-related fiinctions in the mentoring relationship. 

Increased sociaHzation was foimd to be associated with increased psychosocial aspects 

and career-related functions of mentoring. Whh regard to perceived stress, h was found 

that as psychosocial and career-related fimctions increased, stress levels decreased. The 

resuhs of this study suggest that formal mentoring can help to mcrease socialization and 

decrease stress among proteges. These findings are similar to the results cited in Chao et 

al. (1992) with regard to psychosocial and career-related comparisons m mentoring. 
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CampbeU and Campbell (2000) evaluated a formal mentoring program at a large 

university that was based on achievmg academic goals and mcreasing the retention of 

students. The sample included 182 proteges (58% female) matched with 205 faculty 

mentors (63% female) accordmg to academic mterests. Of this protege group, there were 

70% Hispanics, 18% African Americans, 4% Asian-Americans, 3% Caucasians, l%o 

Native Americans, and 3% from other ethnic groups. The mentor group consisted of 66% 

Caucasians, 13% Hispanics, 10% Asian Americans, 8% African Americans, 2% Native 

Americans, and 2% from other ethnic groups. Resuhs indicated that proteges rated the 

mentoring relationship as helpful and productive (M = 4.1 on a five-point ratmg scale). 

Proteges perceived that theh mentors provided mformation, guidance, advice, and 

support. No differences m goal achievement or graduation rates were found based on 

gender or ethnicity of the protege sample. Overall, the students reported satisfaction with 

the program and indicated that they benefited from the mentoring relationship with 

facuhy. This study expanded the research by examining a formal mentoring program and 

specifically looking at potential gender and ethnic effects. However, Campbell and 

CampbeU had a low response rate of 17% from the proteges which raises the question of 

whether the students who responded to the questionnahes viewed the mentoring 

experience as more positive than those who did not participate. 

A common theme m examining formal and informal mentoring relationships is 

that much of the research is based on Kram's (1983,1985) psychosocial and career 

fimctions. The variables assessed m each of the functions highHght the value in formal 

mentormg relationships. Theoretical models (James 8L Canton, 2000; Zey, 1985) also 

support formal programs m order to enhance protege adjustment to a new envhonment 

and relationships within an organization. Research shows that formal mentoring yields 

higher levels of job satisfaction and socialization, and lower levels of stress compared to 
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nonmentored groups (AUen et aJ., 1999; Chao et al., 1992). It is also evident that formal 

mentormg programs are preferable over mformal ones m that formal mentormg tends to 

yield better adjustment for individuals in new envhonments, particularly for those who 

may not have a role model (James & Canton, 2000). Researchers have mdicated that 

formal mentoring programs are more stmctured and goal-oriented than mformal 

programs; thus, there may be a stronger commhment among the mentors and proteges 

throughout the relationship (James & Canton; Zey). 

Mentoring m Education 

Noe (1988b) mvestigated the psychosocial and career benefits of mentoring 

relationships in terms of how these benefits are hnpacted and affected by the quaHty of 

the interaction, career attitudes held by proteges, amount of time spent with mentors, and 

gender composhion of the relationship. He used an established formal mentoring program 

designed to encourage educators to attain administrative occupations (e.g., principal, 

superintendent of schools). Participants included 43 mentors (22 male, 21 female) who 

were assigned to 139 proteges (74 female, 65 male). The study was conducted at nine 

different locations across the United States, with an average age of 40 years for proteges 

and 48 years for mentors. To assess the variables, Noe (1988b) administered measures of 

job involvement, locus of control, career plarming, relationship importance, quaHty of 

interaction and amount of time spent with mentors, gender composhion of the 

relationship, and Kram's (1983,1985) mentoring fiinctions measured on four- and five-

point Likert scales. Using the hems from the various scales, Noe (1988b) used factor 

analysis to develop a measure of mentoring fiinctions. Factor 1 represented psychosocial 

mentoring fiinctions (e.g., coaching, acceptance) and Factor 2 highlighted mentoring 

fiinctions associated with proteges' career (e.g., chaUenging tasks, exposure and 
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visibilhy). The resuhs mdicated that effective use of the mentor relationship was 

significantly associated with proteges' attahiment of psychosocial mentoring fimctions. 

Further, proteges who reported high levels of job involvement and career plamung were 

found to achieve greater psychosocial benefits compared to participants with low levels. 

However, the levels of job mvolvement, locus of control, career plannmg, and 

relationship importance were not associated whh the quaHty of interaction and amount of 

time spent with mentors. This study made a significant contribution to the mentormg 

Hterature in that Noe (1988b) developed a measure based on previous research and 

administered his questionnahes to participants from wide geographic locations. The 

research builds on the theory of Kram (1983,1985) by expanding the variables used to 

assess the effectiveness of mentoring relationships. 

In a quahtative study, Dever, Johnson, and Hobbs (2000) examined mentor-

protege dyads during a one-year period in terms of how the relationship developed and 

what they learned durmg the process. The purpose of the formal mentoring program was 

to provide support to first-year teacher education students. Participants included two 

dyads: a female-female pahing and a female mentor-male protege pahing. Usmg personal 

reflection logs and interviews, the results suggested that the dyads paralleled the phases 

of mentoring as outlined by Kram (1983). They also found an addhional phase of synergy 

by the proteges who reported a greater impact of theh instmctions to students than 

originaUy anticipated. Student teachers also reported benefits in professional growth, 

collaboration, support, mastery of content, and role modeling from theh mentor. 

Although this study only examined two mentoring dyads, the researchers conducted a 

thorough investigation over a one year period to record the phases of mentoring and the 

effects of formal mentoring in an educational setting. 
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Mentoring in Graduate School 

Stafford and Robbms (1991) conducted a study assessing mentor prevalence, 

roles, and functions, in addhion to ideal qualhies deshed m a mentor from a group of 

graduate sttidents. A total of 262 students (78% female, 22% male) from nme graduate 

programs in social work across eight states were sampled. The ethnic background of the 

participants was 86% Caucasian, 5%. African American, 4% Asian American, 3% 

Hispanic, and 2% categorized as Other. An mstrument developed by the researchers was 

based on content analyses measuring mentor types and fimctions. Resuhs mdicated that 

50.4% of the participants reported involvement in a mentoring relationship. Of this 

group, 25% identified theh mentors as field supervisors, 19.7% as friends, 16.7% as 

teachers, and 14.4% as faculty advisors. According to the sampled protege group, 

important mentor fiinctions included availability to offer support and feedback (74.2%), 

modeling of professional characteristics (72%), and encouragement of protege skills and 

abilities (65.9%). The nonmentored group identified the same mentor functions as ideal 

(70.7%, 64.7%, and 69%), respectively). This group also selected facuhy advisors (18.8%)) 

as theh ideal mentor. This study increased generalizability of findings by sampling a 

large number of participants across the United States. However, some fields may not get 

the opportunity for a significant amount of field experience in graduate school; therefore, 

other programs may not endorse field supervisors as theh most common mentor. 

Although there are some Hmitations to the study, Stafford and Robbms (1991) 

emphasized the valued mentor roles and fimctions that can poshively hnpact students. 

Kelly and Schwehzer (1999) exammed how many graduate students at one 

univershy were bemg mentored and who was mvolved m mentoring others. Participants 

mcluded 228 ethnic mmorhies, 226 Caucasians, and 216 mtemational sttidents. Of the 

sample, 49% were female, 56.7% were m a doctoral program, 43.3% were m a master's 
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program, 41.5%) were married, 54.1% were never-married, and 3.9%) were divorced. The 

percentage of graduate students with a student or facuhy mentor included 51.2% ethnic 

mmorhies, 45.6%) Caucasians, and 36.2%) international students. Mentors were reported 

for 53.9%) of the doctoral, 37.7%) of the professional, and 36.6% of the master's students. 

Kelly and Schweitzer also found that of the graduate students who mentored others, 

32.7% were ethnic mmorhy, 26.6%) were international, and 20.9% were Caucasian 

students. A significant number of ethnic minorhies were mvolved in mentoring others. 

Specifically, h was found that 40.9%) of the African Americans, 28.8%) of the Hispanics, 

22% of the Asian Americans, and 11.1% of the Native Americans had a mentoring 

relationship with other graduate students. The study demonstrated that many graduate 

students seek mentor relationships with faculty or other graduate students. Further, they 

found that ethnic minorhy graduate students may experience a more positive racial 

climate through a mentoring relationship. 

Other studies have focused on the perceptions of the mentoring relationships m 

graduate programs. Research has shown that graduate students often feel a sense of 

mutual support with faculty mentors (Wilde & Schau, 1991). Men and women graduate 

students have reported that professional development was a valuable component to the 

mentor relationship. Other researchers have argued that workmg on the same research 

study whh a facuhy mentor could enhance the research trahung envhonment through role 

modelmg and poshive reinforcement by the mentor (Betz, 1997). CoUaboratmg on 

teachmg duties and other research projects with theh mentor were also viewed as equally 

important (Brey & Ogletree, 1999; Wilde & Schau). 

Some studies have found that role modehng, coaching, acceptance, and 

confirmation were common forms of mentoring for graduate students pahed with 

advisors and professors (Luna & CuUen, 1998). These ftinctions are typically categorized 
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as psychosocial and career-related mentoring functions and have been supported in the 

research Hterature (Kram, 1986). Luna and CuUen asked graduated students (71 female, 

38 male) to identify theh mentors and describe the fimctions of mentoring that were 

provided. The sample listed professors (16%), friends (12%), and employers (11%) as 

theh top three rankings. Many proteges noted that they appreciated positive and negative 

feedback regarding theh performance, in addhion to the communication of atthudes and 

behaviors that contributed to theh professional identhy. Creating an envhonment of 

support and respect were also common functions (Luna & CuUen). 

Researchers have suggested that mentors should encourage theh proteges to 

attend conferences and mform them about pubHshing research and grant wrhing (Brey & 

Ogletree, 1999). PubHshing and grant writmg are often topics that are not covered m 

depth during graduate framing. Yet, if proteges choose to enter a shnilar field, Brey and 

Ogletree emphasized that these are important components to facuhy poshions. 

The prevalence of graduate students bemg mentored is at high rates across many 

ethnic groups (KeUy & Schweitzer, 1999). These sttidents seem to be experiencmg 

support, respect, and acceptance in mentoring relationships which have conttibuted to 

theh professional development (Luna & CuUen, 1998; Wilde & Schau, 1991). It also has 

been noted that receivmg feedback on performance, conductmg research, and attendmg 

conferences are poshive contributmg variables m mentoring relationships (Brey & 

Ogletree, 1999; Luna & CuUen, 1998). 

Mentoring Faculty 

Taylor (1992) evaluated mentoring relationships among female nursmg 

academicians m terms of mentoring behaviors, characteristics of the relationships, 

important quahties m selectmg mentors, and productivhy m research. A total of 285 
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proteges (M age=39.58, SD=7.30) participated m the study. Instruments were 

admmistered based on previous research by Gilbert (1985) and Pierce (1983) assessmg 

the above variables. The resuhs mdicated that proteges "often" observe theh mentors 

handlmg professional situations (49.1%), yet they are not mvited to coUaborate on 

research (56%)). Characteristics of the mentorships mcluded receiving professional advice 

(66.4%) and believmg m protege potential (62.3%). Important qualhies m selectmg and 

mamtainmg a mentor accordmg to the proteges m the study were integrity (81.3%), 

tmstworthmess (74%), professional values (72%), and mastery of concepts and ideas 

(55.2%). The variables examined by Taylor (1992) highlight the hnportance of mentoring 

among nursing faculty. The finding that proteges were not mcluded in research projects is 

contrary to previous research. Conducting research together has been ched as an 

important variable in establishing effective mentoring relationships (Brey & Ogletree, 

1999). 

Henry, Stockdale, HaU, and Deniston (1994) investigated an existing program 

aimed at mentoring newly hhed female university faculty members. These women were 

formally pahed with faculty across various departments at the university who met certain 

quahfications (e.g., tenured, interested in mentoring, supportive of women's issues). 

Orientation meetmgs took place for training mentors, outlinmg missions and goals, 

discussing roles, and explaining protege responsibUities. Six proteges and nine mentors 

completed pre- and post-test measures. A control group was also used in the study which 

included 11 newly hhed female facuhy who did not participate in the mentoring program. 

The evaluation was based on the following areas of assessment: job satisfaction, 

organizational commitment, attitudes toward and perceptions of tenure, and the 

mentoring relationship. Specifically, psychosocial and career-related functions m a 

mentormg relationship were evaluated based on the research of Noe (1988b). Although 
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there were a small number of participants in the study, quahtative analyses revealed that 

75% of the sample would recommend the program to other faculty members. Proteges 

reported feeling a sense of personal satisfaction and motivation toward developing theh 

own research. Suggested program improvements were enhancing the quaHty of 

workshops and increasing the number of proteges m the program. The evaluation of this 

university-wide mentoring program revealed an overaU satisfactory rating of 

effectiveness. However, as the researchers noted, more participants would be beneficial 

in future evaluations hi order to obtain more quantitative findings and more sohd 

mentoring effects. 

Morzinski, Simpson, Bower, and Diehr (1994) described and evaluated a formal 

mentoring program designed to socialize junior faculty in academic medicine. The 

sample included eight junior faculty and eight mentors who participated in the two-year 

prograntL The researchers identified five stages that occur in a mentoring program. The 

first. Organizational Readmess, involved assessing the needs of the participants and 

gaining the support of faculty and the chairperson. The second stage of Recmhment was 

a period m which mentors and proteges were selected for participation. Meetings were 

held in order to discuss program goals and general stmcture. This process led mto stage 

three, Matchmg and Formal Orientation. Junior facuhy ranked theh top choices for 

potential mentors m the matchmg procedure. Once mentors were chosen, orientation 

meetmgs and workshops were conducted. During stage four. Ongoing Activhies, mentors 

were requhed to meet with theh proteges at least twice a month on a one-to-one basis. 

Evaluation of the program, stage five, revealed that the average frequency of meetmgs 

was 1.2 contacts each month. The duration of each contact (i.e., in person, phone, e-mail) 

ranged from 20 to 60 mmutes. The evaluation also assessed the proteges' knowledge and 

experience m the followmg areas: adoptmg academic values, balancmg an academic 
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career, and estabHshmg coUeagues, Pre- and post-test data indicated an mcrease m 

knowledge and experience over the two year period. Although an increase m knowledge 

and experience was observed, no control group was reported to detemune if the mcrease 

would be similar to that of individuals who did not have a mentor for two years. Other 

measures of program evaluation were not reported, so use of these fmdings is Hmited. 

Fox, Waldron, Bohnert, Hishinuma, and Nordquist (1998) evaluated a mentoring 

program for new faculty m a psychiatry department at a university campus. Goals of the 

program were to increase the socialization and orientation process, enhance overall 

faculty functioning, and increase retention among the newly hhed faculty. A total of eight 

proteges were matched with mentors via a pahing procedure whereby new faculty ranked 

theh choices from the Hst of volunteers from the psychiatry department. AU but one 

volunteer were professors or associate professors within the department. Orientation 

meetings were conducted in order to discuss guidelmes, rationale, expectations, research 

interests, teaching support, and general well-being. Pre- and post-tests were administered 

to the proteges over a four-month period, A 36-hem measure was developed by the 

researchers to assess the aforementioned goals of the program. Open-ended questions 

were also used in the program evaluation. Generally, the resuhs suggested that the 

proteges were satisfied with the mentoring relationship they developed over the four 

months. The proteges rated the program as valuable and reported that they would 

recommend h to new faculty m the fiiture. The fhst goal of mcreasing the sociaHzation 

and orientation process was statistically significant m that proteges learned the roles and 

responsibUhies as a faculty member, and enhanced theh awareness of department 

expectations. Open-ended questions revealed a Hst of helpfiil aspects of the program, 

such as leammg mformation about the department, acquhmg coUegial contacts, and 

gaming a resource to discuss clmical issues. The two other program goals, enhance 
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overaU faculty fiinctionmg and mcrease retention among the newly hhed faculty, were 

not statisticaUy significant; however, this may be due to the short-tenn evaluation period. 

Smce the evaluation took place over a four-month period, retenfion was unable to be 

adequately evaluated. Although more statistically significant resuhs may have been found 

if the researchers utilized a lengthier longitudmal design and larger sample size, this 

study provided usefiil mformation regardmg the effectiveness and advantages of facuhy 

mentoring programs. They also outlmed specific program goals for tailormg the program 

evaluation to theh needs for fiiture development. For example, the researchers mentioned 

that they plan to contact proteges throughout the mentoring process m order to assess if 

the program is meetmg theh needs. They also plan to conduct group meetings for the 

proteges as a way to enhance cohesion, process faculty dynamics, and discuss teachmg 

issues. 

The majority of the above studies seemed to emphasize the importance of gaining 

knowledge and becoming more socialized to one's department and the univershy (Fox et 

al., 1998; Morzmski et a l , 1994). Many facuhy proteges rated theh mentoring experience 

as satisfactory in general (Fox et al.; Henry et al., 1994), although a few noted that they 

were not invited to collaborate on research whh theh mentor (Taylor, 1992). The research 

studies seemed to be stmctured as formal mentoring programs, involving outlined goals, 

matching procedures, and orientation meetmgs. Research has shown that formal 

programs are preferred over informal mentoring programs for better outcomes (Chao et 

al., 1992). 

Mentoring Ethnic Minorities 

A study conducted by Kalbfleisch and Davies (1991) exammed the mentoring 

relationships of African American professionals. Specifically, they were interested in 
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people who served as mentors in theh protege's professional development, m addhion to 

those who used the assistance of a mentor. They were also interested m the effects of 

cultural and gender similarity m the mentormg selection process. Fifty-six mentors (41 

males and 14 females) were identified by 26 African American participants (age range 

was 20-59 years) m this study. Of this mentor group, there were 29 African Americans, 

20 Caucasians, four Asian Americans, and two Hispanics. Also identified were 67 

proteges that these participants were mentoring. This group consisted of 54 males and 13 

females. Results of the study indicated that gender and cultural similarhy played a 

significant role for proteges selecting mentors. Same-gender was a significant factor for 

the selection process with mentors and proteges. African American mentors tended to 

choose same-race proteges, followed in order by Caucasians, Hispanics, and Asian 

Americans. Kalbfleisch and Davies found that same-race mentoring relationships tend to 

be more common than cross-race relationships. The researchers suggested that African 

Americans may have difficulty establishing a mentoring relationship within some settings 

due to the low number of African Americans in advanced positions across many 

occupations. Although this study was helpful m highlightmg the same-race mentoring 

tendencies, h did not outline the specific occupations held by the participants, nor did the 

researchers note the ethnic breakdown of the proteges that the participants were 

mentoring. 

Smith and Davidson (1992) described how facuhy mentoring affects the level of 

support and professional development among African American graduate students. 

Participants were 182 graduate students (57% female) at a large, predommantly 

Caucasian university. The researchers found that the 36%) of students who reported 

havmg a mentor perceived a higher level of support compared to those without a mentor. 

Facuhy support through a mentoring relationship seemed to play an hnportant role m the 
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professional development of these participants. The ethnic background of the facuhy 

mentors consisted of 44%) Caucasians, 41%) African Americans, and 15% other racial 

background. It is notable that the majority of faculfy mentors were of Caucasian 

background and that they seemed to be effective and supportive with these students. 

However, one should also be aware that the African American meihors, whUe comprismg 

41%) of the mentor sample, only made up 4% of the total facuhy for the university. 

Grant-Thompson and Atkinson (1997) examined the impact of faculty mentor 

ethnicity, cultural senshivhy, and cultural mistmst on the perceptions of mentor 

effectiveness among African American male college students. Participants included 74 

students at a two-year community coUege who ranged in age from 17 to 50 years 

(M=22.21, SD=6.83). Resuhs from the study generally suggested that African American 

male students considered African American faculty mentors more rehable in regard to 

information assistance and more aware of cultural sensitivity issues compared to 

Caucasian mentors. More specifically, the results also indicated that for African 

Americans who were highly mistmstful of Caucasian mentors, African American 

mentors were rated as more effective and competent. For those who rated Caucasian and 

African American mentors each low in terms of level of mistmst, participants rated them 

similarly m terms of effectiveness and competence. The study suggests that same-race 

matching is preferred for students who are less tmsthig of Caucasian mentors. However, 

a problem arises in many chcumstances where there are low numbers of African 

American faculty at the univershy level. Many students may be assigned to Caucasian 

mentors; therefore, h seems hnperative that Caucasians become senshive to cuhural 

issues m order to provide an envhonment such that cultural mistmst will decrease. 

HhneUioch, Nichols, Ball, and Black (1997) conducted a study to examme what 

factors were mvolved m African American persistence at historically black colleges and 
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univershies (HBCU) versus predommantly Caucasian insthutions. The participants were 

cohorts of freshman students in 1986 who were foUowed through 1990. African 

American students totaled 78 at four-year predominantly white insthutions and 217 at 

four-year HBCU. Faculty mentormg was the only statistically significant factor relatmg 

to persistence at predommantly Caucasian mstitutions. For African Americans at HBCU, 

statistically significant factors were faculty mentoring, intention to leave, and changing 

majors or careers. Generally, faculty mentoring had a poshive effect on African 

American students at both types of coUeges and univershies. Mentoring seemed to have a 

positive influence on attrition rates; however, this variable only explained 19% of the 

variance. Consequently, there are more variables that must be contributing to African 

American student persistence. 

Lee (1999) investigated the manner in which race mfluenced perceptions of the 

benefits of mentoring in African American coUege students. At a large univershy, the 

graduation rate for African American students (11% of the student population) was 37% 

in 1992, as compared to 55% for aU students. Using a program designed to enhance the 

transition process of students, Lee conducted three focus groups to investigate the 

prospect of mentoring. A total of 120 students (7 groups) were divided into groups 

discussing adjustment to the coUege envhonment, benefits to havmg a facuhy mentor, 

and attitudes regardmg same-race mentor matching. The discussion groups concluded 

that whUe most students attempt to socialize mto the coUege atmosphere, many African 

American students attempt to maintam theh connection to family and friends, in addhion 

to socializmg to college. Thus, the benefits of having a mentor seemed to be hnportant to 

these participants. Mentors were viewed as havmg the abilhy to provide mformation 

about the university and aid m the adjustment period. Further, the participants m each 

focus group agreed that although having an African American facuhy mentor was 
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considered important, they thought that facuhy who share similar career mterests would 

be more beneficial regardless of race. This finding is valuable for programs who may not 

have a sufficient number of African American facuhy members to match with African 

American students. However, statistics supportmg this resuh were not reported m the 

study. Therefore, the statistical significance of the resuhs are unknown. 

Other researchers have attempted to determine if ethnic minorhies experience 

greater benefits whh ethnically similar mentors or ethnically different mentors. Atkmson, 

Neville, and Casas (1991) used 101 ethnic minority participants (57 men, 44 women) 

who were Ph.D.-leyel clinical, counseling, and school psychologists. The average age of 

the sample was 48, with a range of 31 to 74. The ethnic background of these 

professionals included 46 African Americans, 27 Asian Americans, 20 Hispanics, 6 

American Indians, and 2 multiethnic individuals. The instrument used in the study was 

developed by the researchers and termed the Mentorship Survey Questionnahe. They 

asked participants if they had a mentor whUe in graduate school and as a professional. 

Participants were asked to rate theh general experience and rate potential benefits 

attained from the mentoring relationship. The findings revealed that there were no 

statistically significant differences m ethnichy of mentor when the participants were 

graduate students or as current professionals. These resuhs suggest that experiences and 

benefits of having a mentor does not vary dependmg on whether the mentor is ethnically 

shnilar or dissimilar to the ethnic minorhy protege. Atkmson et al. found that the majorhy 

of the participants reported having a Caucasian mentor whhe in graduate school (73%) 

and as professionals (63%). These researchers also reported that the most common 

benefits provided by professors who served as mentors were mcreasmg skUls, 

encouraging research, and becoming a student advocate. Those who served as peer 
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mentors were reported as providmg assistance with organizational stmcture, and 

professional networking and exposure. 

The Social Science Research Opportunity Program (SSROP) was estabHshed by 

the U.S. Department of Education m an effort to prepare ethnic mmorhy undergraduate 

students for graduate school. The primary goal of the program was to estabhsh a 

mentoring relationship between facuhy members and undergraduates of underrepresented 

economic and ethnic backgrounds. At a private CathoHc univershy in a large midwestem 

city in 1991-1993, the program students mcluded 16 African Americans (11 female, 5 

male), 11 Hispanics (7 female, 4 male), 12 Asian Americans (7 female, 5 male), and 1 

female Native American. Students were exposed to research as a means to demystify the 

graduate school experience and encourage further education. Crawford, Figert, Suarez-

Balcazar, Nyden, and Reich (1996) evaluated this program and found that of the 40 

participants, 75% reported that they enjoyed research. Further, 75% thought that the 

technical research ejq)eriences (e.g., literature review, data analysis) helped them prepare 

for graduate school. Generally, the participants rated an overaU satisfaction of 6.55 on a 

Likert-type scale rangmg from 1 (not at aU satisfied) to 7 (very satisfied), mdicatmg a 

poshive experience. Of the 40 participants m SSROP, aU of them graduated from 

undergraduate programs, and 45% continued theh education m graduate or professional 

schools. 

The Puente Project targets first-generation, Latmo students in theh adjustment to 

college. Developed m 1981, h is designed to enhance readmg and wrhmg abilhies of 

students, encourage counselors to be cognizant of academic and cultural challenges faced 

by Latmos, and to select Latmo mentors who are professionals m the community or 

facuhy members at the univershy level (Laden, 1999). Mentors are encouraged to support 

the exploration and maintenance of theh protege's ethnic identhy and to provide 
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mformation regardmg how to succeed at a four-year univershy. Laden evaluated the 

program and found that the Puente Project had a 97% retention rate among the 

cumulative 9,000 Latino participants and over 2,500 mentors for the past 18 years. The 

success of the program seems to be the emphasis on integrating the Latmo culture, 

counseling about possible obstacles, and establishing a mentor relationship. 

Tate and Schwartz (1993) mvestigated factors that contribute to the retention of 

American Indian undergraduate and graduate students. Participants included 33 

undergraduates (8 male, 25 female) and 51 graduate students (16 male, 35 female), with 

non-tradhional average ages of 31.54 and 37.19 years, respectively. The factors found to 

be most associated with student difficulties in retention included feelmg a lack of faculty 

support, decreased sense of cultural understanding, and problems with being a non-

traditional student. The researchers hypothesized that facuhy support, in the framework 

of mentoring, was an important component to the retention of American Indian students. 

Through the matching of facuhy mentors with these students, they argued that emotional 

support and academic advising would be enhanced and role modeling could be 

established as a means to mcrease retention. 

The aforementioned research studies highlight the benefits and prevalence of 

providing mentors to ethnic minorhy students. These benefits mclude increasmg protege 

knowledge of the university (Lee, 1999), encouraging research (Crawford et al., 1996), 

mcreasmg visibilhy and exposure (Atkmson et al., 1991), helpmg the adjustment to 

college (Lee), feelmg supported (Smith & Davidson, 1992), and increasing retention rates 

(Laden, 1999). These studies also found that although same-ethnichy matchmgs were 

preferred (Kalbfleisch & Davies, 1991), Caucasian mentors were found to be effective as 

weU (Atkinson et al.; Smith & Davidson). 
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Mentormg Women 

Whh the growing number of women m the workplace, h seems hnportant that 

women have mentors to help foster theh professional development. However, Noe 

(1988a) argued that there are many obstacles that women face in estabHshmg mentoring 

relationships. For example, many promotions m busmess are based on observations of 

progress in the workplace. In a mentoring relationship, mentors are able to notice the 

success of theh proteges over time; hence, they are probably more comfortable 

recommendmg those mdividuals. Women may be at a disadvantage at thnes due to the 

lack of women in poshions of power who might recommend them for promotions. There 

might also be stereotypes in the workplace that women are incapable of handling 

management positions. Mentoring relationships can help to challenge these stereotypes, 

assist in training qualified women for management, and enhance women's self-

confidence about attaining positions of power. Mentors may also be able to provide 

feedback, psychological support, £ind reinforcement in the workplace in order to meet the 

growing needs of women as they deshe higher management poshions in our society. 

Bogat and Redner (1985) argued that women continue to deal whh discrimination 

in various occupations, includmg careers in academia, which consequently have a 

negative impact on mentoring female students in graduate school. They reported that on 

average, women receive less financial assistance and hold more untenured assistant 

faculty poshions compared to men. Thus, many women are at a disadvantage hi finding 

female mentors in poshions of power in an academic envhonment. These authors 

hypothesize that the underrepresentation of women m academia may negatively affect 

female graduate students as they are developing theh professional identhy and searching 

for jobs once they complete theh graduate program. 
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York, Henley, and Gamble (1988) mvestigated techniques for overcommg 

obstacles while pursumg careers of admmistrative advancement. These researchers 

specifically focused on the challenges of women in the workplace and what 

characteristics might encourage women to pursue careers m social work admmistration. 

Participants included 113 female graduate students (51% first year, 49% second year) 

who were mamly of European-American descent (78%). Questionnahes were developed 

by the researchers that measured interest m admmistration, encouragement by mentors, 

consciousness raismg experiences, female role models, encouragement by peers, and 

framing of women m admhiistration. Also measured were sex-role stereotypes of a good 

administrator. Interest in administration was significantly correlated with experiences 

with mentors (r=.43; p<.001), peer support (r=.29; p<.01), trahung of women in 

administration (r=.28; p<.01), and consciousness-raising activhies (r=.27; p<.01). 

Encouragement by mentors explamed 18.5% of the variance m interest in an 

administtative career. The top eight preferred characteristics m a good administrator 

mcluded five stereotypically male traits (i.e., well-mformed, self-confident, objective, 

consistent, analytic) and three stereotypically female qualhies (i.e., aware of feelings of 

others, humanharian values, creative). Due to the majorhy support of stereotypicaUy male 

qualhies m admmistrative poshions, h is hnportant for women to have encouragement 

from mentors in theh field m order to enhance women's potential for success. Ahhough 

this study found that the majorhy of preferred traits m admmistrators were stereotypically 

male qualhies, h seems hopeful that there were nuxed gender quahties as well. 

Whh the mcrease m women m the workplace, more research studies are 

exammmg the prevalence and efficacy of mentoring among women. Riley and Wrench 

(1985) mvestigated these variables and theh effect on the advancement of women's 

careers, specifically among lawyers. Using sk emphical studies and three theoretical 
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views of mentoring, these researchers designed a measure to assess the mentoring 

relationship. The Career Support Scale was divided mto four subscales: (1) Provisions 

(e.g., gives feedback regardmg your work); (2) Emotion (e.g., mutual respect and 

admhation m our relationship); (3) Self-Concept (e.g., this person has had a poshive 

mfluence on my self-confidence); and (4) Resources (e.g, this person has access to 

resources that could advance one's career). A total of 168 participants were used m the 

study with a median age of 32.5 years. Of the sample, 59 reported bemg tmly mentored, 

47 mdicated bemg group mentored, and 62 stated they did not have a mentoring 

ejq>erience. The average length of a mentoring relationship was 5.6 years, rangmg from 

one to twenty years. Also measured were perceived success and satisfaction whh theh 

careers. RUey and Wrench found that tme mentoring was associated with greater 

perceived success and satisfaction compared to the non-mentored group. GeneraUy, they 

found that mentoring was beneficial to women in terms of theh perceptions of success 

and satisfaction in theh careers as lawyers. This study did an excellent job of surveying 

previous research in order to develop a mentoring instmment. Many emphical studies 

develop theh own measure of mentoring, but few Hst the exact method they used to 

derive theh questions for such a survey. 

Nelson and Quick (1985) reviewed the Hterature on women and stress with the 

purpose of findmg stressors specific to professional women and identifying preventive 

stress management techniques. They argued that women continue to face discrimination 

and stereotypes m the workplace which may lead to physiological and/or psychological 

difficuhies. They found that the mfluence of a mentor can significantly decrease stress m 

the workplace as women experience theh career development and success. They argued 

that mentors can provide advice about how to earn promotions, exhibh self-confidence m 

workmg with others, and serve as role models to proteges. 

80 



Reich (1986) mvestigated the benefits of a mentormg relationship among 

professional women. Of the 130 participants (average age=41), 77% reported they had a 

mentor who made a positive impact on theh career development. A wide range of 

occupations were included in the survey, such as marketing manz^er, coUege president, 

psychologist, bank manager, and systems analyst. The results suggested that through a 

mentoring relationship, women proteges reported increased self-confidence (99%) and 

stimulated thinkmg (84%). Mentors also permitted theh proteges to set theh own goals 

(80%) and gave them feedback about theh weaknesses (78%). 

Desphe the growing number of women in the workplace, they continue to face 

stereotypes and discrimination among theh colleagues and supervisors (Bogat & Redner, 

1985; Nelson & Quick, 1985; Noe, 1988a). Researchers have noticed this fi-end and have 

mvestigated factors that may poshively contribute to the career success of women, 

mcludmg the prevalence of mentors. Generally, the relationship with a mentor seems to 

resuh m many advantages, such as increased self-confidence (Reich, 1986), mterest in 

admmistrative poshions (York et al , 1988), sense of support and remforcement (Noe, 

1988a), and overaU satisfaction with theh career (RUey & Wrench, 1985). 

Same-Gender versus Cross-Gender Mentoring 

Bowen (1986) observed that many emphical studies focusmg on the mentoring 

relationships of women were prhnarUy conducted usmg a smgle organizational level or 

occupation. He mvestigated the effectiveness of mentoring women usmg a total of 32 

pahs of mentormg relationships (14 female-female, 18 male-female). The sample was 

obtamed from a wide range of occupations (e.g., law, accountmg, mterior design, 

retailmg, clergy) and organizational levels (e.g, president to supervisor, ttamee to owner). 

The average age for proteges was 33.41 years, for female mentors was 40.64 years, and 
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for male mentors was 43.61 years. The average length of relationships with female 

mentors was 17.64 months (rangmg from 1 to 36 months) and with male mentors was 

45.94 months (ranging from 1 to 180 months). Measures mcluded a stmctured mterview 

and questionnahes. Questions were developed by Bowen regardmg the amount of career 

progress and identification with one's mentor that was occurring in the relationship. 

Kram's (1985, 1983) model of career and psychosocial functions were also assessed 

during the interview portion of the experiment. Results indicated that perceived career 

progress increased as psychosocial functions of the mentoring relationship increased. It 

was found that psychosocial ftinctions accounted for 19.4% of the variance m perceived 

career progress. Further, identification with mentor was found significant only at the 

initial stages of the relationship. No differences were found between male and female 

mentors in terms of effectiveness with female proteges. This study suggests that cross-

gender mentoring relationships can be effective which is a hopeful fmding since many 

higher ranking occupations continue to be held by men m our society. 

Burke, McKeen, and McKenna (1990) investigated cross-sex and sex effects on 

mentoring functions and benefits. Using a sample of 94 participants (81 male & 13 

female), resuhs mdicated lower levels of counseling and friendship in female mentor-

male protege pahs compared to female-female pairings. Further, lower levels of support 

and sponsorship were found m male mentor-female protege pahs and male-male pahs 

compared to female-female pahmgs. Research also found higher levels of psychosocial 

fimctions m female-female mentoring pahs compared to male-male pahmgs. No sex 

differences were found m the outcome measures. However, researchers did not Hst 

exactly how they measured outcome. Also, the study used only 13 female mentors for 

cross-sex comparisons so the generalizabUity of the resuhs may be Hmited. 
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Ragms and McFarHn (1990) also based theh research on Kram's (1983,1985) 

mentor role theory. These researchers developed an mstrument to measure psychosocial 

and career development roles proposed by the theory in order to assess perceptions hi 

cross-gender mentoring relationships. A sample of 181 participants (115 males, 66 

females) were used m the study who were prhnarUy Caucasian (93%), college educated 

(86%)), and employed fuU-thne (94%)) with a median employment period of 12 years in 

the same organization. Resuhs mdicated that mentor gender did not mfluence proteges' 

perceptions of psychosocial and career development roles. Further, female proteges 

typically perceived theh mentors as providmg more protection functions as compared to 

male proteges, while male proteges tended to perceive theh mentors as providing more 

social fimctions as compared to female proteges. Regarding same-gender mentoring 

relationships, these proteges perceived more role modeling fimctions as compared to 

cross-gender relationships. Proteges in cross-gender relationships perceived more social 

roles than same-gender mentoring relationships. It was also found that m comparison to 

same-gender mentoring relationships, cross-gender matches were not perceived as 

providing less acceptance, parental, counselmg, or friendship roles. 

GaskiU (1991) examined the effects of same-gender and cross-gender mentormg 

relationships for female proteges. A sample of 205 female college students participated in 

the study with a mean age of 37.5. Instruments used in the study were derived from the 

mentoring Hterature and were selected by a panel of experts from the field. One 

mstmment measured important characteristics deshed m a mentor, such as the ability to 

share knowledge and expertise, poshive- and open-mmdedness, and bemg upwardly 

oriented. A second mstnunent was based on Kram's (1983,1985) five career and four 

psychosocial mentor fimctions. Participants rated the level of fiiMUment of these 

fiinctions based on a five-pomt Likert scale from (1) none to (5) always. The last 
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ma 
mstmment was designed to assess the problems that women are confronted with 

mentoring relationship (i.e., unreaHstic expectations; jealousy from peers, spouse, others; 

overdependency). 

GaskiU (1991) found that of the 135 participants (65.8%) who reported havmg a 

mentormg relationship with someone, 53 (38.5%) were cross-gender and 29 (21.5%) 

were same-gender relationships. The remammg 54 (40%) participants who reported bemg 

mentored by both males and females were not mcluded m this study. Age differences 

were approxhnately 11 years between mentor and protege. Career levels of the mentors 

were typically upper level for male mentors and mid-level for female mentors. Of the 

measured mentor characteristics, no other statistically significant differences were found 

between male and female mentors. The most frequent mentor characteristics as rated by 

proteges were the abilhy to share knowledge and expertise (61.5% for males, 59% for 

females) and the ability to develop subordinates (79.3% for males, 50% for females). The 

accmed benefits from havmg a mentor did not differ significantly between cross-gender 

and same-gender pahings. The highest rated benefits mcluded gaining support, increasmg 

knowledge, and enhancing self-esteem. No significant differences between cross- and 

same-gender pahs were found with regard to problems faced by proteges; jealousy from 

peers or spouse (28%) was rated as the most common problem. However, differences 

were found m Kram's (1983, 1985) psychosocial functions. Same-gender mentoring 

relationships were more likely to use role modeling and personal counseling as compared 

to cross-gender mentors. Gaskill found that regardless of mentor gender, over 75% of the 

proteges m mentoring relationships rated theh experience as "very valuable" to theh 

career development and success. 

Gilbert and Rossman (1992) discussed the effects of gender on the mentoring 

relationship, particularly for women. They argued that m the professional development of 
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women, female mentors may be better able to integrate their experiences of work and 

family and, thus, understand many of the obstacles women face in the worid of work. As 

women create new images of themselves beyond the occupations stereotypically 

dominated by women (i.e., clerical worker, teachers, nurses), it is important that they 

have female mentors who can empower and accept them in order to facilitate their self-

identity. Gilbert and Rossman also reported potential negative consequences of female 

proteges matched with male mentors. The "glass ceiling" effect already prevents some 

women and minorities from succeeding beyond middle management, and if they do, they 

may not be accepted into senior management positions. The risk is that male mentors 

may continue this type of discrimination and overlook their female proteges for 

promotions. 

Research on the impact of gender on mentoring seems to indicate that same-

gender and cross-gender relationships can be equally effective. The theoretical literature 

highlights the importance for same-gender mentoring relationships for women, 

particularly due to the discrimination some deal with in the workplace (Gilbert & 

Rossman, 1992). Female mentors may be able to empower female proteges to strive for 

successful careers. Although these premises are theoretically supported, empirical studies 

indicate that cross-gender mentoring is associated with an increase in knowledge, self-

esteem, and support (Gaskill, 1991). Some studies suggest a difference in the level of 

mentoring functions provided by mentors (Ragins & McFarlin, 1990), but studies 

continue to support same-gender and cross-gender mentoring (Gaskill; Ragins & 

McFarlin). 
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Conclusion 

Emphical and theoretical research, as discussed in the previous sections, have 

supported the need for mentors in helpmg students to achieve higher goals (GaskiU, 1991; 

Jacobi, 1991; James & Canton, 2000). Mentors can potentially hnpact proteges by 

supportmg theh endeavors (Smith & Davidson, 1992), decreasing potential attrhion 

(HhneUioch et al,, 1997), and enhancmg theh research skills (Atkmson et al,, 1991), 

Research has encouraged the use of formal mentoring programs for proteges to enhance 

the quaHty of theh training (Zey, 1985) and increase the benefits of psychosocial and 

career mentoring functions (Allen et al., 1999; Chao et al,, 1992), Mentoring fiinctions 

such as role modeling, challenging, exposure, and coachmg (Kram, 1983, 1985) have 

been found to be beneficial to graduate students (Luna & CuUen, 1998), ethnic mmorhies 

(Atkmson, Neville, & Casas, 1991), and women (Reich, 1986), 
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APPENDIX B 

INSTRUCTIONS TO MCNAIR PROGRAM 

December 13, 2000 

Dear McNah Scholars Program, 

Your McNah Scholars are being asked to participate in a dissertation research project 
being conducted by a doctoral candidate in the Department of Psychology at Texas Tech 
University in Lubbock, Texas, The purpose of this study is to examine the mentoring 
program within the Ronald E, McNah Postbaccalaureate Achievement Program, By 
evaluating the goals, objectives, and other aspects of the mentoring program, I will be 
able to assess what components are beneficial to proteges and potential areas in which to 
hnprove the program. Please remember that the criteria for participation includes McNah 
Scholars who: 1) are current scholars or alums of the program and 2) are/were involved 
hi a facuhy mentoring relationship for a minimum of 6 months. 

Participation for McNah Scholars is voluntary and all responses wUl remam confidential. 
By completing the questionnahe, McNah Scholars are providmg consent for participation 
m the study. This is esthnated to take approxhnately 15 mmutes. You will find the 
questionnahes enclosed in this packet. Please distribute one survey per participating 
student as soon as possible. When they have finished, please have your students return 
the sealed questiormahe packet to you. Please return aU surveys in the enclosed envelope 
by December 29, 2000. Your participation and cooperation are greatly appreciated! 

The mformation they provide by filling out the questionnahe wUl be usefiil for mcreasmg 
our knowledge and understanding of faculty mentoring relationships within the Ronald E. 
McNah Postbaccalaureate Achievement Program Any questions regardmg the study 
should be dhected to Stephanie Carrera or Dr. Susan Kashubeck-West, who can be 
reached at (806) 742-3711 and (806) 742-1708, respectively. I am also workmg with the 
Texas Tech University McNah Scholars Program, so you can also contact Kelly PoweU, 
Assistant Dhector, at (806)742-1095 or k.powell@ttacs.ttu.edu. 

Thank you for your cooperation, 

Stephanie R. Carrera, M.A. 
Doctoral Candidate 

Department of Psychology 
Texas Tech University 
Lubbock, TX 79409-2051 
(806)742-3711 
EmaU: scarrera@ttacs.ttu.edu 
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APPENDIX C 

CONSENT FORM 
December 13,2000 

Dear McNah Scholar, 

You are asked to participate in a dissertation research project bemg conducted by a 
doctoral candidate m the Department of Psychology at Texas Tech Univershy m 
Lubbock, Texas. The purpose of this study is to examine the mentoring program within 
the Ronald E. McNah Postbaccalaureate Achievement Program. By evaluating the goals, 
objectives, and other aspects of the mentoring program, I will be able to assess what 
components are beneficial to proteges and potential areas in which to improve the 
program. If you are/were a McNah Scholar and had a facuhy mentoring relationship for a 
minimum for 6 months, you meet the quahfications for the study. Participation is 
voluntary and all responses will remain confidential. Any questions regarding the study 
should be dhected to Stephanie Carrera or Dr. Susan Kashubeck-West, who can be 
reached at (806) 742-3711 and (806) 742-1708, respectively. 

The information you provide by filling out the questionnahe wUl be useful for mcreasing 
our knowledge and understanding of faculty mentoring relationships within the Ronald E. 
McNah Postbaccalaureate Achievement Program. Please take some thne to fill out the 
questionnahe completely and accurately. This is estimated to take approxhnately 15 
mmutes. By completing the questionnahe, you are providing consent for participation in 
the study. When you have fmished, please return the enthe questionnahe packet to your 
McNah staff. Please return aU surveys by December 29,2000, Your participation and 
cooperation are greatly appreciated, 

I encourage you to mquhe about the results of this sttidy. People who would Hke to 
receive a copy of the resuhs should fill out the enclosed card. These cards will be 
separated from the surveys upon receipt m order to preserve your confidentiahty. 

Thank you for your participation, 

Stephanie R, Carrera, M,A. 
Doctoral Candidate 

Department of Psychology 
Texas Tech Univershy 
Lubbock, TX 79409-2051 
(806)742-3711 
EmaU: scarrera@ttacs,ttu.edu 



APPENDIX D 

FACULTY MENTORESTG SURVEY 

The followmg questions ask about your background and experiences as a McNah 
Scholar. Please fill m the response that answers the question accurately for you. 

1. Gender 
A, Male 
B, Female 

Age. 

Ethnic Origin (chcle as many as apply) 
A, Caucasian/ White 
B, Hispanic/Latino 
C, African-American/ Black 
D, Asian American/ Pacific Islander 
E, Native American/ American Indian 
F, Other (please specify in the space provided) 

Are you a dependent of your parents? 
A. Yes, If so, what is your parent's combined annual income? 
B, No. If no, what is your household's annual income? 

My educational level is: 
A. Have graduate degree 
B. Graduated from college 
C. Had some college 
D. Graduated from high school 
E. Never completed high school 

I am: 
A. Fhst generation to college 
B. Second generation to college 
C. Thhd generation to coUege 
D. Fourth generation to coUege 

8. 

My parents' educational level is: 
A, At least one has a graduate degree 
B, At least one graduated from 
coUege 
C, At least one had some college 
D, At least one graduated from high 
school 
E, No parent completed high school 

I am classified as a: 
A. Freshman 
B. Sophomore 
C. Junior 
D. Senior 
E. CoUege graduate or graduate 
student 

9. My undergraduate GPA on a 4.0 scale is/was: 
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10. The highest degree I anticipate attaming is: 11. 
A. High school Diploma / GED 
B. Bachelor's Degree 
C. Master's Degree 
D. Doctoral Degree 
E. Professional Degree 

(please specify) 

12. I intend to earn my Master's Degree. 13. 
A. Definitely Not 
B. Not Likely 
C. Maybe 
D. Probably Yes 
E. Definitely Yes 

I am planning to attend 
graduate school, 
A, Definitely Not 
B, Not Likely 
C, Maybe 
D, Probably Yes 
E, Definitely Yes 
F, Currently m graduate 
school 

I intend to earn my Doctoral 
Degree. 
A. Defmitely Not 
B. Not Likely 
C. Maybe 
D. Probably Yes 
E. Definitely Yes 

14. List professional organizations you are aware of in your field of study. 

If you Hsted organizations above, are you a member of any of these? 
A. Yes. If so, how many? 
B.No 

15, Have you attended any professional conferences in your field? 
A, Yes, If so, how many? 
B,No 

16, How long have you been/were you a participant m the Ronald E, McNah Post-
Baccalaureate Achievement Program? 

A, 0 - 5 months 
B, 6 -11 months 
C, 12 - 23 months 
D, 24 months or more 

17, As a Ronald E, McNah Scholar, have you been/were you pahed with an official 
facuhy mentor? 

A, Yes 
B,No 
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18, How many other facuhy mentors do you have, EXCLUDfl^G your ofiicial facuhy 
mentor? •' 

For the remaining questions, please answer them according to your relationshiD 
with your OFFICIAL FACULTY MENTOR. 

19, In general, how often do/did you meet in person with your McNah facuhy 
mentor? 

A, 2-3 times per week 
B, Once per week 
C, Every two weeks 
D, Monthly 
E, aher 

20, On average, how many hours per month do/did you meet with your faculty 
mentor? 

A, 1-3 hours 
B, 4-6 hours 
C, 7-10 hours 
d. 10 +hours 

21. Do you think the time spent with your faculty mentor was sufficient? 
A. Definitely Not 
B. Probably Not 
C. Maybe 
D. Probably Yes 
E. Definitely Yes 

22, Please chcle below the types of activhies in which you and your faculty mentor 
engaged, 

A, Research project E. Shadowing- followmg your 
B, Graduate school research mentor at work 
C, Professional networking F, Assistmg mentor in the classroom 
D, Discussion of wrhmg/publishing G, Research skUls (e,g., lab skUls, 

statistics, computer knowledge) 

23. What is your level of satisfaction whh the facuhy mentoring experience through 
the Ronald E. McNah Post-Baccalaureate Achievement Program 

A. Extremely Dissatisfied 
B. Somewhat dissatisfied 
C. Neufral 
D. Somewhat satisfied 
E. Extremely satisfied 
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24. If applicable do you think that the age difference between you and your faculty 
mentor was of any significance? ^ 

A. Definitely Not 
B. Probably Not 
C. Maybe 
D. Probably Yes 
E. Defmitely Yes 
F. Not applicable (same age range matchmg) 

If you answered B, C, D, or E on item #24, did the difference make the relationship-
(Chcle one) 

A. Better 
B. Worse 

25. If applicable, do you thmk the gender difference between you and your faculty 
mentor was of any significance? 

A. Defmhely Not 
B. Probably Not 
C. Maybe 
D. Probably Yes 
E. Definhely Yes 
F. Not applicable (same gender matching) 

If you answered B, C, D, or E, did the difference make the relationship: (Chcle one) 
A. Better 
B. Worse 

26. If applicable, do you think the ethnichy difference between you and your facuhy 
mentor was of any significance? 

A. Definitely Not 
B. Probably Not 
C. Maybe 
D. Probably Yes 
E. Definitely Yes 
F. Not applicable (same ethnichy matching) 

If you answered B, C, D, or E, did the difference make the relationship: (Chcle one) 
A. Better 
B. Worse 
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APPENDIX E 

GRADUATE SCHOOL NEEDS ASSESSMENT 

the faculty mentoring experience For the questions below, please rate how beneficia 
was in increasing your knowledge in the 
following areas: 

27. Graduate program information 

28. Selection of graduate programs 

29. Admission to graduate school 

30. Preparation for graduate education 

31. GRE preparation 

32. Financial assistance for graduate studies 

33. Research experience 

34. Library skills- tour and resources 

35. Research fmdhigs presentation 

36. Scholarly activhies/ professional events 

37. Technical wrhmg 

38. Sttess management 

39. Thne management/ goal settmg 

40. Test-taking skUls 

41. Interpersonal relations/ communication skUls 

42. Mentor selection/ relationship 

43. Computer Hteracy- emaU, internet, etc. 

44. Personal statement 

45. Parts of a graduate application 

46. Professional speaking 

47. Poster presentation- how to 

48. Conflict resolution 

Not at ail 
beneficial 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

2 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

5=Extreniely 
beneficial 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

4 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 

5 
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APPENDIX F 

MENTORING FUNCTIONS SCALE 

l=To a very 5=To a very 
1 »X , slight extent laree extent 
1, My mentor has shared history of his/her career 

with me, 1 2 3 4 5 

2, My mentor has encouraged me to prepare 

for advancement, 1 2 3 4 5 

3, My mentor has encouraged me to try new ways 

of behaving in my job, 1 2 3 4 5 

4.1 tty to imitate the work behavior of my mentor. 1 2 3 4 5 

5.1 agree with my mentor's attitudes and values 

regarding education. 1 2 3 4 5 

6.1 respect and admhe my mentor. 1 2 3 4 5 

7.1 will try to be Hke my mentor when I reach a 

shnilar position in my career. 1 2 3 4 5 

8. My mentor has demonstrated good Hstening 

skills in our conversations. 1 2 3 4 5 

9. My mentor has discussed my questions or 

concerns regarding feelmgs of competence, 

commitment to advancement, relationships with 

peers and supervisors or work/family conflicts. 1 2 3 4 5 

10. My mentor has shared personal experiences 

as an ahemative perspective to my problems. 1 2 3 4 5 

11. My mentor has encouraged me to talk openly 

about anxiety and fears that detract from my work. 1 2 3 4 5 
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l=To a very 5=To a very 
slight extent large extent 

12. My mentor has conveyed empathy for the 

concerns and feelings I have discussed whh 

him/her. 1 2 3 4 5 

13. My mentor has kept feelings and doubts I 

shared with him/her in strict confidence. 1 2 3 4 5 

14. My mentor has conveyed feelings of respect 

for me as an individual. 1 2 3 4 5 

15, My mentor reduced unnecessary risks that 

could threaten my reputation, 1 2 3 4 5 

16, My mentor helped me finish assignments/tasks 

or meet deadlines that otherwise would have been 

difficuh to complete, 1 2 3 4 5 
17, My mentor helped me meet new colleagues, 1 2 3 4 5 

18, My mentor gave me assignments that 

increased written and personal contact with 

people in my field of study, 1 2 3 4 5 

19, My mentor assigned responsibUhies to me 

that have mcreased my contact with people m 

my field of study who may judge my potential 
1 9 3 4 5 

for future advancement. >• ^ 
20. My mentor gave me assignments or tasks in 

my work that prepare me for graduate school. 1 2 3 4 

21. My mentor gave me assignments that present 
1 9 3 4 5 

opportunities to learn new skills. i 
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