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Mentoring in Higher Education
L a u r a G a i l L u n s f o r d, G l o r i a C r i s p ,
E r i n L. D o l a n a n d B r a d W u e t h e r i c k

IntroductIon
Mentoring relationships are embedded in the
educational process in higher education. This
chapter reviews scholarly work on mentoring
in higher education for undergraduates,
graduate students, and faculty members. We
consider the purposes, types, and outcomes
of mentoring in each context. The informal
focus on mentoring has given way to a proliferation of formal mentoring programs at
universities around the world (González,
2001). Thus, we explore mentoring in educational contexts in the United States (USA),
Australia, Canada, New Zealand, South
Africa, and the United Kingdom (UK).
Our approach is to synthesize findings
from the past ten years about mentoring that
provide evidence as to what works for special
populations/program types. The databases
searched were: Academic Search Complete,
Ebscohost, Psychology and Behavioral
Sciences, SOCI Index, Education Full-Text
(Wilson Web) full-text and peer-reviewed
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journals (excluding non-US and non-British
work).

undergraduate educatIon
Purpose of mentoring
undergraduate students
The term mentoring describes a range of
faculty–student, staff–student or student–
student relationships (Crisp and Cruz, 2009;
Gershenfeld, 2014; Jacobi, 1991). In descriptive reports and empirical studies of undergraduate mentoring these relationships are
often defined at a programmatic or administrative level rather than from the perspective
of the undergraduate, his or her mentor, or
their relationship. Despite this focus, mentoring continues to be widely accepted as an
effective mechanism for positively influencing undergraduate students (Eby and Dolan,
2015), including improving their academic
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performance (e.g. Fox et al., 2010), ensuring
their persistence in university or in specific
disciplines – such as science, technology,
engineering, and mathematics (STEM) (e.g.
Bettinger and Baker, 2011) – or easing their
transition into new institutional or disciplinary cultures (e.g. Bordes and Arredondo,
2005). Some undergraduate mentoring programs aim to help students be successful in
challenging experiences, such as a capstone
projects (Pembridge, 2011), research experiences (e.g. Horowitz and Christopher, 2012),
work-integrated learning (Ralph and Walker,
2010, 2013), or courses in which high levels
of attrition are observed (e.g. Hryciw et al.,
2013). Other programs aim to support underrepresented students, including: students
from ethnic and racial backgrounds in STEM
disciplines, women in physical sciences,
mathematics, and engineering, and students
who are first in their families to go to university (e.g. Wilson et al., 2012).

Types of undergraduate
mentorship
Mentoring builds relationships with students,
locates spaces where they get disconnected,
and helps them reconnect when needed
(Drake, 2011). Relationships may take a
variety of forms and be distinguished by
their duration, function, and source(s) of
mentoring. Most research focuses on formal
mentoring programs on university campuses
(Erickson et al., 2009). However, mentoring
may be informal and develop spontaneously
and naturally (Eby and Allen, 2008). The
amount of contact provided to students and
the duration of informal and formal relationships also differs, with some relationships
being limited to one meeting and others lasting over a decade (Crisp and Cruz, 2009).
Formal program components vary in terms
of mentor training, activity type, and the mode
of interaction between student and mentor
(Larose et al., 2009). For instance, although
traditionally mentoring has been provided in
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person, an increasing number of e-mentoring
programs are being implemented across universities and include a combination of technology mediated (e.g. discussion boards),
and face-to-face interactions with students
(Shrestha et al., 2009).
While mentoring relationships are prevalent between faculty and undergraduate
students, student relationships with university staff, peers, graduate students, family,
friends, community members, and religious
leaders have been shown to contribute to the
educational success of students (Erickson
et al., 2009). Further, mentoring may be
experienced between a student and one individual or in small groups of two or more students and/or mentors (Crisp and Cruz, 2009).
It is notable that the functions and roles of
mentoring may differ by source and that students may benefit from having more than
one mentor who provides different forms of
support. For example, findings by D’Abate
(2009) indicate that faculty regard their role
to include teaching, sharing information, providing advice and feedback, and academic
goal-setting tracking, whereas roles such as
introducing, affirming and befriending may
be better provided by peer-mentors.

Mentoring outcomes for
undergraduates
Mentoring research and practice continues to
develop through the work of a multidisciplinary and international group of scholars,
each focusing on a specific educational context and/or target population (Eby and Allen,
2008). In recent years, researchers’ attention
has focused on mentoring outcomes for specific student groups, resulting in a growing
knowledge base regarding how, and under
what conditions, mentoring can be effective
in supporting the development and success of
undergraduate students. Overall, findings
point to mentoring as a means of directly or
indirectly improving academic outcomes,
such as grade point average and persistence
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in higher education (Bordes-Edgar et al.,
2011; Campbell and Campbell, 2007; Crisp,
2011).
Mentoring improves students’ transition to university, by either helping them to
attend university or once they are there, to
be retained through to degree completion.
A controlled evaluation of peer mentoring,
designed to provide psychological support
and academic advice to undergraduate students at universities in the UK, found that
non-mentored students were four times
as likely to consider leaving the university when compared to mentored students.
Mentoring positively influences student outcomes such as:

students receiving validating interactions
with faculty.
Although findings converge to suggest that
mentoring is beneficial to undergraduate students, mentoring is not always effective, or
may be less effective for certain groups or
in certain contexts. The following subsections summarize recent findings that explain
which mentoring outcomes may be influenced by mentor and student characteristics
(e.g. at-risk, minority) and/or program type
(e.g. STEM, undergraduate research).

• sense of belonging (O’Brien et al., 2012),
• capacity for socially responsible leadership
(Campbell et al., 2012),
• deep and strategic learning approaches (Chester
et al., 2013), and
• self-confidence in professional skills and abilities
(Thiry et al., 2011).

Most undergraduate mentoring programs fit
into three categories: undergraduate research
mentoring, peer mentoring, or comprehensive mentoring. Each category is discussed
separately below. There is a focus on science,
technology, engineering, and mathematics
(STEM) because STEM has been better
funded (and thus more studied) relative to
research on undergraduate mentoring in
other disciplines.

There is further evidence that mentors may
benefit from relationships with undergraduate students, including improved cognitive
and socio-emotional growth, teaching, and
communication skills (Dolan and Johnson,
2009).
There is a new line of work focused on
students who are enrolled in community or
technical colleges. For example, Khazanov
(2011) used a quasi-experimental design to
evaluate a peer-mentoring program for community college students enrolled in remedial
or developmental classes. Findings revealed
mentored students earned similar grades
and were more likely to persist in college
when compared to non-mentored students.
Further, work by Barnett (2011) and Crisp
(2010) suggested that mentoring may play
an important role in helping community
college students integrate, develop friends,
and be satisfied with their academic experiences during college. Moreover, results
from Barnett (2011) demonstrated the
importance and value of community college
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Targeted undergraduate
mentoring programs

Undergraduate research
mentoring programs
Undergraduate research experiences (UREs)
provide opportunities for students to gain
authentic experience in their discipline of
interest, develop as young professionals,
strengthen their personal and professional
(academic) identity development, and realize
a variety of other cognitive, psychosocial,
and behavioral outcomes (Laursen et al.,
2010; Linn et al., 2015; Lopatto and Tobias,
2010; Palmer et al., 2015). Undergraduates
who participate in research were typically
apprenticed to more experienced individuals,
such as faculty members, graduate or postdoctoral researchers, or upper-division
undergraduates, who were considered to be
their mentors (Burg et al., 2015; Feldman
et al., 2013; Linn et al., 2015). Mentoring has
been proposed as an important factor in
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maximizing student benefits of participating
in research (Linn et al., 2015; Taraban and
Logue, 2012; Thiry and Laursen, 2011). For
the most part, however, UREs are loosely
defined (Balster et al., 2010), and published
descriptions of URE programs have not
articulated how mentoring relationships are
established, structured, or supported.
Undergraduate research offices and
programs are increasingly prevalent on
university campuses, and some match undergraduates with research mentors. For example, Burg and colleagues (2015) described
a ‘vertically integrated’ mentoring structure
for their STEM Incubator Course and two
similar programs, the Freshman Research
Initiative at The University of Texas at
Austin and the Vertically-Integrated Projects
Program at Georgia Tech. These programs
engaged introductory-level undergraduates in
research with guidance from graduate students and faculty. Undergraduates then
had the option to continue research as peer
mentors for the next cohort of students with
coordination and guidance from a designated
mentor coordinator.
Outside these structured programs,
undergraduates find and establish informal relationships with research mentors,
who normally receive little preparation or
guidance on how to mentor undergraduate researchers. As a result, there has been
a growth of local mechanisms (e.g. campus
workshops and websites) and more formal curricula (e.g. Balster et al., 2010) for
undergraduates to learn how to establish and
navigate relationships with research mentors
and to build the capacity of graduate students, postdoctoral researchers, and faculty
to mentor undergraduates effectively (Pfund
et al., 2006; Pfund et al., 2014). For example, Entering Mentoring (Handelsman, 2005)
offers guidance to STEM research mentors
on how to structure UREs, such as by defining goals and expectations for both protégés
and mentors. Entering Mentoring and other
mentor professional development curricula
(see http://www.researchmentortraining.org/;
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http://mentor.unm.edu/online-resources
[accessed September 22, 2015]) highlight
common topics that arise when mentoring
undergraduate researchers.
Few studies disaggregated the effects for
undergraduates of participating in research
from the effects of their relationships with
research mentors. Russell, Hancock and
McCullough (2007) surveyed 4,500 undergraduate students and 3,600 faculty members,
graduate student and postdoctoral mentors
and found that mentorship characteristics,
such as involvement in decision-making and
adequacy of mentor guidance, did not have
a statistically significant impact on positive
outcomes of undergraduate research. They
argued, however, that:
By far the most common suggestions that students
made about how to improve undergraduate
research programs concerned increased or more
effective faculty guidance. We suspect that the
absence of strong relationships on the structured
questions reflects the complexity of the mentor’s
role rather than its unimportance. (Russell et al.,
2007, 549)

Schultz and colleagues (2011) conducted one
of the first empirical studies to delineate the
outcomes of engaging in research versus
being mentored. Their longitudinal study of
STEM students, who were racial or ethnic
minorities, examined the effects of participating in an undergraduate training program
on students’ persistence in their intentions to
pursue science-related research careers, as
compared to a propensity score matched control group. Undergraduates who reported
participating in research were significantly
more likely to continue in their intentions to
pursue science-related research careers than
matched control students, but there was not a
similar effect for undergraduates who
reported having a scientific mentor (i.e. faculty member, program staff member, graduate student, postdoctoral fellow, or scientific
professional outside the university whom
they considered to be a mentor). In contrast,
in their longitudinal study of aspiring STEM
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majors with propensity score matched control students, Eagan and colleagues (2013)
found that participating in research, mentoring by faculty, and interacting with graduate
students/teaching assistants had distinct, significant, positive effects on undergraduates’
intentions to pursue STEM graduate degrees.
Contradictory results about the influence of
mentoring in UREs are likely due to the limited methods used to measure mentoring,
which generally do not take into account the
quality or functions of mentoring relationships or mentors’ levels of experience or
preparation in mentoring (Johnson and
Kaslow, 2014). The use of measures of mentoring competence (e.g. Fleming et al., 2013;
Pfund et al., 2014) and mentoring functions
(e.g. Schlosser and Gelso, 2001, 2005) may
be useful for a more nuanced approach to
studying the influence of mentoring in UREs.

Peer mentoring programs
Most peer mentoring programs aim to
enhance students’ sense of belonging at university and their academic persistence and
success (Jacobi, 1991; Hill and Reddy, 2007;
Nora and Crisp, 2007). Peer mentors function in ways that were reflective of other
mentors, for example, by serving as role
models and offering psychosocial and academic subject knowledge support (Colvin
and Ashman, 2010; Terrion and Leonard,
2007; Terrion, 2012). Peer mentors connected their protégés to key resources by
providing information about opportunities,
helping protégés navigate their university,
and acting as liaisons to faculty and other
influential people. Peer mentoring programs
achieved many of the same outcomes as
other types of mentoring programs, including
academic integration, retention, and success
(e.g. Chester et al., 2013; Collings, Swanson,
and Watkins, 2014; Hryciw et al., 2013).
Peer mentoring programs commonly target
first-year undergraduates as protégés because
the transition to university is an important
time in students’ decisions to continue in
higher education and in particular disciplines

BK-SAGE-CLUTTERBUCK-160405-Chp20.indd 320

(e.g. STEM; see Seymour and Hewitt, 1997).
Further, upper-level undergraduates have
recent, salient experience they can draw from
in advising first-year students. Mentoring
by peers can be particularly critical to early
university students since students who do not
connect to a peer group, or who have negative peer interactions, are more likely to be
lost to attrition (Bean and Metzner, 1985;
Tinto, 1975). Peer mentors afford advantages
over faculty and staff mentors because they
are more readily available and are perceived
as more approachable, thus encouraging
disclosure and trust formation. Peer mentors also face challenges unique to being
a peer, including how to balance their own
academic, personal, and professional priorities with those of their protégés, and how to
establish and maintain contact with their protégés (Colvin and Ashman, 2010; Terrion and
Leonard, 2007).
In contrast to programs that involve faculty or other professionals as mentors, peer
mentoring programs often use a formal process for selecting mentors. Mentors may be
selected according to criteria such as high
level of academic achievement, interpersonal
and communication skills, and conscientiousness, as well as a sincere interest in serving
as a mentor, although the relative importance
of these factors for the establishment of successful peer mentoring relationships has
not been delineated (Terrion and Leonard,
2007). Some programs make efforts to match
undergraduates and peer mentors based on
socio-demographic characteristics, although
research on the importance of matching based
on race, ethnicity, or gender versus matching
according to deep-level similarity or even dissimilarity (e.g. Sosik and Godshalk, 2005) is
equivocal (Eby et al., 2013; Eby and Dolan,
2014; Terrion and Leonard, 2007).
Peer mentoring relationships are typically
more structured than mentoring relationships
observed in UREs. For example, many such
programs start with formal opportunities for
mentors and protégés to get acquainted, such
as during a welcome event or a first-year
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seminar course (e.g. Holt and Berwise, 2012).
There are often established expectations for
mentor–protégé interactions at regular intervals, such as during a tutorial session or on
an ad hoc basis, or at key time points (e.g.
exam periods). Program administrators also
expect more regular and systematic reporting
about mentor–protégé interactions than in
UREs. Peer mentors may meet with protégés
one-on-one or in small groups (e.g. Collings
et al., 2014), and can be volunteers or earn
credit or pay. Some may even live in close
proximity to their protégés to facilitate daily
interactions (e.g. Kiyama and Luca, 2013).
Most programs end formal relationships at
natural points of closure, such as the end of
a course, the end of the protégé’s first year in
college, or at graduation, although peer mentoring relationships may persist informally
after the end of the formal program. Peer
mentoring programs were more likely than
other mentoring scenarios to provide formal
mentor training in the form of workshops and
regular meetings throughout the mentoring
experience (e.g. Hryciw et al., 2012). These
sessions aimed to build mentors’ knowledge
about how to engage with and support their
protégés, and enhance mentors’ awareness
of issues that they and their protégés may
face, and strategies for mitigating or resolving them.

Comprehensive mentoring
programs
Keen interest in increasing diversity of university graduates and the STEM workforce
has driven the establishment of multi-faceted
mentoring programs that offer academic,
social, and professional opportunities to students who are traditionally underserved,
including underrepresented minority students, women in physics, mathematics, and
engineering, and students who are first in
their families to go to university. These
efforts are grounded in research showing that
underrepresented students leave university
and STEM disciplines for reasons other than
their capabilities (Ferrare and Lee, 2014;
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Seymour and Hewitt, 1997). We refer to
these programs as comprehensive mentoring
programs, which are responsive to theoretical (Pascarella, 1980; Tinto, 1975, 1993) and
empirical work (e.g. Chemers et al., 2011;
Gazley et al., 2014; Hurtado et al., 2009;
Merolla and Serpe, 2013) on student socialization into academic and disciplinary
cultures.
Comprehensive mentoring programs
acknowledge that while cross-racial mentoring can be effective (Reddick and Pritchett,
2015) there are benefits to matching students with mentors of similar demographic
characteristics. For instance, Campbell
and Campbell (2007) found that ethnically
matched pairs remained enrolled for more
semesters and accumulated more units than
did pairs who were not matched by ethnicity. Evidence suggests that students who were
the first to attend college in their family, typically termed first generation, may approach
and experience mentoring from more of a
utilitarian perspective when compared to
students with university-educated parents,
who held a broader view of the relationship
and were more likely to capitalize on social
networking opportunities (Mekolichick and
Gibbs, 2012). There is evidence from a welldesigned experiment by Bettinger and Baker
(2011) that mentoring may be more beneficial for male compared to female undergraduate students.
The Meyerhoff Scholars Program at
University of Maryland, Baltimore County
(Maton et al., 2000; Maton and Hrabowski,
2004) couples financial support in the form of
scholarships and structured academic opportunities (e.g. summer bridge programming,
undergraduate research opportunities, study
groups, tutoring and being tutored) with mentoring by peers, academic advisors, faculty,
and other professionals. Qualitative study
of this program indicated that peer and faculty mentoring promoted a sense of belonging to the institution and the discipline and
increased students’ levels of self-efficacy and
identity (Maton et al., 2000; Stolle-McAllister
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et al., 2011), all of which have been shown
to improve students’ academic engagement
and achievement (Liang et al., 2002; Martin
and Dowson, 2009). Peers and faculty serve
as ‘institutional agents’ (Stanton-Salazar,
2011), which has been shown to be important
for helping students find key information and
opportunities and make connections within
their institutions and disciplines (Crisp and
Cruz, 2009; Eagan et al., 2013; Fuentes et al.,
2014). Studies of the Meyerhoff Scholars
Program and similar initiatives show that
participating students have greater odds
than non-participating students of persisting and succeeding in introductory science
and math courses, earning higher GPAs,
graduating with a STEM major, and pursuing STEM-related education or career paths
after graduation, after controlling for gender,
race/ethnicity, and high school achievement
(Barlow and Villarejo, 2004; Slovaceket al.,
2012; Villarejo and Barlow, 2007).
When considered holistically, these programs offer a full complement of mentoring functions, including the provision of
psychosocial, role model, academic, and
career-related support (Crisp, 2009; Nora
and Crisp, 2007). Our review of scholarship on undergraduate mentoring identified
an increasing number of mentoring programs and empirical work focused toward
groups that have been traditionally underrepresented and underserved in higher education systems. Overall, evidence suggests
that mentoring relationships may have benefits for underrepresented groups and may
help reduce inequities in persistence and
degree completion between Anglo/white and
racial/ethnic minority groups (e.g. BordesEdgar et al., 2011). For instance, Hu and
Ma (2010) found that having an assigned
university mentor was positively related to
the probability that minority stu- dents
would persist at university. Further, Shotton,
Oosahwe, and Cintron (2007) found peer
mentors
helped
indigenous
students
overcome potential barriers by providing
support and guidance, and by
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connecting them to the indigenous community on campus.

Mentoring similarities/differences
across contexts
Research on mentoring outcomes in Canada,
Australia, and the UK align with findings in
US-focused studies. There is, however, a difference in the language used across these
contexts. In the UK, Australia, and New
Zealand, the research at both undergraduate
and graduate student levels focuses on formal
supervision, even though the characteristics
of supervision they describe are what US
scholars term mentorship (Grant and
Manathunga, 2011; Lee, 2011; Manathunga
and Goozée, 2007; Wisker, 2012[2005]). For
example, Wisker’s (2012[2005]) summary of
the supervision literature in the UK articulated the characteristics of good research
supervision as including supportive practices
that nurtured the students’ research skills
development and development as an individual. These findings align with mentorship
literature in the USA.
In Canada, the terms supervision and
mentorship have been used interchangeably
by scholars, however there is a recent move
towards distinguishing between mentorship
and supervision. The tension between supervision and mentorship is one of the fundamental differences in mentoring constructs.
For example, Ralph (1998) first used the
term supervision, through a model described
as contextual supervision, to refer to how
mentors adapt to student needs. Later, Ralph
and Walker (2010, 2013) proferred the term
‘adaptive mentorship’ in their exploration
of mentoring in the context of professional,
work-integrated learning. These researchers
argued that students in mentoring relationships may be located along two continua
– confidence and competence. Further, mentorship provided to students must respond
to student needs by adapting the mentor’s
stance between a task or support orientation
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for better outcomes from the mentorship
experience (ibid.).
There is a dearth of research published
in English beyond the primarily Englishspeaking contexts mentioned above on how
the nature and outcomes of mentoring experiences vary across cultures (BuyukgozeKavas et al., 2010). Notably, Manathunga
(2014) and Grant and Manathunga (2011)
have explored how supervisory practices in
doctoral education might need to change or
evolve as a result of increasing student diversity within English-speaking institutions.

graduate educatIon
Purposes of graduate student
mentoring
As noted above, the terms mentoring and
supervision are used interchangeably in nonUS contexts and both terms are used here.
The purposes of graduate student mentorship are to enhance the academic development (including development of research
skills and a disciplinary identity), professional (career) development, and personal
(psychosocial) development of graduate students. Mentors of graduate students may be
formal advisors or supervisors, other faculty
or research staff in the discipline or beyond,
postdoctoral fellows, more senior graduate
students, and peers. Mentoring by each of
whom might manifest in different mentoring
relationship dynamics. These mentoring
relationships are important as ‘graduate students experience lofty academic demands,
high levels of stress and anxiety and conflicts between various responsibilities’
(Hadjioannou et al., 2007: 160).
The quality of mentoring relationships
may be important for particular groups of
graduate students. For example, studies of
international graduate students at US universities have reported different educational
experiences than American students, in part

BK-SAGE-CLUTTERBUCK-160405-Chp20.indd 323

323

because they have an added challenge of trying to adjust to a new environment and culture
(Rose, 2005). Further, the reported graduate
experiences of women, and of students from
underrepresented, historically oppressed and
diverse groups, suggest that mentoring relationships are critical in helping these students navigate an increasingly complex and
difficult educational and career path through
and beyond graduate school (WilliamsNickelson, 2009). Lechuga (2011) found
that faculty–graduate student relationships,
within the context of a STEM program with
Latina/o faculty mentors, can be described
by three broad descriptors that characterize faculty members’ perceived roles and
responsibilities as Allies, Ambassadors, and
Master-Teachers.

Types of graduate mentorship
Researchers surveyed graduate students at
21 US universities and found that students
experienced mentoring relationships in a
variety of forms, including formal, informal,
professional, and peer mentoring (Watson
et al., 2009). There is a continuing tradition
of a formal mentoring or master–apprentice
model, where a supervisor works individually with a graduate student, which remains
the archetype for graduate training. It is a
model where the perceptions of both graduate students and leaders of graduate programs are positive (Rose, 2005).
Graduate supervision, in the inclusive sense
in which supervision is used in the UK and
Australian contexts, has been regarded primarily as an extension of research rather than
as a form of teaching. Thus, it is considered
a type of mentoring, where students gradually master appropriate disciplinary research
knowledge over the course of their graduate
education (Manathunga and Goozée, 2007).
How individuals perceived their supervision and mentorship (Manathunga, 2005)
influenced greatly their overall graduate
experiences.
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Unfortunately, faculty mentors and supervisors may assume that even new graduate
students are ‘always/already’ autonomous
scholars (Thomas, Lunsford, and Rodrigues,
2015). Further, university administrators
similarly assume supervisors are ‘always/
already’ effective at supervising and mentoring graduate students because they had
completed (or ‘endured’) the process of
conducting graduate research themselves
(Manathunga and Goozée, 2007). It is possible that a faculty member might be an excellent supervisor (or mentor) but a poor mentor
(or supervisor). Indeed,
few supervisors are selected on, let alone trained
in, advanced methods of supervision (and mentorship). Appointed supervisors therefore seldom
have a conceptual map of what constitutes acceptable supervision (and mentorship). Supervisors
themselves are often the products of poor supervision (and mentorship), and do not therefore hold
experience of what constitutes competent supervision (and mentorship). (Dietz et al., 2006, 11)

Yob and Crawford (2012) have offered a
conceptual model of the behaviors and skills
needed to mentor doctoral students. The two
domains of mentor behaviors and characteristics were academic and psychosocial. In the
academic domain, four attributes were identified: competence, availability, induction,
and challenge. In the psychosocial domain,
three attributes were identified: the faculty
member’s personal qualities, communication, and emotional support.

Mentoring outcomes for
graduate students
Overall, research demonstrates the importance of mentoring relationships in effective
graduate education (Baker, Pifer and
Flemion, 2013) and indicates that most graduate students perceive mentoring as important. In addition, findings demonstrate that
the majority of graduate students receive
mentoring support, typically from their faculty advisor but also from peers and other
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sources (e.g. Lunsford, 2012). Across disciplines and university contexts, mentoring
relationships with faculty and peers are beneficial for graduate students. More specifically, mentoring has the potential to
contribute to graduate students’ socialization
and academic support (Hadjioannou et al.,
2007), and satisfaction with the program and/
or advisor (McAllister et al., 2009). Further,
there is a growing body of evidence demonstrating the relationship between mentoring
and graduate students’ research and writing
productivity (e.g. Lunsford, 2012; Watson
et al., 2009) including longitudinal research
by Paglis, Green, and Bauer (2006) who
studied doctoral students in the hard sciences
over five and a half years and found mentoring to be related to students’ research productivity and self-efficacy.
Despite the numerous positive outcomes,
there is evidence that mentoring may not
always benefit students and in some cases
may serve to hinder graduate students’ success. For instance, recent work found that
female graduate students experienced feelings of self-doubt as a result of negative
experiences with advising and mentoring,
including difficulties engaging with a quality
mentor (Welton, Mansfield and Lee, 2014).
As such, it is important to recognize how
mentoring may be experienced similarly or
differently by different groups of students.
Research by Rose (2005) identifies several
notable differences in how mentoring may
be influenced by both individual and sociocultural differences, including gender, age,
and culture. In particular, findings revealed
that female doctoral students at US universities considered a mentor’s integrity to be
more important to their definition of the ideal
mentor when compared to male students.
Findings also revealed an inverse relationship
between the age of students and the perceived
importance of the personal relationship
aspect of mentoring. Similarly, international
students considered a mentor’s willingness to
develop a personal relationship with them to
be more important than domestic students.
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Researchers have also been increasingly
engaged in work to understand how mentoring is experienced among targeted groups
of graduate students, in particular for those
who have been traditionally underserved in
higher education. For instance, Rudolph and
colleagues (2015) sought to understand the
mentoring experiences of Latina/o graduate students attending a US Hispanic serving institution, highlighting the importance
of mentor openness, trust, commitment,
availability, and grant assistance. Similarly,
Pidgeon, Achibald and Hawkey (2014) studied Aboriginal graduate students in Canada
who participated in a culturally relevant
peer and mentoring program called SAGE.
Findings showed that relationships between
Aboriginal graduate students and faculty created networking opportunities and a sense of
belonging. The program was also shown to
foster self-accountability for students’ academic studies. An evaluation of a mentoring program for lesbian, gay, bisexual, and
transgender (LGBTQ) graduate students in
social work education found students were
looking for specific types of instrumental and
psychosocial support from mentors as well
as more mentor initiation of the relationship
(McAllister et al., 2009).
A review of recent mentoring programs
also revealed the importance of understanding the underlying conditions that promote
success or impede successful graduate student mentoring relationships. For instance,
findings by Rudolph and colleagues (2015)
reveal that work obligations had a negative impact on mentoring for Latino males.
Additionally, work by Hadjioannou and colleagues (2007) suggested that student-led
mentoring groups may enhance the development of doctoral students’ into scholars by
providing mentors with the opportunity to
support students in different ways and on different levels (e.g. peer review). Findings by
Ortiz-Walters and Gilson (2005) indicated
that African-American, Hispanic and indigenous graduate students may be more satisfied with, and receive more, psychosocial and
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instrumental support from mentors who are
non-white. It appears that students’ interpersonal comfort and commitment may mediate
relationships between outcomes and superficial and deeper levels of similarity between
mentors and graduate students. In cases
where ethnic minority graduate students were
mentored by white faculty or staff, qualitative findings by Chan, Yeh, and Krumboltz
(2015) highlighted the importance of providing career support and guidance tailored for
minorities, such as discussing career possibilities and building confidence. In addition,
results of interviews with faculty mentors
and doctoral students attending a researchintensive university in Australia suggested
that students benefit from having a mentor
who was adept at adapting to multiple cultural
approaches (e.g. Australian and Chinese) to
supervision (Manathunga, 2011).

academIc/Faculty mentorIng
Purpose of academic mentoring
Academic mentoring refers to informal and
formal efforts to mentor faculty members in
higher education. Mentoring has been
assumed to take place informally because of
the tiered progression of academic careers
(De Janasz and Sullivan, 2004). As such,
formal mentoring is a recent phenomena that
has been promoted in the USA through funding efforts such as the National Science
Foundation Advance Program (http://www.
nsf.gov/crssprgm/advance [accessed September
22, 2015]).
Research on informal mentoring efforts suggests that mentors support faculty in achieving
a work/life balance as well as providing career
guidance (Hagemeier et al., 2013; Metzger
et al., 2013; Thomas et al., 2015). It has been
viewed as the responsibility of senior faculty
to mentor new faculty members.
Recent studies suggest that informal mentoring is available to about half of faculty
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members in academic medicine and that
mentoring needs were more likely to be met
for early and mid career individuals in tenuretrack or tenured positions (Blood et al.,
2012) than for individuals in instructor or full
professor positions. Yet, 75 percent of faculty members without mentors desired one.
Similarly, a study of faculty in pharmacy
found that about 60 percent reported having
an influential mentor and that 20 percent of
these would not have pursued a faculty position without their mentor’s encouragement
(Hagemeier et al., 2013). A survey of law faculty in 44 institutions found that just over half
reported having informal mentors (Haynes
and Petrosko, 2009) and only three percent
reported participation in a formal mentoring
program.
Formal mentoring programs appear to be
established because of requirements of professional bodies or because of priorities of
university administrators. For example, the
Association to Advance Collegiate Schools
of Business requires mentoring of faculty as
part of their accreditation process (Raymond
and Kannon, 2014). University administrators support formal mentoring initiatives to
mitigate problems related to job satisfaction
and retention (Law et al., 2014), to address
perceived shortages in the workforce –
particularly in nursing (Sawatzky and Enns,
2009), and to help underrepresented academics attain experience in professional areas
of grant writing and publishing (Mayer
et al., 2009).

Types of academic mentoring
This section focuses on formal mentoring
programs, most of which may be categorized
by their focus on career stage (early career
versus across ranks) and by their mentoring
model (one-on-one versus networks).

Career stage
Formal mentoring programs for early career
faculty focus on teaching and research
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responsibilities as well as achieving work–
life balance and developing a career plan
(Fleming et al., 2015; Law et al., 2014;
Metzger et al., 2013; Thomas et al., 2015).
These formal mentoring programs usually
involve a series of workshops (e.g. Thomas
et al., 2015) or a curriculum to achieve the
program goals (e.g. Fleming et al., 2015).
There is an overwhelming focus on the
needs of early career faculty. Over 90 percent
of pharmacy departments offered a formal
mentoring program targeted at early career
faculty (Metzger et al., 2013). A task force
convened by the American Association of
Colleges in Pharmacy called for more attention to formal mentoring of mid career faculty. Their work suggested that early career
faculty members need mentors from their
institution while mid career faculty members
need mentors from outside (Law et al., 2014).
A study of faculty in liberal arts colleges also
reported a lack of access to mentors at mid
and late career (Baker et al., 2016).

Mentoring models
Over a decade ago mentoring scholars called
for a broader understanding of mentoring
relationships to extend beyond the traditional
one-on-one relationships (Higgins and Kram,
2001). This work is beginning to make its
way into academic mentoring programs as
evidenced by a recent focus on supporting
group and peer mentoring and professional
learning communities (Pellegrino et al.,
2014).
Group mentoring has been adopted by
some faculties in medicine and appears to
efficiently provide mentoring experiences.
Most academic physicians in emergency
medicine (98 per cent) listed lack of access
to mentoring as an obstacle to their career
progress (Yeung, Nuth, and Stiell, 2010).
These researchers reported an increase in the
career satisfaction and promotion rates of
mentored faculty members who participated
in a group telementoring program. A faceto-face group mentoring program for faculty
in academic medicine also incorporated peer
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mentoring and increased the retention rate
of mentored faculty members. Participants
in this program reported higher knowledge,
skills, and abilities as well as interconnectedness in the field than non-participants
(Fleming et al., 2015). A pilot mentoring
program for new faculty in science, agriculture, and the humanities in the United States
purposely connected faculty with institutional mentors and advocated mentees to
develop a mentoring network of four to five
mentors within and external to their institution. Participants reported an increase in
knowledge about their career and the institution (Thomas et al., 2015).
Interestingly, researchers suggest that race/
ethnicity does not influence access to mentoring or mentoring outcomes (Eby et al.,
2013; O’Brien et al., 2008), yet qualitative
researchers rebut this claim (see Chapters 23
and 24 in this volume). This line of work suggests underrepresented faculty members may
not be well served by what is perceived as
a hierarchal, traditional model of mentoring.

Mentoring outcomes for faculty
members
Scholars find that mentoring is associated
with career and psychosocial benefits for faculty members. Early career faculty who are
mentored are twice as likely to be promoted,
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more likely to report greater career satisfaction (Thomas et al., 2014; Yeung et al., 2010),
and are more likely to stay in their jobs
(Fleming et al., 2015). Further, junior faculty
members with mentors report an increase in
their skills and abilities (Jackevicius et al.,
2014). It appears that mentees who focus on
the skills needed for faculty work, such as
writing and grant skills, gain confidence and
productivity that lead to promotion and retention. Indeed, some faculty members report
they would not have become faculty members
without their mentors’ encouragement and
support (Hagemeier et al., 2013). There is less
work on the benefits to faculty members in
mid and late career, which is an avenue future
researchers might explore.

conclusIon
The recent work on mentoring in higher education suggests that informal and formal
mentoring is ubiquitous in the Englishspeaking countries examined here. Formal
mentoring appears to be more frequent for
undergraduate students than for graduate
students or faculty members. Mentoring is
presumed to be built into the advising/supervision function for graduate students. At the

table 20.1 Purpose, types, and outcomes of mentoring for undergraduates, graduate
students, and faculty members
Undergraduates

Graduate
students

Faculty

Purpose

Types of Mentoring

Outcomes

Increase degree persistence
Ease academic transitions
Prepare for challenging experiences
(graduate school, research, advanced
courses)
Support underrepresented students
Academic development
Career development
Personal development

Comprehensive
E-mentoring
Peer
Research
Natural/Informal

Increase job knowledge and satisfaction
Increase retention

Early career
Peer
Networks

Grade point average
Persistence in higher education
Leadership skills
Cognitive and socio-emotional
growth (learning, sense of
belonging)
Socialization
Academic support
Program/advisor satisfaction
Scholarly productivity
Career satisfaction
Promotion and retention
Job knowledge/skills
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Professional
Peer
Informal
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faculty level it is much less frequent, even
when professional accrediting bodies require
formal mentoring. This chapter highlighted
the types of formal mentoring programs that
have been well studied. For undergraduate
students these programs focus on underrepresented groups or research mentoring, while
professional and peer mentoring characterizes graduate student mentorship. In the faculty context mentoring usually focuses on the
needs of early career faculty. Table 20.1 summarizes the purpose and type of mentoring
and outcomes associated with each context.
Scholars report benefits of mentoring for
those who participate in it. These outcomes
relate to specific academic or job needs,
depending on the population participating in
mentoring. As researchers examine the nuances
of mentoring, and what groups might benefit
most from what types of mentoring, we may
begin to find larger effect sizes. Future research
might focus on understanding equivocal results
related to different approachees to mentorprotege (or mentee) matching, on more clearly
delineating what occurs during mentoring relationships and how this affects specific groups,
and on studying the effects of mentoring at
career stages currently under-represented in the
literature (e.g., mid and late career faculty).
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