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ABSTRACT

This research study aimed to explore and describe the experiences of social integration in a
peer mentor programme. A significant amount of existing evidence suggests that students need
to be provided with the required support to persist at higher education institutions. One of these
support structures is peer mentoring. Peer mentoring relationships at higher education
institutions have a significant effect on first-year students’ academic performance, sense of
belonging, and commitment towards their studies. Feuerstein states that in his theory of
mediated learning experience, intentional interactions between mentors and mentees can assist
to shape the mentees’ cognitive growth, control of behaviour, goal achieving behaviour, and
optimistic attitude towards challenges and problems. In a peer mentor programme at the
University of the Free State, senior undergraduate students are assigned to small groups of first-
year students in their campus residences and present a structured peer mentor programme to
them during a year. A qualitative study was conducted to explore the experiences of these
students. A purposive sampling method was employed to select students who were mentors
and mentees in the peer mentor programme to participate in the research study. Focus group
discussions that were semi-structured in nature were held with these participants, and the
recordings of the discussions were transcribed for analysis. The transcriptions of the data were
analysed by making use of thematic analysis. From this analysis, four main themes were
identified from the data, namely (1) focus of the mentor-mentee relationship, (2) type of mentor
roles, (3) factors influencing the mentor-mentee relationship, and (4) value of the mentor-
mentee relationship. These themes were discussed in depth for both the mentors and the
mentees. These findings indicate how the intervention of a peer mentor programme can
increase the amount of belonging students experience towards their campus community.
Recommendations for amendments to the peer mentor programme and suggestions for future

studies are also discussed.

Key words: mediated learning experience, peer mentoring, social integration



OPSOMMING

Hierdie navorsingstudie het ten doel gehad om die ervarings van sosiale integrasie in 'n
portuur-mentorprogram te ondersoek en te beskryf. 'n Aansienlike hoeveelheid bewyse dui
daarop dat studente die nodige ondersteuning benodig om by hoér onderwysinstellings
suksesvol te wees. Een van hierdie ondersteunende strukture is portuur-mentorprogramme.
Portuur-mentor-verhoudinge by hoéronderwysinstellings het 'n beduidende invloed op
eerstejaarstudente se akademiese prestasie, gevoel van tuishoort en toewyding tot hul studies.
In sy teorie van bemiddelde leerervaring sé Feuerstein dat opsetlike interaksies tussen mentors
en hul ondergeskiktes kan help om laasgenoemde se kognitiewe groei, beheer van gedrag,
doelwitgedrag, en optimistiese ingesteldheid teenoor uitdagings en probleme te vorm. In 'n
portuur-mentorprogram by die Universiteit van die Vrystaat word senior voorgraadse studente
aan Klein groepe eerstejaarstudente in hul kampuswonings toegewys en 'n gestruktureerde
portuur-mentorprogram gedurende 'n jaar aan hulle voorgelé. 'n Kwalitatiewe studie is
uitgevoer om hierdie studente-ervarings te verken. 'n Doelgerigte steekproefnemingsmetode is
aangewend om studente wat mentors en hulle ondergeskiktes in die portuur-mentorprogram
was, te Kkies om aan die navorsingstudie deel te neem. Semi-gestruktureerde
fokusgroepbesprekings is met hierdie deelnemers gehou, en die opnames van die besprekings
is vir ontleding getranskribeer. Die transkripsies van die data is ontleed by wyse van tematiese
ontleding. Uit hierdie ontleding is vier hooftemas geidentifiseer, naamlik (1) die fokus van die
mentor-ondergeskikte-verhouding, (2) tipe mentorrolle, (3) faktore wat die mentor-
ondergeskikte-verhouding beinvloed, en (4) waarde van die mentor-ondergeskikte-verhouding.
Hierdie temas is vir beide die mentors en ondergeskiktes in diepte bespreek. Die bevindinge
uit die data wys hoe die intervensie van 'n portuur-mentorprogram die hoeveelheid positiewe
ervarings van studente in hul kampusgemeenskap kan verhoog. Aanbevelings vir wysigings

aan die portuur-mentorprogram en voorstelle vir toekomstige studies word ook bespreek.

Sleutelwoorde: bemiddelde leerervaring, portuur mentorskap, sosiale integrasie
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Chapter 1: Introduction to the Study

The experiences students have during their first year of study can shape the rest of their
academic success and influence their persistence at higher education institutions (HEIS)
(Demaris & Kritsonis, 2008; Tinto, 1987; Upcraft & Gardner, 1989). The more students are
involved and integrated into university life, the more likely they are able to persevere in their
studies (Tinto, 1997; Zhao & Kuh, 2004). The importance of this integration is grounded in the
worldwide concern about the extent of attrition among first-year university students (Pitkethly
& Prosser, 2001). Therefore, the aim of this research study was to explore and describe the

experiences of social integration in a peer mentor programme.

In this chapter, an orientation to the research context of this study is provided. The overview
of the theoretical framework is presented, followed by the rationale, aim, and research
methodology of the study. A brief delineation of the forthcoming chapters is provided to
orientate the reader to the main components in the study.

1.1 Theoretical Framework

The first-year experience (FYE) is much more than a single module, programme, or event.
It involves all the experiences that students have during their first year at university (Hunter,
2006). The term "first-year experience™ is advocated for by the National Resource Centre for
the First-year Experience and Students in Transition (NRC) (Hunter, 2006). Additionally,
Upcraft and Gardner (1989) state that there is an overwhelming amount of evidence that the
FYE is an important factor influencing student success (Johnson et al., 2007). This type of
student success involves not only obtaining an adequate grade to be able to graduate, but also
development in personal and educational areas (Upcraft & Gardner, 1989; Young, 2016).
Student success is also multidimensional, involves the whole student, and goes beyond
academic success (Hunter, 2006). Additionally, Upcraft and Gardner (1989) describe students
as successful when they develop intellectual and academic competence, establish and maintain
interpersonal relationships, explore identity development, achieve clarity about career goals,
maintain health and wellness, consider faith and the spiritual dimensions of life, develop
multicultural awareness, and develop a civic responsibility. With this in mind, Upcraft and
Gardner (1989) believe that universities are more than able to assist first-year students in

achieving their personal and educational goals by providing challenging and supportive



classroom experiences and richer co-curricular experiences without compromising academic

standards.

According to Collings, Swanson, and Watkins (2014), the first year at an HEI is often
characterised by loneliness, depression, and homesickness, especially during the first few
weeks. This time in students’ lives is also marked by a severe decrease in social support and is
therefore needed to buffer the negative effects of certain life experiences (Collings et al., 2014).
Consequently, HEIs have started implementing FYE programmes to address the growing needs
of their new student intake (Schrader & Brown, 2008), since few students are prepared for the
severe challenges of tertiary education (Schrader & Brown, 2008). Therefore, these FYE
programmes strive to assist by teaching students the necessary academic and life skills
(Schrader & Brown, 2008). An FYE programme teaches new first-year students anything from
the campus map to how to find appropriate support staff (Schrader & Brown, 2008). Such a
FYE programme should be capable of increasing the knowledge of students and affecting
attitudes associated with academic and life skills (Schrader & Brown, 2008). A significant
amount of evidence shows that interventions inside and outside the classroom achieve higher
levels of students' personal growth, satisfaction, retention, and academic growth (Upcraft &
Gardner, 1989). The factors that positively correlate with student retention include students’
experience of connectedness with the campus and their involvement; therefore, support
programmes are created to emphasise this (Hunter, 2006).

Tinto (2006) states that the more integrated students become with social and academic
systems (by means of interactions with other students, among other factors), the more likely
they are to attain degrees. Tinto (1975) explains social integration as the communication and
interactions between individuals with different sets of characteristics. In his model for student
dropout from university, Tinto (1975) depicts peer-group interactions and faculty interactions
as the two main influences on social integration. Mannan (2007) also validated Tinto’s model
when he found that the model is applicable in different settings and environments.

Rhodes, Spencer, Keller, Liang, and Noam (2006) state that mentor relationships affect
youths by enhancing their social relationships, by improving their cognitive skills and by aiding
positive identity development. Therefore, an emerging discipline at HEIs is that of peer
mentoring. Peer mentoring is used to reduce attrition during the first year by aiding students’

transition to university (Hill & Reddy, 2007). The effectiveness of a mentor relationship can



be explained by Feuerstein’s model of mediated learning experience (MLE). MLE can be
defined broadly as the mediation of the interactions of an individual with the environment
through a more experienced partner (Lidz, 2002). The theory of MLE emerged because of
Feuerstein’s studies in cognitive psychology with Piaget (Dawes, 2006). By using MLE,
mentors are able to mediate responses and stimuli from the environment to the individual. In
other words, the mentors facilitate the interactions mentees have with the environment with the

purpose of facilitating the development of independence and social integration.

The success of first-year students can be increased significantly with the help of proactive
interventions, especially during the first semester (Chester, Burton, Xenos, & Elgar, 2013).
Furthermore, the transition from high school to university has steadily become the main interest
of many academics during recent years (Evans, 2016). The primary motivation for this interest
is to investigate the reason for student dropout or non-completion (Evans, 2016). Several
variables have been identified that affect first-year students' transition from high school to
university, including family background, academic and social involvement, peer group
interactions, academic preparedness, and socioeconomic status (Korgan & Durdella, 2016;
Schrader & Brown, 2008). Upcraft and Gardner (1989) state that first-year students’ success is
strengthened by a campus that promotes faculty-to-student contact, student-to-student

interaction, and offers out-of-classroom opportunities (Demaris & Kritsonis, 2008).

1.2 Research Context and Rationale of the Study

In South Africa, the concern at HEIs about the success of first-year students has grown due
to challenges such as widening access, decreased resources, the influence of technology, and
massification (Leibowitz, Van der Merwe, & Van Schalkwyk, 2009). Since the 1990s, the
enrolment at HEIs has almost doubled in South Africa (Leibowitz et al., 2009). Consequently,
South Africa is known for having a low-participation and high-attrition system, which leads to
high student dropouts (Van Zyl, 2016). According to the National Planning Commission
(2011), only 17% of the 20-24-year-olds in the country are registered to study at HEIs.
Furthermore, the Council on Higher Education (2013) estimates that 55% of these students
never graduate. Of the students who are registered, only 30% complete their studies; therefore,

only 5% of South Africa’s young population benefits from HEIs (Young, 2016).



To compensate for this, HEIs in South Africa have undergone many changes in recent years
(Wilmot, 2016). Some of these changes can be attributed to international massification, a
decline in state funding (revenue), and lack of transformation in the academic workforce
(Wilmot, 2016). Moreover, the educational realities and unique history of South Africa,
especially with regard to the divided past of the country, add complexity to the interventions
that respond to the FYE (Leibowitz et al., 2009).

Traditionally, a first- year student at an HEI is viewed as one who is independent in thought
and behaviour, is growing in confidence, and is undergoing new intellectual and personal
experiences (Leibowitz et al., 2009). However, the majority of first-year students in South
Africa can be described better as someone undergoing an experience that is ruined by failure,
low confidence, and disillusionment (Leibowitz et al., 2009). In South Africa, these students
find it difficult to succeed at HEIs (Van Zyl, 2016). Student success is much more than merely
passing all their modules, but it also requires them to develop as individuals (Young, 2016).
The barriers for these students’ success cannot be ascribed only to student underpreparedness
(Scott, Yeld, & Hendry, 2007), but their socioeconomic status should also be considered (Van
Zyl, 2016). Furthermore, the issue of student dropout and throughput is far more complex and
needs to be addressed from multiple approaches (Scott et al., 2007). In South Africa, extra life
skill programmes and academic development need to be added to the campus life to address
the retention of students (Leibowitz et al., 2009).

In an effort to aid first-year students’ transition to university, the University of the Free State
(UFS) has launched a peer mentor programme. By using MLE, this programme is focussed on
student support in a social setting. The mentors are senior students in residences who were
selected by the programme coordinator after going through an application process. After
selection, the mentors undergo a three day training programme focused on mentoring. When
the year commences, mentors meet with their mentees on a monthly basis, both individually
and in groups. During these sessions, the mentors discuss topics based on certain values that
form part of the programme content, such as mercy, forgiveness, compassion, responsibility,
perseverance, honesty and self-control. The purpose of the programme is to give first-year
students experiences in positive and informative relationships with peers, in order to facilitate
the transition to university and student’s experience of social integration. However, little is
known about how this programme facilitates students’ experience(s) of social integration in

this peer mentor programme.



The aim of this research study was to explore and describe the experiences of social
integration in a peer mentor programme and to put forward a description of how a peer mentor
programme that uses MLE aids first-year students’ experience of social integration. The
exploration of the student’s experiences would also enable the Division of Housing and
Residence Affairs to address the needs of the students better. Since this mentorship programme
is the only one of its kind currently at the UFS, it is important to create a successful model that
can be used in coming years, as well as a model that can be duplicated by other departments

and universities.

1.3 Overview of the Research Design

The aim of this research study was to explore and describe the experiences of social
integration in a peer mentor programme. The research study was exploratory and descriptive
in nature and was done by means of a non-experimental type, qualitative approach
(Sandelowski, 2000). According to Thomas, Ross, and Stothart (2012), descriptive, qualitative
research is useful to explain the meanings behind certain life events. The purpose of using this
approach was to explore the experiences that mentors and mentees had and to describe them
meaningfully. A qualitative approach was used to provide an in-depth view of the research
aims. This approach provides the researcher with valuable, in-depth information about the
participants’ experiences (Bowtell, Sawyer, Aroni, Green, & Duncan, 2013; Koerber &
McMichael, 2008). The exploratory design assisted to investigate a previously unexamined
phenomenon in order to make practical assumptions about it (Benavent, Ros, & Moreno-
Luzon, 2005; LaSala, 2005).

Purposive sampling, which involves the selection of information-rich cases in a relatively
small group (Teddlie & Yu, 2007), was used on the mentors and mentees who were signed up
for the programme. Both first-year (mentees) and senior (mentor) students in residences of the
UFS who participated in the peer mentor programme were included in this research. A total of
38 mentees and 52 mentors participated in this research study. Patton (2015) advises that the
rationale and purpose of the study should be used as a basis to select the purposive sample.
Consequently, the sample is selected according to the aim of the study (Koerber & McMichael,
2008).



Data were collected by means of focus group discussions. Focus group discussions involve
group interviews that use data generated from communication between research participants
(Brown, Swinyard, & Ogle, 2003). Focus groups that were semi-structured in nature were held
with the mentees and mentors. Data collection took place until the point of saturation was

reached.

Ethical clearance was granted by the research desk of the Department of Student Affairs
(see Appendix A). The process and purpose of the research was explained to the participants
in order for them to give their informed consent. All the data that were gathered were kept

confidential, and the participants would remain anonymous.

The trustworthiness of the research was established by means of credibility, dependability,
transferability, and confirmability (Shenton, 2004). Credibility was ascertained by using
participants with various experiences. Transferability was ensured by giving clear descriptions
of the research process, participants, context, methods, and analyses (Graneheim & Lundman,
2004). Lastly, confirmability was achieved by showing that the findings emerged from the data

and not from the researchers’ own predispositions (Shenton, 2004).

1.4 Delineation of Chapters

In Chapter 1, the rationale for the study and an introduction to the study are given by offering
an outline of the research study. The current challenge regarding the FYE in the South African
context is explained. Next, the aim and rationale of the study are explained, and an outline of

the research methodology is given.

In Chapter 2, the theories about student development are explored by paying special
attention to the theories on cognitive and psychosocial development. The way in which these

theories relate to students’ social integration is explained.

In Chapter 3, the concept of mentoring and the mentoring process is explained, along with
the benefits and types of mentoring. An overview of peer mentoring is provided to show how

this relates social integration. MLE is discussed as a theoretical framework for peer mentoring.



The focus of Chapter 4 is on the research methodology used in this research study. Special
attention is given to the research design and approach, the data-collection procedures, the

methods of data analysis and the ethical considerations.

In Chapter 5, the findings of the qualitative analysis are presented. A report is given of the
themes and subthemes that were identified in the data. The perceptions of both the mentees and

mentors are presented.

In Chapter 6, the findings of the Thematic Analysis (TA) are discussed. It is shown how
these findings relate to the literature discussed in Chapters 2 and 3, as well as current studies

on related findings.

Lastly, in Chapter 7, the study is concluded by providing a summary of the findings and the
conclusions from these findings. Finally, the limitations of the study are discussed, and

recommendations for future studies are made.

1.5 Chapter Summary

In this chapter, the context and rationale of the study were explained, and the theoretical
framework supporting this was given. It was shown that in the current South African context,
there is a desperate need to put initiatives in place that can address and prevent student dropout
and increase student retention. An overview of the research design and methodology was given
to explain the use of a descriptive and exploratory approach. The chapter concludes with a short

delineation of the chapters to follow.



Chapter 2: Student Development and Social Integration

In this chapter, student development in the cognitive and psychosocial domains is
highlighted. The discussion on cognitive development will include Piaget’s theory on cognitive
development, Vygotsky’s theory on learning, Perry’s stages of cognitive development, and
King and Kitchener’s stages of moral development. Moreover, in the domain of psychosocial
development theories, different perspectives on stages of psychosocial development are
discussed. These include Erikson’s theory of psychosocial development, Chickering’s seven
vectors of student development, and Baxter Magolda’s theory on self-authorship. Furthermore,
the ways in which students' social integration influences their commitment to persist at HEIs
are emphasised by exploring Tinto’s theory of student integration, Kuh’s theory of student
engagement, and Pascarella and Terenzini’s theory on attrition. The chapter then concludes

with an elaboration of how various theories of social integration relate to student development.

2.1 Student Development

The factors that affect student success and development at HEIs cannot be explained by only
one theoretical perspective (Kuh, Kinzie, Buckley, Bridges, & Hayek, 2007; Quye & Harper,
2015). However, when put together, a variety of theoretical perspectives on student retention
and departure can assist to explain the way in which students learn and develop during their
time at HEIs and the factors that contribute to this (Kuh et al., 2007). The central focus of
student development is to have a holistic view of the students; however, in recent years, this
had not been the case (Schmid, 2011). Baxter Magolda (2009a) states that theorists tended to
focus on separate aspects of student development, which made it difficult to contemplate on
the holistic student. Therefore, HEIs mostly do not have an accurate theoretical perspective to
assist with the development of the entire student (Baxter Magolda, 2009a). Ng et al. (2016)
agree with this statement by emphasising the need for a holistic perspective to prepare students

to be successful adults who can overcome and survive challenges posed by society.

However, to understand this holistic perspective, it helps to study the different parts of the
whole (Beekman, Cilliers, & De Jager, 2012). The focus of research has been on various
aspects of the development of students (Beekman et al., 2012). For the purpose of this chapter,

attention is given to cognitive and psychosocial developmental theories.



2.1.1 Cognitive development.
The theories on cognitive psychology are broadly centred on “how the mind works”

(Lachman, Lachman, & Butterfield, 2015; Myers, 2010). The cognitive development of
students focuses mainly on coherent comprehension and the development of empathy (Scheu
& Yaoying, 2014). This can be seen as students move through a series of cognitive changes
that include the development of linguistic constructions and increase memory abilities and
capacity to respond to unfamiliar situations with logic instead of just emotions (Scheu &
Yaoying, 2014). Quye and Harper (2015) show that educationally, purposeful engagement
advances student outcomes in cognitive development. Therefore, an understanding of cognitive
development can increase individuals’ comprehension of ideal ways to build memory and
learning in the classroom (Miller, 2011). Furthermore, when an understanding of cognitive
development is incorporated into the practices of HEISs, it will emphasise the need for learning
to be presented at the suitable difficulty levels and using the appropriate techniques to
encourage the development of the students without underwhelming or overwhelming them
(Yordy, 2008). In general, students move through some stages during their years at HEIs
(Yordy, 2008). These stages can be described by the theory of cognitive development by
Piaget's and Vygotsky's theories on learning, Perry’s stages of cognitive development, and

King and Kitchener’s stages of moral development.

2.1.1.1 Piaget’s theory of cognitive development.
Jean Piaget (1886-1980) is a renowned French psychologist and epistemologist whose

work revolves around the concept that intelligence is shaped by experience (Ahn, 2008). He
believes action (experience) is the key to learning as the result of interaction between the
individual and his or her surroundings (Ahn, 2008). Therefore, meaning is created because of
these interactions with the world (Hajhosseini, Zandi, Shabanan, & Madani, 2016). Most
cognitive developmental theories are based on the work of Piaget, who examined the way in
which children think and how they process information (Yordy, 2008). Before Piaget’s
research, it was assumed that children were less capable thinkers than adults were; they were
regarded as miniature adults whose reasoning was pre-logical (Marchand, 2012). However,
Piaget was able to show that when compared to adults, children just think in different ways
(Beins, 2016). Cognitive development was first studied systematically by Piaget (Beins, 2016).
He made many contributions to the field of cognitive psychology, including the theory of
cognitive development of children, and a series of tests and research methods to reveal

cognitive abilities by assessing children’s responses (Marchand, 2012). Three components are



essential to Piaget's cognitive theory, namely schemas (Thaxton, 2009), the adaptation
processes that enable the transition from one stage to another (Aggarwal & Goodell, 2015),
and the stages of development (Lefmann & Combs-Orme, 2013). For the purposes of this study,
only the stages of development are focused on. Because of research on how children strive to
articulate certain situations as a way of explaining their own thought processes, Piaget

developed his theory on stages of development (Lefmann & Combs-Orme, 2013).

The first stage of Piaget’s stages of development is the sensorimotor stage, which takes place
from birth until two years of age (Lefman & Combs-Orme, 2013). During this stage, it is
important to master object permanence, which is the knowledge that an object exists even if it
is not visible (Lefmann & Combs-Orme, 2013). The second stage, the preoperational stage,
takes place from the age of two until the age of seven (Lefman & Combs-Orme, 2013). During
this stage, children become capable of thinking symbolically about things, which is the ability
to make a word or object represent something else (Lefmann & Combs-Orme, 2013). However,
the individual still assumes the viewpoints of others; therefore, the thinking is still egocentric
(Lefmann & Combs-Orme, 2013). The third stage of development is the concrete operational
stage between the ages of seven and eleven (Lefman & Combs-Orme, 2013). Piaget considers
this stage as a turning point in the individual's cognitive development because it shows that
logical reasoning is commencing (Lefmann & Combs-Orme, 2013). The last stage of Piaget’s
developmental stages is the formal operational stage, which takes place from 11 years and older
and is the stage in which students function (Lefman & Combs-Orme, 2013). Individuals begin
to develop the ability to think about abstract concepts and can test hypotheses logically
(Lefmann & Combs-Orme, 2013). In this stage, most students are assumed to be functioning,
should have inductive and deductive reasoning skills, and be able to utilise strategies and
resources for problem solving (Woolfolk, 2004). This problem-solving ability is enhanced
through the development of complex thinking and hypothetical thinking skills that allow
students to identity aspects of a problem and infer solutions (Bond & Tryphon, 2007). The best
possible solutions are imagined by making use of the newly developed ability to think ideally
(Woolfolk, 2004). Another development during this stage is the acquisition of metacognition,

which involves thinking about thinking (Bond & Tryphon, 2007).

Fullerton (2010) found that students report changes in the way in which they see
themselves, the way in which they think or act, and how they critically examine their values,

knowledge, and identity. Piaget’s theory offers a potential reason for low academic outcomes
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of students, which can take place when students’ cognitive development and progress through
the stages mentioned above are slower than the rate at which the curriculum is delivered
(Whannel, Allen, & Lynch, 2010). Therefore, the student will be unable to understand a
complex curriculum, which will result in poor academic performance (Whannel et al., 2010).

2.1.1.2 Vlygotsky’s theory on learning.
Lev Vygotsky (1896-1934), a Russian psychologist, lived during the Russian revolution

(Newman & Holzman, 2014). Vygotsky’s significant contribution to cognitive psychology is
his theory that the human mind develops when social interaction is internalised (Veresov &
Kulikovskaya, 2015). Vygotsky’s theories on the development of cognition strongly emphasise
the crucial role of social interaction (Thurman, 2009). Vygotsky (2004) believes that the
process of ‘meaning making' is influenced by the role of the community in the individual's life
(Vygotsky, 2004). Vygotsky argues that learning is an essential component for development to
take place, which differs from Piaget’s belief that development precedes learning (Blake &
Pope, 2008). Therefore, Vygotsky’s approach to development is sociocultural, which
emphasises the interactions between the social, cultural, and psychological processes
(Williams, Abraham, & Negueruela-Azarola, 2013). Additionally, Vygotsky assumes that
cognitive development varies between different cultures. This view is in direct contradiction to
Piaget's view of universal stages of cognitive development (Blake & Pope, 2008). Another
difference from Piaget's theory is that Vygotsky emphasises the role of language and social
factors contributing to the field of cognitive development, whereas Piaget was criticised for
underestimating these factors (Vianna & Stetsenko, 2006). It is also important to note that
Vygotsky views adults as an important source of cognitive development when children
internalise the tools of cognitive adaptation that are transmitted by the adults of a culture
(Lourenco, 2012). However, Vygotsky regards peer interaction as promoting social
perspectives (Cicchetti & Cohen, 2006).

An important premise of Vygotsky’s theories is the zone of proximal development, which
shows that a connection can be made between an individual’s actual level of performance and
proximal potential (Swanson, 2011). According to Vygotsky, to understand children's
cognitive abilities, it is important to recognise the child's actualised as well as actualising
abilities (Cho et al., 2015). A child's actualised abilities are already developed in the form of
information that in developing a self-esteem has already been accumulated, whereas a child's

actualising abilities are not yet fully developed, but can become actualised through social
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interaction with an experienced individual (Cho et al., 2015). Thus, the zone of proximal

development is the distance between these two ability levels (Cho et al., 2015).

Another important premise is transference, which involves the capacity to take the
knowledge that was learnt in a certain context and apply it in an entirely different context (Cho
et al., 2015). Individuals differ in their levels of mastery of transference in academic learning,
as can be seen when they learn from instruction on knowledge and skills and then have to apply
it independently in a different context (Cho et al., 2015).

For the HEI environment, it is important to be aware continuously that learning is a
constant reciprocal process between the teacher and student because both of them are shaping
each other continually (Orosco & O’Connor, 2014). The teacher must be constantly aware of
the students' cultural and linguistic capital to mediate the meaning successfully (Orosco &
O’Connor, 2014). When teachers implement a social constructivist framework for teaching in
their daily practice, they not only confer knowledge but also foster the critical thinking skills
of their students (Orosco & O’Connor, 2014). Therefore, learning is enhanced through the
interactions that the students have with their teachers (Compernolle, 2013). Teachers become
acutely aware of their student's cultural framework and strive to teach their students in this
context (Orosco & O’Connor, 2014).

2.1.1.3 Perry’s stages of cognitive development.
William G. Perry’s (1913-1988) theory is based mainly on undergraduate students’

cognitive and ethical development (Baxter Magolda, 2006). Any discussion on the cognitive
development theories of students has to include the work of Perry, which forms a bridge
between the child and adolescent studies of Piaget and Vygotsky to a focus on early adulthood
of students (Love & Guthrie, 2002). Perry was interested to see how students’ reasoning
changed after exposure to the university environment and learning in the classroom (Blimling,
2010; Carmel-Gilfilen, 2012). He developed a model that strives to explain how students make
meaning from theories, experiences, information, and opinions in classrooms (Love & Guthrie,
2002). Perry adopted Piaget’s constructs of assimilation and accommodation to assist him to
explain the development process that he identified in students (Love & Guthrie, 2002). Both
of these theories examine the awareness of self and the influences from the environment, but
Perry moves further in understanding cognitive development (Love & Guthrie, 2002). Perry’s

studies show that these students go through four stages of moral development, namely dualism,
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multiplicity, relativism, and commitment (Carmel-Gilfilen, 2012). Moreover, the stages are
divided into nine positions (Carmel-Gilfilen, 2012). Perry (1970) initially clustered the nine
positions into three groups and described the first group as moving from a right-wrong outlook
towards recognising relativism, the second group as the development of a relativistic outlook,

and the third group as developing commitments to a relativistic world (Love & Guthrie, 2002).

a) Dualism. The first stage that students encounter during their cognitive growth in
university is dualism (Blimling, 2010). During this stage, the individual believes that
everything is solvable, all knowledge is known, the right answers must be learnt, and authorities
must be obeyed (Blimling, 2010; Carmel-Gilfilen, 2012). Students in this stage tend to think
of themselves in terms of looking for right answers, and the role of the lecturer is to provide
those answers (Love & Guthrie, 2002). These students make evaluations and judgements
thinking that they are obvious and do not need explanations for the statements (Love & Guthrie,
2002). When a lecturer fails to answer a question firmly and quickly, these students will often
respond negatively and question the credibility of the lecturer (Love & Guthrie, 2002).
Furthermore, the lecturer possesses the ‘absolute truth’ and the students’ job is to listen to the
lecturer and receive the right answers (Love & Guthrie, 2002). Therefore, all problems are
solved by obeying and conforming to what the authority prescribes (Love & Guthrie, 2002).
Development takes place once students begin to recognise that authorities disagree on right and
wrong (Love & Guthrie, 2002). Perry (1970) notes that the initial challenge to student’s
dualism often comes from peers (Love & Guthrie, 2002). Perry (1970) also notes that students
who become aware of multiplicity often express stress, sadness, or fear that the right they have
always known is no longer true (Love & Guthrie, 2002). They become confused when a
problem or a question may have multiple correct responses or interpretations, due to their belief

that there should only be one right answer (Love & Guthrie, 2002).

b) Multiplicity. The second stage is the multiplicity stage, in which students believe that
some problems are solvable and there are problems for which the answers are unknown (Myers,
2010). Multiplicity refers to the pluralism of ideas, opinions, answers, and viewpoints on
problems (Love & Guthrie, 2002). Students struggle with concepts that have no right or wrong
answers and begin to accept that not all knowledge is known (Blimling, 2010). They accept the
idea that there is room for uncertainty, but this uncertainty does not affect the nature of truth
and is temporary, even though the students still find this uncertainty to be very aggravating

(Love & Guthrie, 2002). Students are yet unable to evaluate each perspective on a problem
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sufficiently, shy away from arguments or engagements on contentious topics, and are still on a
quest to find out what the authorities want and strive to give it to them (Love & Guthrie, 2002).
Development begins when students begin to recognise that uncertainty is common and quick
and easy answers are limited (Love & Guthrie, 2002). The transitional path is largely dependent
on the students’ relationship and identification with authority, and students may move through
either one or both of two phases before reaching the next stage (Love & Guthrie, 2002). In the
first phase, students believe that everyone has the right to their own opinion and no one may
be called wrong (Love & Guthrie, 2002). These students still need to learn respect for others’
views and opinions and not feel threatened by them (Love & Guthrie, 2002). However, students
tend to become very argumentative to prove their own opinions or stances as the correct ones
(Love & Guthrie, 2002). In the second phase, students go beyond multiplicity in that they
recognise that there are diverse, ambiguous, and different opinions but issues of context and
rules of evaluation play a big role in analysing, comparing, and evaluating these different points
of view (Love & Guthrie, 2002). Knowledge is no longer seen as right or wrong but discerned
as better or worse (Love & Guthrie, 2002).

¢) Relativism. The third stage is known as relativism. In this stage, there must be reasons
for all the solutions to problems and whether these solutions must be viewed in a particular
context or a bigger picture (Myers, 2010). More trust is also put in the individual's inner voice;
they believe that people have the right to have their opinions (Blimling, 2010). Students
become accustomed to complexity and relativism, and the move to this stage is calmer and
easier than the previous stages to the extent where students will often have no explicit memory
of how they arrived at this stage (Love & Guthrie, 2002). For the student, those in authority
lose their status and are regarded as people who should be questioned (Love & Guthrie, 2002).
Students also recognise the existence of multiple and conflicting authorities (Love & Guthrie,
2002). At the end of this stage, students have a changed relationship with authority, a capacity
to be objective, a realisation of personal growth and competence, and a consciousness of their
own developmental path (Love & Guthrie, 2002).

d) Commitment to relativism. During the last stage, commitment, uncertainty is accepted
as part of life and students begin to use lessons learned from personal experience to arrive at
their own conclusions; therefore, beliefs are open to further development (King, 2009).
Students are confronted with the challenge to make commitments to belief and value systems,

because to leave these undefined or uncommitted would be irresponsible (Love & Guthrie,
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2002). Students begin to explore careers and lifestyles and find their place in the world
(Blimling, 2010). Therefore, self-discovery forms an important part of this stage (Blimling,
2010).

When understanding this model, it sheds light on how the perspectives and development

of students differ from what is expected from their lecturers (Love & Guthrie, 2002).

2.1.1.4 King and Kitchener’s stages of moral development.
Another theory that bears out Perry’s pattern of development is the research done by

King and Kitchener (Love & Guthrie, 2002). King and Kitchener developed the reflective
judgement model, which assists to explain how students develop judgements and arguments
from adolescence to adulthood (Baxter Magolda, 2009a). It is a framework for educators to
assist students to develop their problem-solving skills by learning how to defend their
judgements on difficult issues (Love & Guthrie, 2002). This model is built on the cognitive
development theories of Piaget and describes development in their assumptions about
knowledge (Spence, 2012). The Reflective Judgement Model contains seven stages that fit into
three clusters (Zeidler, Sadler, Applebaum, & Callahan, 2009). Even though these three stages
take place linearly, it is still possible to be in multiple stages at the same time; therefore, these
stages are related developmentally (Zeidler et al., 2009).

a) Pre-reflective thinking. During the first stage, pre-reflective thinking, students believe
what authority figures teach them and only learn through first-hand observation instead of
evaluating the evidence for themselves (Spence, 2012). They believe with all certainty that all

questions have clear and correct answers and all problems are well structured (Chan, 2008).

b) Quasi-reflective thinking. The quasi-reflective thinking stage leads students to believe
that knowledge is uncertain. However, they are reluctant to validate their current beliefs
regarding knowledge (Spence, 2012). This uncertainty in knowledge is attributed to a lack of

all the information or methods of finding evidence (Chan, 2008).

c) Reflective thinking. During the final stage, students become reflective thinkers; they
realise that, although not all knowledge is absolute, it is not allowed to limit their own
perceptions and assumptions (Zeidler et al., 2009). Students can make assumptions and

judgements that are reasonable and of which they are moderately confident, based on the
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evidence of data that are available (Chan, 2008). The students also feel comfortable to re-

evaluate assumptions and judgements as new evidence presents itself (Zeidler et al., 2009).

2.1.2 Psycho-social Development.
According to Krumrei-Mancuso, Newton, & Kim (2008), psychological factors are very

important to student success at HEISs. It has been shown that these factors determine retention
at HEIs and predict student success (Robbins, Allen, Casillas, Peterson, & Le, 2006).
Therefore, there is increased interest in the role psychosocial factors play in understanding the
successful attainment of positive outcomes at HEIs (Robbins, Lauver, Le, Davis, Langley, &
Carlstrom, 2004). Taylor, Peplau, and Sears (2006) define psychosocial psychology as the
scientific study of how people relate to, influence, and think about others.

2.1.2.1 Erikson’s theory of psychosocial development.
A significant influence on Erikson's life was the work of Freud, especially with regard to

the structure of personality (Torres, Jones, & Renn, 2009). Nevertheless, contrary to Freud's
focus, Erikson’s is on the role of society and culture and the internal conflicts of the ego (Baxter
Magolda, 2009a). Erikson maintains that the ego continuously develops through resolving
conflicts of a social nature (Torres et al., 2009). These conflicts include developing a sense of
unique identity in the society and establishing trust in others. Furthermore, Erikson emphasised
that development takes place throughout the life span (Beyers & Seiffge-Krenke, 2010). These
stages of development occur in five stages before the age of 18 and then in three more stages
after that (Schmid, 2011). Like many others, Erikson followed the epigenetic principle, which
states that personality develops in a predetermined order (Dunkel & Sefcek, 2009; Schmid,
2011).

According to Erikson’s theory, individuals move from one stage to another as they
successfully complete the crisis of each stage (Smith-Osborne, 2007; Torres et al., 2009). This
successful completion results in the healthy development of personality and personal values
(Spence, 2012). When individuals fail to resolve the crises of the current stage, it might result
in complications in completing further stages (Dunkel & Sefcek, 2009).

The first stage of Erikson’s theory of psychosocial development is the stage of trust vs.

mistrust, which takes place from birth until the age of eighteen months. During this stage,

individuals rely on their primary caregivers for nurturing them and providing them with
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consistent stability and care (Dunkel & Sefcek, 2009). The next stage of autonomy vs. shame
is from eighteen months until the age of three and is concerned with how individuals develop
new confidence in their abilities and strive to become autonomous from their parents (Dunkel
& Sefcek, 2009). After this development of confidence in their own abilities, individuals from
the age of three until the age of five begin to initiate various activities of play to emulate the
behaviour they see in their parents and therefore enter the third stage of initiative vs. guilt
(Dunkel & Sefcek, 2009). From the age of six until the age of twelve, individuals enter the
stage of industry vs. inferiority, during which an individual's peer group becomes more
significant and assists him or her to develop self-esteem (Sorell & Montgomery, 2009). If
individuals fail to develop the skills and relationships they feel society is expecting from them,

it leads to them feeling inadequate and inferior (Vogel-Scibilia & McNutty, 2009).

As individuals enter their adolescence years at the ages of twelve to eighteen years, they
enter the stage of identity vs. role confusion. This stage is relevant the study of students and
sheds light on their psychosocial development. Students shape their identity according to the
way they organise their experiences with the world around them (Torres et al., 2009). Students
are challenged to discover their identity and how they fit into society (Beyers & Seiffge-
Krenke, 2010). Unsuccessful completion of this stage often leads to the loss of ability to
identify with suitable roles in life (Beyers & Seiffge-Krenke, 2010). However, successful
completion of this stage leads to the psychological strength of fidelity (Dunkel & Sefcek,
2009). Another stage that affects students is the stage of intimacy vs. isolation, which
individuals enter from the age of eighteen to the age of thirty-five. The top priorities of this
stage are the search for companionship, love, and intimate relationships (Beyers & Seiffge-
Krenke, 2010). When individuals avoid intimacy, it might lead to isolation, fear of

relationships, and sometimes depression (Beyers & Seiffge-Krenke, 2010).

When individuals mature, they enter the stage of generativity vs. stagnation from the age
of thirty-five until the age of sixty-five years. During this stage, the individual's career and
work become the most important factors, and individuals strive to become financially
independent successfully and to be able to provide for their families (Graves & Larkin, 2008).
The last stage of Erikson’s theory of psychosocial development is integrity vs. despair, which
takes place from the age of sixty-five until death. In this phase, reflection leads an individual
to develop either a sense of integrity after leading a successful life or a sense of despair and

regret of an unhappy life (Graves & Larkin, 2008).
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Even though the general belief is that individuals find it easy to relate to Erikson's
theories, most conclude that he is very vague about the reasons for development (Smith-
Osborne, 2007). Criticism on this theory is also that it lacks the empirical evidence to support
it (Smith-Osborne, 2007). Erikson also admits that his theories are more of a clear overview of
the individual's development and do not sufficiently explain why the development occurs
(Smith-Osborne, 2007).

2.1.2.2 Chickering’s seven vectors of student development.
Chickering’s theory, which is one of the well-known student development theories, was

proposed originally in the 1960s, but then revised early in the 1990s (Spence, 2012). This
theory describes seven vectors that are determinants of student development (Abiddin &
Ismael, 2012) and focuses on the developmental demands that students face as they try to
balance their autonomy and interdependence (Baxter Magolda, 2009a). Students' development
along these vectors can occur at the same time and do not need to take place sequentially
(Torres et al., 2009). Therefore, the theory is not linear and makes provision for the premise
that individuals develop at different rates (Torres et al., 2009). Chickering’s seven vectors are
developmental tasks that students accomplish during their undergraduate years (Abiddin &
Ismael, 2012).

a) Developing competence. Three types of competence are developed during students'
time at HEIs, namely intellectual, physical and manual, and interpersonal competence (Abiddin
& Ismael, 2012). Intellectual competence is the skill to use analytical and comprehensive
thought, while physical and manual competence involves athletic, artistic, and other tangible
activities (Sandas, 2008), and interpersonal competence is characterised by listening,

communication, and social skills (Spence, 2012).

b) Managing emotions. This vector develops to assist individuals in ensuring that they
are not overwhelmed by extreme emotions (Abiddin & Ismael, 2012). Individuals become

more aware of their emotions and learn how to manage them realistically (Long, 2012).
c¢) Developing autonomy. During this vector of development, students move through

autonomy towards interdependence (Long, 2012). This interdependence requires instrumental

and emotional independence. Instrumental independence requires individuals to manage
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activities and to solve problems on their own (Abiddin & Ismael, 2012). Emotional
independence means that individuals no longer need reassurance and emotional support from

family and peers and strive after their interests (Spence, 2012).

d) Freeing interpersonal relationships. To develop mature interpersonal relationships,
individuals need to develop tolerance, appreciation of differences, and capacity for intimacy
(Long, 2012). To achieve this, individuals need to accept others for who they are and accept
differences (Abiddin & Ismael, 2012). Individuals develop greater appreciation for others
(Goldberg, 2013).

e) Establishing identity. This vector builds upon the abilities, emotions, independence
and relationships that were developed during the previous four vectors (Abiddin & Ismael,
2012). Individuals need to become comfortable with their bodies and sexual orientation, their
perceptions of their positions in history and society, clarify their self-insight, t accept
themselves, and develop self-confidence, and they need to be comfortable with their
personality (Long, 2012).

f) Developing purpose. This vector of development should not be confused with choosing
and finding a career (Abiddin & Ismael, 2012). Developing purpose relates to clarifying
personal goals, developing resilience, and planning for the future (Goldberg, 2013). Clear

personal values assist with this process (Long, 2012).

g) Establishing integrity. Individuals establish their integrity when they develop a
personal set of beliefs to guide their behaviour (Abiddin & Ismael, 2012). Individuals humanise
their values by moving away from strong beliefs to incorporating the needs of others into their
beliefs. These beliefs then are personalised when individuals confirm them through experience
(Sandas, 2008). Lastly, individuals develop congruence when their behaviour becomes
consistent with these sets of beliefs (Sandas, 2008).

2.1.2.3 Baxter Magolda’s theory on self-authorship.
After being inspired by Perry and Kegan’s work, Baxter Magolda identified the

theoretical framework of self-authorship, which provides a context for examining
developmental transformations and an understanding of students’ intellectual growth

(Meszaros, 2007). Students move away from relying only on the external influences on their
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lives to finding their internal voices (Sattler, & Turns, 2015). External influences remain part
of the students' lives. However, the inner voice serves as a mediator or coordinator of these
external influences. For this process of self-authorship to take place, students need to reshape
their belief systems (epistemological), their sense of self (intrapersonal), and their relationships
(interpersonal) (Meszaros, 2007; Sattler & Turns, 2015). To achieve a self-authored
epistemological structure, students need to learn to analyse knowledge critically and to create
their ideas (Engberg & Davidson, 2016; Hodge & Baxter Magolda, 2009). Furthermore, when
students can argue from their perspective and identify areas in which they disagree with others,
they have a self-authored intrapersonal structure (Engberg & Davidson, 2016; Hodge & Baxter
Magolda, 2009). Lastly, a self-authored interpersonal structure needs students to be able to
prioritise advocating for their beliefs over gaining affirmation from others (Engberg &
Davidson, 2016; Hodge & Baxter Magolda, 2009; Yordy, 2008). These self-authored structures
are built during the journey through the three dimensions of self-authorship, namely learning
to trust the internal voice, building an internal foundation, and securing internal commitments
(Baxter Magolda, 2009a).

a) Trusting the internal voice. Students realise that whatever happens in the external
scene is beyond their control. However, their reactions to these external influences are within
their control (Baxter Magolda, 2008). Baxter Magolda (2008) describes this phase as increased
confidence in one’s internal voice. When students learn to trust their internal voices, they have
an improved ability to make meaning of external events (Baxter Magolda, 2009b). As this
meaning-making ability develops and proves to be successful in assisting students to influence
their emotions and happiness, students' trust in their internal voices also solidifies (Baxter
Magolda, 2009b).

b) Building an internal foundation. While learning to trust their internal voices, students
consciously create their philosophy or internal foundation, which they use to monitor their
reactions to external influences (Baxter Magolda, 2009b). This internal foundation consists of
students’ revised beliefs, identity, and relationships according to their internal voices (Baxter
Magolda, 2009b). When students can explain how and why they make certain decisions, they
become more assured that they can rely on their personally created internal foundation (Baxter
Magolda, 2009b).
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c¢) Securing internal commitments. After securing their internal foundations, students
move away from merely understanding this self-authored system to living according to it
(Barber & King, 2014; Baxter Magolda, 2009b). During this dimension of self-authorship,
internal commitments are secured (Baxter Magolda, 2009b). Students' knowledge and sense of
self merge and are reflected in the students' personal authority becoming their very core (Barber
& King, 2014; Baxter Magolda, 2009b).

King and Baxter Magolda (2005) emphasise that the goal of HEIs is to improve student
learning to prepare students for adult life. To be ready to enter adult life, students need to learn
how to move away from mainly accepting knowledge from external influences and authorities
to generating knowledge for themselves (Barber & King, 2014). For this transition to take
place, HEIs need to make provision for students to develop in the cognitive, identity, and

relationship domains (Pizzolato, 2006).

From the section above, cognitive development theories explain how students reason,
organise, and make meaning of their experiences (Long, 2012). These theories are often
sequential in nature and unfold in stages as the student builds on past experiences (Long, 2012).
It has been shown that psychosocial theories focus on the self-reflective and interpersonal
dimensions of students’ lives (Long, 2012). It was also explained how students’ perspectives
of themselves and others develop because of the conflicts and crises that they experience (Long,
2012).

2.2 Academic and Social Integration

Academic and social aspects of student integration are important when student success is
considered. Various theorists have developed frameworks or models to explain the intricate

nature of student engagement.

2.2.1 Tinto’s theory of student integration
Tinto (1993) proposes that, to be successful at HEIs, students must successfully move over

into their roles by becoming social and academically integrated with the institution. This theory
originated from a need to explain the reasons for student attrition from HEIs (Knipp, 2016).
According to Tinto (1987), the number of students who leave HEIs before completing their

degrees is growing every year (Tobolowsky & Allen, 2016). This mass student attrition has

21



enormous consequences for the individuals and the institutions (McKay & Estrella, 2008;
Tinto, 1987). For individuals, there are occupational, monetary, and other societal
consequences, and for the institutions, it mostly implies the loss of financial resources (Tinto,
1987). Therefore, institutions have realised that retention and throughput of their students are
the only viable ways to ensure their survival and have directed most of their energy towards
this goal (Tinto, 1987). In South Africa, this concern regarding student attrition has increased
in recent years, following the identification of shortages in high-level skills (Leibowitz et al.,
2009).

Tinto laid the theoretical foundation for research on student attrition when he published his
interaction model of student attrition in 1975 (Mannan, 2007), which has since become the
most researched model of the process of student retention and attrition (Knipp, 2016). In the
context of student development theories, Tinto’s theory forms part of the student success
theories (Schuh, Jones, & Harper, 2011; Xuereb, 2014). According to Knipp (2016), these
theories aim to assist professionals in guiding students towards success.

In his model, Tinto shows that students enter HEIs with a variety of characteristics such as
educational experiences and achievements, family and community backgrounds, and skills and
value orientations (Mannan, 2007; Rienties & Tempelaar, 2012). These characteristics
determine the level of expectations and commitments that students show towards their
education (Mannan, 2007). During their experiences at HEIls, students interact with the
academic and social systems of the institution, and according to Tinto’s interaction model,
students’ level of integration with these academic and social systems is the main determinant
of their attrition or retention (Mannan, 2007; Tinto, 1993). Basically, the main factors that
influence students’ social and academic integration are personal factors (pre-entry
characteristics and goal commitments) and institutional factors (characteristics of the
institution that aid or inhibit student integration) (Knipp, 2016). Integration takes place when
the students’ norms, values and behaviour are aligned with those of the institution (Nunez,
2009). The higher the level of integration with the university systems, the higher the level of
commitment the students have to persist at and complete their degrees (Knipp, 2016), since it
influences the students’ decision to complete their degrees, transfer to another institution, or
drop out. The alignment of norms, values, and behaviour reinforces students’ commitment to
the institution and their educational goals (Deil-Amen, 2011). Lack of integration can be seen

as a result of isolation or incongruence between students and the institution’s intellectual and

22



social communities, hinders the commitment the student has towards the institution, and

therefore can lead to withdrawal (Deil-Amen, 2011).

Figure 1 shows Tinto’s model of student integration.
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Figure 1. A diagrammatic representation of Tinto’s model of student integration. Adapted from
Tinto, 1975, p. 114.

The most supported and researched factors of this model are social and academic
integration, and various studies have found correlations between these and student retention
(Collings et al., 2014). Integration of academic and social functions is regarded as the most
important factor for students to complete their studies at HEIs and to develop fully in society
(Ng et al., 2016). Social integration explains how valuable connections to the social
environment of the university (including staff and peers), contribute to students’ success
(Knipp, 2016). According to Tinto (1993), social interaction takes place during interactions
between students with a certain set of characteristics and other individuals with different
characteristics in the HEI environment. These interactions mainly take place by means of
informal peer group associations, participation in student groups, semi-formal extracurricular
activities, interactions with faculty staff, and experiences in residence halls (Nunez, 2009;

Tinto, 1993). The success of these interactions depends on the social communication, staff
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support, and friendship support that influence a student’s institutional commitments and
educational goals (Deil-Amen, 2011; Tinto, 1993).

Deil-Amen (2011) found that socio-academic interactive experiences are most successful in
creating the type of integration that Tinto (1993) refers to as “competent membership”. It was
found that the main vehicles for this type of integration are (a) formal or impromptu study
groups, (b) interactions in class, (c) access to and communication with students who are similar,
which is facilitated by a set programme or timetable for interactions, (d) mentor relationships
and social-capital interactions, and (e) academically-relevant clubs and activities (Deil-Amen,
2011). Furthermore, Deil-Amen (2011) found that these mechanisms assist students to plan for
academic success by aligning their experiences at the institution with their social identity,
which enabled them to manage their time better. Additionally, Deil-Amen (2011), found that
purely social interactions like going to social events and playing sports are not mechanism for

integration.

According to Van Zyl (2016), Tinto’s model of social integration is especially important in an
HEI context with fragmented social structures. During his visit to South Africa, one of Tinto’s
(2014) key messages was that providing students access to university without the required
support is not an opportunity. The institution is responsible to provide students with the support
they need to interpret the environment in order to be successful (Tinto, 2014).

2.2.2 Kuh’s theory of student engagement
Like Tinto (1975), Kuh (2003), built on the work of Astin (1984), by arguing that

engagement should be defined both by the actions that students take to enhance their own
learning and development and by the intentional efforts that institutions make in investing in
activities that positively influence student success (Kuh, 2009). Kuh (2009) refers to student
engagement as the amount of time and effort that students dedicate to activities that have been
found to assist with desired outcomes of university and the effort that institutions put in to
encourage students to participate in these activities. Therefore, Kuh, Kinzie, Buckley, Bridges,
and Hayek (2006) define student engagement as the participation in educationally purposeful
activities, both inside and outside the classroom, which can lead to a range of measurable
outcomes. Thus, student engagement is measured as a phenomenon that develops from a social
intersection that is dependent on time, place, and interpersonal interactions and is not just

measured in terms of student and institutional behaviours (Hatch, 2010). Kuh’s (2009) theory
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is focused on two main facets that are important to student success: (academic) engagement in

class and engagement outside class that is educationally relevant (co-curricular).

Kuh et al. (2006) argue that student engagement and success are responsibilities of both
students and institutions. Kuh et al. (2006) propose a framework that illustrates this perspective
and the known influences on student success. This framework shows how student engagement
forms a central focus to the factors that influence student success (Hatch, 2010). These factors
are the students’ behaviours and institutional conditions and are focused on students’
experiences at the HEI (Kuh et al., 2006). Student behaviours are features like interactions with
faculty, time and effort students put into their studies, and peer involvement (Kuh et al., 2006).
Institutional conditions that play a role are resources, programmes, practices, and educational
policies (Kuh et al., 2006). According to Kuh et al. (2006), these student behaviours and
institutional conditions are within the institution’s ability to influence and therefore can be
altered to affect optimal student engagement. Therefore, Kuh (2009) states that HEIs can create
programmes that assist to increase student engagement, and therefore increase their chances of
attaining desired educational outcomes (Junco, Heibergert, & Loken, 2010).

2.2.3 Pascarella and Terenzini’s theory on attrition.
Pascarella and Terenzini’s (1980a) theory of student attrition expanded on Astin’s (1984)

theory of engagement and Tinto’s (1975) theory of student integration that has been discussed
in the section above (Burger, 2017). Pascarella and Terenzini (1980b) reviewed six studies
related to Tinto’s model and found that there was substantive evidence to support his concepts
of academic and social integration, and they built on his work to show how integration
influences student success (Pascarella & Terenzini, 1991; 2005; Tuna, Yldirim, & Cakmak,
2017).

Pascarella and Terenzini (1980a) pose that students decide to withdraw because of
interactions between different variables: institutional factors, student background
characteristics, and independent variables (Boice, 2007). Student background characteristics
refer to the students’ expectations of the HEI, openness to change, family backgrounds,
aspirations, goals, secondary school achievements, and personality (Burger, 2017; Pascarella
& Terenzini, 1980a). Institutional factors are aspects like staff and organisational culture,
administrative policies, institutional size, and academic standards (Burger, 2017; Pascarella &

Terenzini, 1980a). Lastly, independent variables that influence students’ decisions are informal
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contact with staff, educational outcomes, and other experiences at HEIs (Boice, 2007; Burger,
2017; Pascarella & Terenzini, 1980a). These three main variables explain changes in students’
cognitive development and learning, which in turn explains their persistence and withdrawal
decisions (Boice, 2007).

Furthermore, Pascarella and Terenzini’s (1980a) theory focuses strongly on the interactions
between faculty and students (Burger, 2017). These interactions are regarded as important to
student success and were found to influence students’ decisions to persist (Scott, 2010).
According to Pascarella (1980), “in order to understand the unigue influence of student-faculty
non-classroom contact on educational outcomes and institutional persistence, it is necessary to
take into account not only the background characteristics which students bring to university,
but also actual experiences of university in other areas” (p. 568) (Boice, 2007).

2.3 Social Integration and the Facilitation of Student Development

As mentioned above, it is important for students to integrate with the social systems of HEIs
to achieve positive outcomes successfully. Once students are integrated with these systems, the
amount of sense of belonging that they experience increases significantly. Therefore, student
success is the ultimate goal for all students, and there are a number of ways to attain it (Miller,
2012). It has been shown that social integration and sense of belonging have a significant effect
on the overall student experience and student success (Miller, 2012). Strayhorn (2012)
describes sense of belonging as a fundamental human need and basic motive that drives human
behaviour. Students who experience a strong sense of belonging are more inclined to persist in
HEIs (Stebleton & Aleixo, 2016). Stebleton and Aleixo (2016) also found that students' sense
of belonging was shaped by their interactions with faculty members and peers. The social
spaces on campus also affect students' transition to university and their sense of belonging
(Stebleton & Aleixo, 2016). Therefore, spaces that enhance engagement and a sense of

community need to be created (Stebleton & Aleixo, 2016).

Vygotsky’s zone of proximal development emphasises how the development of cognitive
functions must be fostered through collaborative activities with the assistance of more
knowledgeable others (Ayas, 2006). Tinto’s theory of student integration built on this premise
of collaborative learning by means of learning communities (Harris, Jones, & Coultts, 2010).

The value and benefits of learning communities include students developing their own self-
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support groups, becoming more active in their own learning, and having a greater sense of
responsibility (Harris et al., 2010; Tinto, 2000). When making use of learning communities to
have students construct knowledge together, students become involved both socially and
intellectually in ways that promote cognitive development (Tinto, 1999). The work of Kuh
affirms that students who actively participate in educationally purposeful activities are more
prone to persist in obtaining their degrees (Quye & Harper, 2015). This statement has been
proven successfully by a couple of researchers (McClenney, Marti, & Adkins, 2007; Trowler,
2010). Therefore, students benefit from experiences in and outside classrooms (Schrader &
Brown, 2008).

Pascarella and Terenzini’s (1980) position on the factors that affect student persistence
correlates with Perry’s stages of cognitive development and King and Kitchener’s (2004)
stages of moral development. According to Pascarella and Terenzini (Burger, 2017; Pascarella
& Terenzini, 1980a), students’ openness to change play a great role in their decisions to persist
at HEIs. This is a reflection of Perry’s dualism stage, in which students are resistant to opposing
beliefs and knowledge (Love & Guthrie, 2002). Perry notes how these students express stress,
sadness, and fear (Love & Guthrie, 2002), which can explain why they are unable to integrate
successfully with the social systems of HEIs. Similarly, according to King and Kitchener,
students who are in the pre-reflective thinking stage of moral development often experience
uncertainty when confronted with unclear answers and difficult problems (Chan, 2008), which

is also a reflection on how they are not open to change and new situations.

Tinto’s work also shows how acknowledging the importance of social development in the
learning context leads to developing a sense of connection between students (Harris et al.,
2010). This takes please when inherent social contact (like eating lunch together) is
incorporated with the learning event (Harris et al., 2010). The conditions that Baxter Magolda
identifies as critical for learning share many similarities with the conditions for learning that
have been established for learning communities (Tinto, 1998). Baxter Magolda states that
validation, situated learning, and shared learning are conditions for learning (Tinto, 1998). This
need of valuable social connections is explained by Chickering’s (1969) vector of student
development of freeing interpersonal relationships. According to Chickering, students have a
need to form mature interpersonal relationships and to be accepted by their peers (Long, 2012).
Tinto agrees that mature interpersonal relationships and acceptance are key factors to students’

social integration (Deil-Amen, 2011).
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Tinto (1993) argues that student development and learning are determined by students’
involvement in their environment. This involvement is necessary for integration to take place,
which in turn is necessary to increase the probability of persistence (Knipp, 2016). Tinto (1993)
emphasises that in the developmental stage of students’ lives, they are largely influenced by
the quality of the relationships that they foster (Tinto, 1993).

2.4 Chapter Summary

The aim of this chapter was to highlight student development in the social and cognitive
domains. The domain of cognitive development included theories on learning, stages of
cognitive development and stages of moral development. Moreover, in the domain of
psychosocial development theories, different perspectives on stages of social development
were discussed. Furthermore, the ways in which students' social integration influences their
commitment to persist at HEIs were emphasised. In this chapter, it also became evident that,
for students to persist at HEISs, the required support needs to be provided. Two of these support
structures are peer learning and peer support. In the next chapter, the concepts of mentorship

are explained, especially how peer mentorship aids student success at university.
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Chapter 3: Mediated Learning Experience and Peer Mentoring

This chapter commences with the theory of MLE by providing an explanation of the model
of MLE and the MLE principles. The concept of mentorship is explained by defining
mentorship, mentorship roles, and the benefits of mentoring relationships. The mentor-mentee
relationship is explained, the benefits of peer mentor relationships are explored, and specific
focus is placed on peer mentor programmes at HEISs.

3.1 Mediated Learning Experience

In the previous chapter, it was explained how Vygotsky strongly emphasised the role of
social interactions and human mediation in the individual’s cognitive development and
meaning-making processes (Thurman, 2009; Vygotsky, 2004). However, Vygotsky never
expounded on this concept of human mediators or mentors (Silver, 2009). Piaget describes
social interaction between peers of equal ability who try to understand each other’s perspectives
as the most effective social interaction (Tzuriel & Shamir, 2007). Piaget describes this
cooperation as a means of developing logical thought when peers discuss perspectives that
differ but come to a logical resolution (Tzuriel & Shamir, 2007). Vygotsky differs from this
view by arguing that interactions with a better-endowed partner is more effective than
interactions with a same-level partner (Tzuriel & Shamir, 2007). He shows how cognitive
development takes place when peers, with varying cognitive abilities, work together to
complete a task (Tzuriel & Shamir, 2007). Tzuriel and Shamir (2007) found that learning was
enhanced when learners were exposed to peers who had received training in MLE and were
intentional about fostering the development of their partners. Therefore, this study shows a
strong alignment between Feuerstein and Vygotsky’s theories on collaborative learning
(Tzuriel & Shamir, 2007). Feuerstein shared Vygotsky’s beliefs in the importance of human
mediation and cultural transmissions and built on these ideas by developing an arrangement of
didactical tools that enhanced the human condition (Silver, 2009). One of the core features of
Feuerstein’s approach is the conceptualisation of an individual as a system that is open to
modification by mediating agents (Shamir, Zion, & Spector-Levi, 2008). This
conceptualisation bears many similarities to Vygotsky’s (1978) Zone 1 of proximal
development (Shamir et al., 2008). However, Feuerstein differs from Piaget’s view by
believing that intelligence is modifiable and not static in nature, as Piaget describes it (Pruit,

2011). Furthermore, with this view, Feuerstein contrasted with Piaget’s theory of an
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individual’s cognitive development being restricted to his or her innate ability, maturity, and
environment (Pruit, 2011). Even though both Piaget and Vygotsky explored the influence of
peer learning and the environment on an individual’s cognitive development, Feuerstein’s
research made it possible to focus the attention on human mediators in the learning process
(Pruit, 2011).

3.1.1 The theory of mediated learning experience (MLE)
Feuerstein’s theory of MLE describes a unique form of interactions between a learner and a

mediator (Feuerstein, 2000). Mediated learning occurs when human mediators are placed
between the mediatees and the stimuli from the environment and between the mediatees’
response to the environment and the stimuli (Feuerstein, 2000; Seabi, 2012; Silver, 2009). The
roles of the mediators are to translate and transform the stimuli in the environment and the
mediatee’s response to these stimuli (Seabi, 2012; Silver, 2009). Feuerstein perceived peers as
directing and shaping mediatees’ development by being active-modifying agents and therefore
ideal human mediators (Shamir et al., 2008).

Thus, MLE interactions are a process in which mediators interpose themselves between a
set of stimuli and the mediatees to modify the stimuli (Tzuriel, 2000). Therefore, the mediators
interpret the world for the mediatees by selecting and filtering stimuli to which the mediatees
are exposed with the purpose of affecting their development (Silver, 2009). The mediators are
responsible for controlling the quantity and quality of stimuli to which the mediatees are
exposed and are responsible for controlling the mediatees’ responses (Silver, 2009). These
interactions between the mediators and mediatees are seen as crucial for the development of
the mediatees’ cognitive modifiability (Tzuriel & Shamir, 2010). Cognitive modifiability refers
to the mentees’ ability to make use of principles, competencies, and patterns learnt in the past
to adapt to new circumstances (Tzuriel & Shamir, 2010). In the graphic formula for MLE In
Figure 2 below, it can be seen that the “S” represents the stimulus, “H” the human mediator
and “O” the mediatee (Silver, 2009).
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Figure 2: A diagrammatic representation of Feuerstein’s model of Mediated Learning
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Experience. Adapted from Feuerstein, 1999, p. 16.

The concept of cognitive modifiability forms a foundation for Feuerstein’s theory of MLE
(Tzuriel & Shamir, 2007). Feuerstein sees cognitive modifiability as mediatees’ predisposition
to learn from new experiences and opportunities, and their ability to change their own cognitive
structures (Tzuriel & Shamir, 2007). Silver (2009) refers to Feuerstein who describes cognitive
modifiability as the human brain that has an open system with plasticity that enables it to be
flexible and to grow and change structurally throughout the lifetime (Feuerstein & Rand, 1981;
Feuerstein, Klein, & Tannenbaum, 1994). Individuals’ levels of cognitive growth depend on
the events they experience during their formative years and based on both direct exposure to
stimuli in the environment and MLE (Tzuriel & Shamir, 2007). This concept of cognitive
modifiability places the focus on the quality of interactions between mediators and mediatees
as methods of developing the mediatees (Silver, 2009). This concept compensates for the

mediatees’ cultural deprivation and the resulting weak structural modifiability (Silver, 2009).

3.1.2 Mediated learning experience principles
To distinguish normal interactions from MLE, Feuerstein developed a system of MLE

criteria (Silver, 2009). The first three criteria, which are intentionality/reciprocity, meaning-
making, and transcendence, should be present to have a quality MLE (Feuerstein, 2000).
Additional criteria to MLE refer to the diversity of the human condition (Silver, 2009). These
criteria are related strongly to individuals’ culture and are task dependent (Silver, 2009). The
use of these criteria depends on the needs of the individual, skills that are required to be

mastered, levels of motivation, and cognitive development (Silver, 2009).
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a) Mediation of intentionality and reciprocity is the abilities of the mediators to concentrate
on the needs of the mentees and then to shape the task at hand accordingly (Tzuriel & Shamir,
2007). The intentionality of the mediators differs from a teacher’s intentionality in that the
mediators do not teach the mediatees to solve a problem, but are rather concerned with how
the mediatees solve the problem (Feuerstein, 2000). Reciprocity is the willingness of the
mediators to be attentive to the responses of the individuals (Tzuriel & Shamir, 2007). Both
the mediators and the mediatees need to see each other on the “same level” in the sense that
they are both on the same journey to find the correct answer (Feuerstein, 2000; Tzuriel &
Shamir, 2007).

b) Mediation of meaning is used during the MLE process by the mediators to demonstrate
to the mediatees the reason for the tasks at hand, the significance thereof, and the mediatees’
abilities to accomplish the tasks (Tzuriel & Shamir, 2007). The mediators strive to show the
mediatees the significance of the mediatees’ accomplishments (Feuerstein, 2000). By doing
this, the mediators cause the mediatees to reflect on the process of how these accomplishments
have been achieved (Feuerstein, 2000; Tzuriel & Shamir, 2007).

¢) Mediation of transcendence is the ability of the mediatees to apply strategies and learned
approaches in unmediated situations after the MLE process (Tzuriel & Shamir, 2007). The
mediators teach the mediatees to generalise strategies and methods learnt to other scenarios
(Feuerstein, 2000; Tzuriel & Shamir, 2007).

d) Mediation of the feeling of competence. This refers to interactions between the mediators
and mediatees in which the mediators reward success, give positive feedback, and organise the
environment and learning in such a way that mediatees see themselves as able to function
successfully and independently (Tzuriel & Shamir, 2010). The mediators also reward the
mediatees for their efforts to cope with and organise the environment and to master the situation
(Tzuriel & Shamir, 2010). This feeling of competence is conveyed to the mediatees when the
mediator interprets their behaviour positively by clearly specifying correct or incorrect aspects
(Tzuriel & Shamir, 2010). This interpretation of behaviour is seen as a metacognitive

component that improves the mediatees’ reflective thinking (Tzuriel & Shamir, 2010).

e) Mediation of regulation and control of behaviour. This criterion comprises the mediators’

management of the mediatees’ behaviour before, during, and after performance of the task
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(Tzuriel & Shamir, 2010). The mediatees’ behaviour is regulated when mentors inhibit the
mediatees’ tendencies to react impulsively to a stimulus (Tzuriel & Shamir, 2010). This
happens when the mediators systematically explore tasks, sequence components of
information, and review performance after the tasks have been completed (Tzuriel & Shamir,
2010). Furthermore, the regulation and control of behaviour can be mediated by making use of
methods like inhibition, the verbal anticipation of answering before acting, focusing on task
characteristics and task components, modelling of self-control, and prompting metacognitive
strategies after performance of the task (Tzuriel & Shamir, 2010).

f) Mediation of sharing behaviour. This criterion refers to the joy of working together
towards shared goals in a shared experience (Silver, 2009). Peer mediation has an especially
powerful effect on development of sharing behaviour (Silver, 2009).

g) Mediation of individuation and psychological differentiation. This criterion assists the
mediatees to become more self-reliant and assertive (Silver, 2009). Diversity is celebrated,
respected, and regarded as an important aspect of cultural transmission (Silver, 2009).

h) Mediation of goal-seeking, goal-setting, and goal-achieving behaviour. This criterion
helps the mediatees to strive towards something that needs to be planned and visualised (Silver,
2009). The mediatees learn to choose specific goals and are then assisted by the mediators to

acquire the needed tools to accomplish the goal (Silver, 2009).

i) Mediation of challenge: The search for novelty and complexity. This criterion assists the
mediatees to cultivate readiness to learn from many different experiences (Silver, 2009). This

readiness teaches the mediatees to be more open and adaptable to new situations (Silver, 2009).

J) Mediation of the awareness of the human being as a changing entity. This criterion allows
the mediatees to reflect on their personal journey of development and envision the path that
they still need to travel (Silver, 2009). They become aware that some mediatees take longer to

achieve their goals than others do (Silver, 2009).

k) Mediation of the search for an optimistic alternative. This criterion motivates the
mediatees to choose a journey of cognitive growth by developing the ability to persist with

optimism during difficulties (Silver, 2009). Mediatees are encouraged to anticipate a positive
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rather than negative outcome and see problems and challenges as opportunities for growth
(Silver, 2009).

I) Mediation of the feeling of belonging. The development of a sense of belonging to a social
group through mediation of feeling of belonging is very important to the development of the
mediatees (Silver, 2009).

Feuerstein used these principles of MLE to develop numerous cognitive intervention
programmes (Kozulin et al., 2010). Feuerstein also developed applied methods to form a
powerful and practical framework for interventions that have the main objective of
transforming the mediatees to be modifiable, innovative, and autonomous member of society
(Silver, 2009).

The effect of MLE was confirmed when Shamir et al. (2008) conducted a study to test the
difference between the effect of structured peer mediation and general peer-assisted learning.
They found that mediatees who were exposed to mediators who had received peer mediation
training showed greater depth of critical thinking, enhanced cognitive modifiability, and
increased self-regulated learning abilities (Shamir et al., 2008). Training in peer mediation
teaches mediators to mediate peers in “a self-regulated problem-solving learning process”, and
they are familiarised with the five MLE problem-solving principles that guide the mediation
process (Shamir et al., 2008). These constructs of mediation include (1) focusing on the
stimulus, (2) searching for processes, (3) rules of learning, (4) labelling of the objects, and (5)
regulation of behaviour before, during, and after solving the problem (Shamir et al., 2008).
This study confirmed the value of peer mediation in reinforcing higher-order thinking (Shamir
et al., 2008). Shamir and Tzuriel, (2004) found similar results in their study and found that
mentees who had not received any training but were only taught mediation by their peers had
high levels of mediation strategies. This can be ascribed to the ability of their mediators to
incorporate better teaching strategies that are based on MLE (Shamir & Tzuriel; 2004).

Feuerstein’s theory of MLE provides the opportunity to reflect on how the mediatees’
cognitive abilities can be modified so that they can be enabled to adapt to their environment
and be provided with the cognitive tools needed to become independent and innovative learners

in their environment (Silver, 2009).
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3.2 Mentorship

As explained in the section above, the main premise of Feuerstein’s theory of MLE is that
learning occurs when mediators guide learners in a certain direction, content, or topic and assist
them to interpret the information (Pruit, 2011). Feuerstein strongly emphasised the roles of
these mediators as a significant influence in the mediatees’ development (Silver, 2009).
Feuerstein often ascribed the roles of mediators to those of the mediatees’ mentors
(Brumovska, 2007). He regarded mentors as significant adults or peers who mediate the society
and culture (Brumovska, 2007). Research suggests that mentoring is a viable means of
improving student success and has been found to affect numerous student outcomes such as
students’ grades and their decision to persist at HEIS positively (Sorrentino, 2006). Improving
the success of students at HEIs has become a very important matter for educators,
administrators, and policy makers alike (Crisp, 2010; Hanson, Trolian, Paulsen, & Pascarella,
2016). Many students who enter their studies at HEIs do not always receive the academic and
social support that they require to succeed (Krause & Coates, 2008; Nora & Crisp, 2007).
However, research has found that mentorship programmes, whether formal or informal, are
able to increase the amount of support that students experience significantly and therefore
affect their academic performance and decisions to persist until graduation positively (Egege
& Kautieleh, 2015; Collings et al., 2014; Jakubik, Eliades, & Weese, 2016; Nora & Crisp, 2007).

3.2.1 Defining mentorship
According to Vygotsky’s theory, learning takes place when there is interaction between

individuals and persons or mentors who are more competent (Tzuriel & Shamir, 2010). For
this learning process to be successful, mentors should have more experience than the mentees
and be able to assist the mentees to organise, synthesise, and apply new knowledge learnt
(Tzuriel & Shamir, 2010). Therefore, mentors first have to ascertain what the mentees know in
order to progress at a pace that is suitable for the mentees’ capabilities (Tzuriel & Shamir,
2010). Using MLE is an effective method to ensure learning takes place in these ways (Tzuriel
& Shamir, 2007). Another theory that assists to explain the achievements of mentoring with
regard to affecting mentees’ success is the theory on social interdependence, which shows how
individuals share common goals and each respective success is influenced by another’s actions
(Hanson et al., 2016). This theory shows that shared goals determine how individuals interact
with one another, hold each other accountable, and use their social skills (Hanson et al., 2016;
Johnson & Johnson, 2009). Collings et al. (2014) confirmed this theory when they found that
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mentees who had been peer-mentored showed higher levels of integration to the university,

which motivated the students to persist in their studies.

Mentors help other people to move through an important life transition and encourage and
assist individuals to attain personal goals (Dominguez, 2013). Mentors also guide less
experienced individuals by modelling positive behaviour and building a trust relationship
(Jakubik et al., 2016). The traditional form of mentoring is structured around the model of one-
to-one mentoring (Collings et al., 2014). However, there are various other forms of mentoring,
such as co-mentoring or peer mentoring and group mentoring, all of which depend on the
context of the mentoring relationship and the experience of the individuals (Dominguez, 2013).
Mentoring is based on a helpful relationship centred on mutual trust and respect (Jakubik et al.,
2016). The mentoring relationship originated from advising and counselling and can be either
informal or formal (Crisp, 2010). Mentoring is defined as a process that enables individuals
who are more experienced (mentors) to assist and nurture the development of people who are
less experienced (mentees), and the desired outcome is that learning takes place for both
(Collings et al., 2014). It is also a protected relationship in which learning, exchange, and
experimentation can occur and new abilities, insights, and knowledge can be obtained (Jakubik
etal., 2016).

3.2.2 The mentor-mentee relationship
Crisp (2010) explains that mentoring is no longer limited by a single relationship with a staff

member, but is often provided by many people in the students’ lives, such as staff, senior
students, friends, peers, religious leaders, and/or family members. Therefore, different types of
mentoring can take place with students at HEIs. The types of mentoring relationships differ
with regard to the training of the mentors, location and frequency of contact, guidelines for
meetings, and the specific group of students that is targeted (Nora & Crisp, 2007). According
to Leidenfrost, Strassnig, Schabmann, Spiel, and Carbon (2011), mentoring relationships differ
in terms of the different mentoring styles; they can provide different types of activities,
different forms of support or have different structures. Langhout, Rhodes, and Osborne (2004)
identified four different mentoring styles, namely (1) moderate mentors who provide
conditional support and moderate levels of structure and activities, (2) unconditionally
supportive mentors who provide moderate levels of structure and activity and high levels of
support, (3) active mentors who provide the highest levels of activity but lower degrees of

structure, and (4) low-key mentors who provide high levels of support, but the lowest amount
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of activity. The higher the levels of activities and support, the higher the level of mentor
commitment that is considered (Langhout et al., 2004). According to Jacobi (1991), five
components form the basis for a mentor relationship: (1) the focus is on achievement, (2) it is
a reciprocal relationship, (3) it is a personal relationship, (4) the mentors carry more experience
and achievements than the mentees do, and (5) mentors offer emotional support, assistance
with career and professional development, and role modelling (Fuentes, Alvarado, Berdan, &
DeAngelo, 2014).

A broad range of terms refers to the range of support and learning experiences that students
encounter at HEIs (Hewitt, Irby, Boswell, & Lynch, 2016), namely tutoring, coaching, and
academic advising. These terms are often confused and may have some similarities with the
mentoring relationship (Hewitt et al., 2016). Irby (2012) states, “In general, mentors can coach,
but coaches hardly ever mentor, and mentors and coaches can tutor, but tutors rarely mentor or
coach” (p. 297). This statement provides an overview of how each of these terms differs.
Tutoring is used to provide students with a means to promote effective learning and to enhance
students’ engagement (Lee, Hong, & Choi, 2017). Tutors are employed to support quality
learning by providing support to the lecturer’s teaching and learning by means of individual
feedback and assistance to students (Lee et al., 2017). The scope of tutoring is narrower, often
focused on academic learning, and is short-term in duration, while mentoring is long-term, has
a broader scope, and involves guidance (Goodlad, 2013). Coaching is a process that helps an
individual acquire skills by using coaching techniques that aim to assist the individual to have
more control over his or her life (Moran & Brady, 2010). Coaching is aimed at the mentally
healthy to assist them to reach their full potential (Moran & Brady, 2010). Mentors make use
of certain coaching skills to serve mentees, but their roles involve additional tasks such as being
role models, consulting about industry-specific information, and supporting the mentees’
growth and development (Moran & Brady, 2010). Academic advisors are more focused on the
daily academic well-being of students such as class attendance, studying, and time management
and refer students to appropriate support channels when they require more than advice
(Robbins, 2012). Academic staff members usually fill the role of academic advisors, which is
rarely given to peers (Robbins, 2012). In academic advising, the ratio of student-advisor is
much higher than in a mentoring relationship, and there is rarely a continued relationship
between the student and advisor (Robbins, 2012). These advising sessions can often also take

place in group settings (Robbins, 2012).
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Mentors’ roles are to support mentees, challenge their ideas through conversation, and assist
them with goal setting towards a future plan for success or career development (Cheatham,
2010). Thus, these roles are based on facilitation, guidance, and advice (Colvin & Ashman,
2010). Mentors have usually followed the same path on which the mentees are embarking;
therefore, they can assist with defining and working through challenges that might come up
(Dominguez, 2013). Mentors should also have knowledge about the nature of learning and
understand how the helping relationship works (Colvin & Ashman, 2010). Effective mentors
should be engaged, authentic, dependable, and available to assist with mentees’ needs
(Dominguez, 2013). Feuerstein states that mentors are responsible for the quality of the mentor
relationship, and once this quality has been established, the relationship has a bigger effect
(Brumovska, 2007). Feuerstein (2000) prescribes certain characteristics that mentors should
have to be effective (Brumovska, 2007). Firstly, mentors should have the right motivation to
act as mentors, which includes the desire to pass on knowledge, behaviour, and understanding
of the world for mentees to grow in a similar way (Brumovska, 2007; Feuerstein, 1988).
Mentors should also be committed to the mentoring relationship and have an intention to pass
on their experiences to mentees to assist them in developing their personalities (Brumovska,
2007; Feuerstein, 1988). With regard to the role of the mentees, they are in no way passive in
the process, since the emphasis is on a reciprocal relationship within a structured, supportive
framework (Barkham, 2005). Barkham (2005) describes the roles of the mentees by referring
to a certain set of characteristics that they must possess to render the mentoring relationship
successful. These characteristics include being open and honest, being prepared to listen and

reflect, respecting the mentors’ advice, and being prepared to ask for help (Barkham, 2005).

The mentoring relationship holds benefits for mentors and mentees due to the two-way
nature of the process (Jakubik et al., 2016). It is to the benefit of mentees when they feel
supported enough to be able to work through challenges they might face (Dominguez, 2013).
Mentees also have constant access to the experience and knowledge that mentors bring to the
relationship (Dominguez, 2013). Mentees feel more comfortable and encouraged to pursue
their goals or advance in their careers (Canter, Kessler, Odar, Aylward, & Roberts, 2012).
Through the mentoring process, mentors also benefit by gaining confidence in their own
abilities and leadership skills (Canter et al., 2012). Halpin et al. (2017) found that being mentors
is beneficial to mentors themselves when the amount of anxiety and stress that they experience

decreases and their resilience increases. Schmidt and Faber (2016) also show how the

38



mentoring relationship benefits mentors in terms of their own professional development and

competence, institutional recognition, and personal satisfaction.

3.2.3 Peer mentoring
Staff-student interaction is regarded as critical for quality undergraduate education, because

it provides tangible benefits for students, staff members, and institutions (DeAngelo, Mason,
& Winters, 2016). Aside from peers, staff members serve as the primary agents of socialisation
for students (DeAngelo et al., 2016). Therefore, staff members play a pivotal role through their
relationships and informal contact with students (Fuentes et al., 2014). Most types of informal
contact and regular staff-student interactions tend to develop into mentoring relationships
(DeAngelo et al., 2016). The mentoring relationship between staff and students offers direction
to students throughout their educational experience and increases their confidence in their
abilities (Crisp & Cruz, 2009). Therefore, staff members have the potential to play a vital role
in contributing to successful student outcomes (Fuentes et al., 2014). Johnson (2007) refers to
the staff-student relationship as “a useful and career-enhancing academic apprenticeship”
(Dominguez, 2013). Furthermore, the research study done by Fuentes et al. (2014), found that
staff-student mentoring holds many benefits for students, such as career and educational
aspirations, degree satisfaction, adjustment, academic success, persistence, and social
development. However, Collings et al. (2014) explain that most HEIs no longer focus on the
staff-student model, but concentrate on peer mentoring, since it has proven to have a larger

effect on the undergraduate retention strategy.

High levels of student dropout have motivated HEIs to develop formal support methods in
the form of peer mentoring (Collings et al., 2014). Chester et al. (2013) state that a peer
mentoring relationship can assist student success in the areas of competence, resourcefulness,
connectedness, purpose, and culture and can encourage meaningful and strategic approaches
to learning. Therefore, peer mentoring has become a basic feature of a model for student
adjustment and persistence (Egege & Kautieleh, 2015). Chester et al. (2013) found that
participation in a peer mentoring relationship has a significant effect on the academic
performance of the mentees, and they found a higher proportion in higher grades after exposure
to a peer mentoring relationship. Peer mentoring is focused on senior students assisting newly
entering students to adjust better to the new environment and assist them with module-related
problems and concerns (Husband & Jacobs, 2009). Strong evidence exists that supports the use

of peer mentoring for first-year students to increase their academic success, self-efficacy and
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well-being (Chester et al., 2013). Collings et al. (2014) show that mentoring prevents the

decline in self-esteem of mentees.

In their study, Nora and Crisp (2007) developed a theoretical framework focused on
undergraduate students, which explains that the experience of mentoring is based on four
similar forms of support. Their study was based on the premise that the effect of mentorship
on student success should be measured by not only academic performance and persistence to
study, but also student outcomes that explore the experiences of mentors and mentees.

a) Psychological and emotional support. The first domain of support is
psychological/emotional support, which involves mentors listening to students’ adjustment
challenges and assisting them in solving personal or social problems (Holt & Fifer, 2016; Nora
& Crisp, 2007). Mentors assist in increasing mentees’ sense of belonging by providing moral
support and building a supportive relationship (Holt & Fifer, 2016; Roberts & Birmingham,
2017).

b) Goal setting and career paths. In the second domain of support, goal setting, and
career paths, mentors assist mentees with setting academic and career goals (Roberts &
Birmingham, 2017). Mentors assess mentees’ abilities and weaknesses and provide assistance
with decision making (Nora & Crisp, 2007; Roberts & Birmingham, 2017). This domain
involves an exploration of mentees’ interests, encouragement of critical thinking when
envisioning the future, a process of reflection on the current plans of the mentees, and then a

respectful challenge of the reasoning of the explanations provided (Nora & Crisp, 2007).

c¢) Academic subject knowledge support. In the third domain of support, mentors advance
mentees’ knowledge that is relevant to their chosen field of study by educating and challenging
them academically (Nora & Crisp, 2007; Roberts & Birmingham, 2017). This includes
reviewing the work mentees have done, assisting them to learn and review content, and

assisting them to access additional support (Holt & Fifer, 2016)

d) Role model. The last domain of support focuses on mentors as role models and the
ability of mentees to learn from the mentors’ actions, accomplishments, and weaknesses (Nora
& Crisp, 2007; Roberts & Birmingham, 2017). This takes place when mentors self-disclose the
challenges they faced during their adjustment to the HEI environment (Holt & Fifer, 2016).
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More emphasis is placed on the mentors sharing feelings and experiences in order to enrich the
relationship (Nora & Crisp, 2007).

Furthermore, in their study, Chester et al. (2013) found that the effectiveness of a peer
mentoring can be increased by providing sufficient training for the mentors, having shorter
mentoring sessions, and by supporting the mentees’ ability to manage their academic
performance anxiety. It is important that mentors be established as a knowledgeable authority
in the mentees’ developmental process (Chester et al., 2013). Hammil, Best, and Anderson
(2015) found that peer mentors function better when they have clear criteria for outcomes that
they need to accomplish or attain, because it enables them to be intentional in their actions and

behaviour towards their mentees.

3.2.4 Peer mentor programmes in higher education.
Mentoring has been established at HEIs in response to the large number of students that fail

to persist until graduation (Egege & Kutieleh, 2015; Nora & Crisp, 2007). The main goal of
mentoring, irrespective of the type of relationship and population of students that it targets, is
student persistence and success (Nora & Crisp, 2007). Research shows that when students first
arrive at HEIs, they often feel very isolated and anonymous, especially those in large classes
(Egege & Kutieleh, 2015). Most of these students fail to persist in their studies due to
insufficient social connections and minimum personal contact with academic staff (Egege &
Kutieleh, 2015). This lack of engagement reduces the students’ sense of belonging, which
Krause & Coates (2008) confirm to be the most important component that motivates students’
decisions to persist until graduation. To nurture this sense of belonging in students, HEIs have
started to implement mentoring as a mechanism to introduce students to the environment and
thus assist with adjustment (Egege & Kautieleh, 2015; Kift, 2004). In their study, Nora and
Crisp (2007) found that mentoring relationships that are designed to assist students to adjust to
and succeed in their HEI degrees should be able to provide them with psychological support,
assist with goal setting and career paths, provide academic knowledge support, and provide a

role model.

Peer mentor programmes at HEIs provide excellent opportunities for individual growth and
development, specifically in terms of academic advancement (Leidenfrost et al., 2011,
Skaniakos, Penttinen, & Lairio, 2014). Researchers have found how HEIs benefit immensely

from these peer mentor programmes and profit from the reductions in dropout rates
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(Leidenfrost et al., 2011). The aim of peer mentor programmes is to establish a system of
support that is able to orientate first year students successfully to their new educational
environment (Skaniakos et al., 2014). These peer mentor programmes often take place during
the first few weeks and months, once classes commence (Skaniakos et al., 2014). Peer mentor
programmes are often based on second- or third-year undergraduate students that mentor and
support new first-year students (Collings et al., 2014). These senior students possess the recent
experiences of issues with which first-year students may be struggling (Collings et al., 2014).
These mentors tend to be senior students in the same field of study as the mentees (Skaniakos
et al., 2014). The activities of these mentoring relationships include practical information
sessions (on student services and student life), academic support, and assistance with study
skills (Skaniakos et al., 2014). Peer mentor programmes serve more in a psychological function
than in career-related functions and provide increased social support (Leidenfrost et al., 2011).

The peer mentor programme at the UFS has been established in the residences and is
focussed on fostering a sense of belonging by assisting with social integration. All new first-
year students are allocated to groups of eight to ten to senior students in the residences who
have taken up the role of mentors. These mentors facilitate a co-curriculum programme that
consists of eight lessons focused on values to first-year students during the course of the year.
These value-focused lessons include discussions on topics such as mercy, forgiveness,
compassion, and acceptance and are focused on defining these concepts and exploring ways of
integrating these concepts with students’ daily lives. The mentors are also expected to have
regular individual meetings with their mentees throughout the year. This peer mentor
programme aims to encourage students to reach their full potential and to teach them certain
skills that can facilitate the development of individuals of good character that are resilient in

different circumstances. All the residences at the UFS participate in this programme.

3.3 Chapter Summary

In this chapter, Feuerstein’s theory of MLE was explored to show how intentional
interactions between mentors and mentees can assist to shape mentees’ cognitive growth,
control of behaviour, goal-achieving behaviour, and optimistic attitude towards challenges and
problems. Different perspectives on mentoring were discussed, and the roles of mentors and

the benefit of a mentoring relationship were explained. It was shown how mentoring
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relationships at HEIs significantly affect first-year students’ academic performance, sense of

belonging, and commitment to their studies.
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Chapter 4: Research Methodology

In this chapter, the methodology followed in this research study is explained. The research
aims are described by stating research questions. In the description that follows, the research
approach and design that were used are explained. The research participants, sampling
procedures, and data-gathering process are discussed. Next, the data-gathering and data-
analysis processes are described. Lastly, the ethical dilemmas that were considered in this study

are explained.

4.1 Research Aim

In the previous chapters, arguments were put forward for the importance of social
integration and peer mentoring in student success. Therefore, the aim of this research study
was to explore and describe the experiences of social integration in a peer mentor programme.
To achieve the aims of the study, the following research questions were formulated:

a.) What experiences do first-year students who are involved in a peer mentor
programme have with regard to social integration?
b.) What experiences do mentors who are involved in a peer mentor programme have

with regard to social integration?

4.2 Research Approach and Design

A non-experimental, qualitative approach was chosen for this research to provide
participants with the opportunity to describe their experiences in ways that would enable the
researcher to explore complex processes and phenomena hidden within the data (LaSala, 2005).
The research was also descriptive and exploratory in nature to provide greater in-depth

understanding of the participants’ experiences (Thomas et al., 2012).

Since the purpose of qualitative study is to provide clear reflection on the subject of the
research question (Koerber & McMichael, 2008), a qualitative approach was deemed ideal for
the purposes of this study. Qualitative data gathering typically involves constant interaction
between the participants, data, and the researchers (Bowtell et al., 2013). This data provide the
researcher with valuable information (Blundell & Dias, 2000), because the researcher can
observe natural occurrences (Sousa, Driessnack, & Mendes, 2007). Similarly, Attride-Sterling

(2001) assert that qualitative methods are becoming very popular due to the contributions they
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make towards a deeper understanding of social phenomena and their dynamics. However, when
using this methodology, it is important to keep limitations of the method in mind, such as
paying careful attention to describing the process of the research, in order to ensure the validity
thereof (Creswell & Miller, 2000). Fereday and Muir-Cochrane (2006) emphasise this notion
when they describe qualitative research as rigorous, and state that it includes processes like
thorough planning, constant scrutiny of research questions and valuable results, the fact that it
is also important to keep a good argument in mind, and to use methods that are suitable to the
research question. Koerber and McMichael (2008) state that qualitative data are not always as

representative as quantitative data are.

By exploring a previously unexamined phenomenon for which no current theories exist,
researchers are able to make practical assumptions about the extent to which the findings of
the research can be transferred to other contexts (LaSala, 2005). The use of an exploratory
research design was ideally suited for this study, because it involved a previously understudied
field, set a platform to discover a rich set of information about life events and experiences, and
would assist the researcher to develop a model that would be applicable to different contexts.
Therefore, exploratory research was valuable to this study by assisting to gain new insights

into occurrences of social integration.

Descriptive qualitative research is regarded as useful to explore the meanings behind certain
life events (Thomas et al., 2012) and very valuable in describing previously unexplored areas
of study (LaSala, 2005). Ritchie and Lewis (2003) portray a descriptive approach as aiming to
report an understanding of the views of the participants being studied. The fundamental
purpose of this type of research is to explore and describe the intrinsic nature of participants
with regard to the phenomenon being studied (Ritchie & Lewis, 2003). For these reasons, the
design used in this research was descriptive in nature. A limitation to using a descriptive
approach is that it can be dismissed as mere journalism due to the data not being converted into
non-concrete themes and concepts; therefore, it cannot be used to construct a theory (Ritchie
& Lewis, 2003).

4.3 Research Participants and Sampling

Participants in the peer mentor programme in this study were first-year (mentees) and senior

(mentor) students in residences of the UFS.
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Purposive sampling which involves the selection of information-rich cases within a
relatively small group (Teddlie & Yu, 2007) was used to select mentees and mentors. The
participants in the purposive sample had knowledge and experience regarding the phenomenon
being studied; therefore, they had certain characteristics (Koerber & McMichael, 2008). For
this reason, when selecting a sample for focus groups, it is important to remember that the
groups should be homogenous in terms of backgrounds and experiences (Patton, 2015).
However, Koerber and McMichael (2008) recommend that the most extensive perspectives
possible are included in the sample. Patton (2015) advises that the rationale and purpose of the
study should be used as a basis to select the purposive sample. Consequently, the sample is
selected according to the aim of the study (Koerber & McMichael, 2008). However, a risk of
purposive sampling is that the chosen sample may be too large for the resources that researchers
have at their disposal (Koerber & McMichael, 2008). Another limitation, according to Koerber
and McMuichael (2008), is that the perspectives in the sample may not be sufficiently diverse
to represent the widest variety available. An additional limitation occurs when researchers
wilfully construct the sample in such a way that they attain their desired results (Koerber &
McMichael, 2008). Nevertheless, the strength of this method is that only a small sample size
is required (Patton, 2015). This sampling method was ideal for this study, because it enabled

the researcher to select participants that could shed light on the research aims.

Residences were chosen according to the purposive sampling method, and the managers of
the residences were requested to assist with arranging the focus group discussions with the
participants. The mentees of each residence were selected at and invited to the focus group
discussions. The discussions were held in informal settings at the residences, and the researcher
ensured that they took place in a comfortable, quiet environment. Six focus group discussions
were held with the mentees: three at female residences, two at male residences, and one at a
mixed-gender residence. For the focus group discussions with the mentors, residences were
chosen, and the discussions were held with the full group of mentors of that particular
residence. Six focus group discussions were held with the mentors, four with female residences,
one with a male residence, and the other discussion was held with a mixed-gender group.
Therefore, a total of 46 mentees and 44 mentors participated in the research study. The table
below illustrates the demographic details of the participants.
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Table 1

Focus Groups’ Demographic Details

Mentee/Mentor = N Gender
Focus group 1 Mentees 8 Females
Focus group 2 Mentees 8 Males
Focus group 3 Mentees 9 5 Males
4 Females
Focus group 4 Mentees 6 Females
Focus group 5 Mentees 7 Males
Focus group 6 Mentees 8 Females
Focus group 7 Mentors 8 5 Males
3 Females
Focus group 8 Mentors 7 Females
Focus group 9 Mentors 8 Females
Focus group 10 Mentors 8 Males
Focus group 11 Mentors 6 Females
Focus group 12 Mentors 7 Females

4.4 Data Collection

Data were collected in the form of focus group discussions. This was based on Ritchie and
Lewis’ (2003) advice that, when the study is concerned with a service or programme, a
reasonable quantity of information is needed to provide accurate descriptive evidence of the
participants’ experiences in the service or programme. Focus group discussions are group
interviews with a relatively small group of homogeneous beliefs and experiences and are based
on a specific topic (Patton, 2015) that uses data generated from communication between
research participants (Brown et al., 2003). These focus group discussions are ideal for
exploring participants’ experiences and way of thinking (Brown et al., 2003), as a means of
benefitting from the interactions in the group (Webb & Kevern, 2000). Patton (2015) affirms
that, typically, a whole range of discussions will be conducted to gain more extensive data that
will corroborate the themes that emerge. The benefit of these discussions is that when
participants hear one another’s responses, they tend to provide further comments beyond what

they initially intended to say (Patton, 2015) Therefore, through the interactions among
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participants, richer data emerge (Patton, 2015). More advantages of this method of data
collection are that it is cost effective, participant interactions augment the data, and the
participants tend to enjoy the social interaction (Patton, 2015). However, the limitations are
that not as many questions can be asked as in a paper survey, the average response time for
each individual is shortened, minority views tend to be held back, and social interaction may
be constrained by the unfamiliar setting (Patton, 2015). Thus, focus group discussions should

not be used when discussing complex or personal issues (Patton, 2015).

Focus group discussions that are semi-structured in nature were held with the mentees and
mentors separately in their respective residence groups. Semi-structured focus group questions
were decided on before the discussions began. These semi-structured discussions involve open-
ended questions (DiCicco-Bloom & Crabtree, 2006). It is important to note that qualitative
research questions are mostly open ended, because they explore the voices of different
participants, and the questions can focus on individual views or on collective stories of all
participants (Creswell, Hanson, Plano-Clark, & Morales, 2007). Patton (2015) advises that the
purpose of a focus group discussion is not to make a decision, solve a problem, or get the
participants to agree on a certain topic; its aim is to obtain high-quality data. It is also important
to note that the setting of a focus group discussion should be comfortable and allow the

participants to enjoy sharing their thoughts (Patton, 2015).

For the reasons discussed above, focus group discussions as a means of data collection was
chosen to provide data that were rich with descriptive elements and exploratory evidence
(Ritchie & Lewis, 2003). A wealth of qualitative data were collected to ensure that it was a
clear representation of the experiences of a diverse group and to ensure the conclusions made
from the data would be meaningful. Ritchie and Lewis (2003) also assure that when using an
exploratory study, data tend to be less structured, especially when they concern a field in which
not much is known and also when the study involves understanding participants’ experiences
that emerge through their narrative. Thus, the means of data gathering were not as important

as the rich data that came from it.

The purpose of the questions asked during the focus group discussions with the mentors was
to ascertain what the mentors’ observations regarding the social integration and sense of
belonging of the first-year students were. Through that, an observation could be made of what

the mentors’ perceptions of social integration were and how they viewed its effectiveness with
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the first-year students. The mentors were also given the opportunity to explain their own
contributions to the experience of social integration, the aim of which was to have a subjective
report of how the mentors evaluated their own functioning. After describing their experience
with the first-year students, the mentors were asked about their own experiences of social
integration. The intention of this question was for the mentors to shift their focus away from
being external observers to providing more personal insight about the issue at hand. During the
focus group discussions, the following types of questions were asked.

e How would you describe your mentees’ social integration?

e Describe the degree to which the mentees experience a sense of belonging to their

residence.
e In which ways do you feel you are contributing to the mentees’ social integration?

e Describe your own experience of social integration.

Additionally, the goal of the questions asked during the focus group discussion with the
mentees were also to gain specific information regarding the mentees’ perception of what social
integration is and also how they experienced it. By asking about their sense of belonging, the
researcher had the opportunity to acquire insight about the mentors and mentees’ sense of
belonging. The purpose of the last question was to have a subjective assessment of the extent
to which a mentor added to the experience of social integration. Typical questions that were
posed to the mentees were the following:

e Describe your experience of social integration on campus and in your residence.
e Describe the extent to which you feel like you belong to your residence community

e In which ways are your mentors aiding your social integration?

4.5 Data Analysis

Patterns in the data were identified by using thematic analysis (TA) (Braun & Clarke, 2006).
This form of data analysis was used primarily for exploratory and descriptive reasons and not
to evaluate the programme. TA presents qualitative data in a descriptive way (Braun & Clarke,
2006) by seeking to identify the underlying themes hidden in the data in order to create a better
understanding of the participants’ responses (Attride-Stirling, 2001). These responses are
transcribed with the purpose to reflect the topic being studied experientially (Braun & Clarke,
2006). Furthermore, according to Gibson and Brown (2009), an advantage of identifying

themes is that it not only emphasises the similarities in the data, but it also emphasises the
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differences in experiences. However, Braun and Clarke (2006) stress that the limitations of TA
include that it is applicable only to textual data and mainly descriptive; therefore, it cannot
serve as the final analysis. Gibson (2009) adds that a critique of TA is that the themes that are
identified may be only a generalised reflection of the participants’ experiences. This method of
analysis was chosen for its ability to portray the content of the interview transcripts according
to the identified themes (Braun & Clarke, 2006).

The TA process begins when the researcher, even during the data collection process already,
begins to look for patterns of meaning and noteworthy issues in the data (Braun & Clarke,
2006). From here, the initial observations and ideas for coding themes begin and continue
throughout the entire data analysis process (Braun & Clarke, 2006). This process of analysis is

described below.

a) Familiarising yourself with the data takes place when researchers immerse themselves
in the data to the extent that they become familiar with the content (Braun & Clarke, 2006).
This immersion involves reading and re-reading the data actively to search for meaning and
patterns (Braun & Clarke, 2006). Braun and Clarke (2006) advise that even though it is
tempting to skip this phase, it provides the foundation for the rest of the analysis and therefore
is very important (Braun & Clarke, 2006). Since the researcher of this research study was
involved directly in the data-collection process, she was able to be very familiar with the data
from the outset and could even begin to form some initial analytic thoughts (Braun & Clarke,
2006). The next step during this initial phase is to transcribe the verbal data, which is a great
way to familiarise oneself with the data (Braun & Clarke, 2006). If the transcriptions are done
by someone other than the researcher, it is important that the researcher spend some time to

compare the transcripts with the original recordings (Braun & Clarke, 2006).

b) Generating initial codes is the next phase of the analysis process and begins when an
initial list of ideas on the content of the data, which then lead to the production of codes (Braun
& Clarke, 2006). Codes focus on aspects of the data that seem interesting and assist to organise
the data in meaningful groups (Braun & Clarke, 2006). The researcher should work through
the data systematically and pay attention to each item to identify a feature in the data that can
form the basis of emerging patterns (Braun & Clarke, 2006).
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c) Searching for themes is the third phase of the analysis process and begins once all the
data have been coded (Braun & Clarke, 2006). In this phase, the researcher begins to sort and
combine all the coded data into potential themes (Braun & Clarke, 2006). At the end of this
phase, the researcher should have a collection of potential themes with coded data that are
related to the theme (Braun & Clarke, 2006).

d) Reviewing themes is the phase during which refinement of themes takes place (Braun
& Clarke, 2006). Some themes might merge to form one theme, while other themes might be
broken down into more themes or even fall away completely (Braun & Clarke, 2006). During
this phase, the coded data extracts should be reviewed to make sure they form a coherent pattern
in the chosen theme (Braun & Clarke, 2006). After this, the validity of each individual theme
should be considered in relation to the entire data set (Braun & Clarke, 2006).

e) Defining and naming themes involves identifying the essence of what each theme is
about and categorising the factors that each theme represents (Braun & Clarke, 2006). A
detailed analysis is then written for each theme by writing the content of the theme in such a
way that it fits in with the overall analysis of the data (Braun & Clarke, 2006). During this

phase, subthemes are identified, analysed, and documented (Braun & Clarke, 2006).

f) Producing the report is the phase that follows after a set of fully worked-out themes
has been analysed and documented (Braun & Clarke, 2006). The purpose of the TA report is
to tell the story of the data accurately in such a way that the reader is convinced of the validity
of the data (Braun & Clarke, 2006). Therefore, sufficient evidence of the data must be provided
in the report by including extracts of the original transcripts as a means to support the analysis
(Braun & Clarke, 2006).

All of the focus group discussions were transcribed and analysed by using TA. LaSala
(2005) and Braun and Clarke (2006) agree that the themes that emerge from the data through
analysis of all qualitative research methods should be an accurate representation of the common
opinions of all participants. This method of data analysis is supported by Attride-Stirling
(2001), who notes that in order to get useful results from a qualitative study, it is important that
the data be analysed methodically. It is also important to keep in mind that the outline of the
data analysis must provide an accurate description of how a direct link can be drawn from the

participants’ own voice to the interpretations that are made (Fereday & Muir-Cochrane, 2006).
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4.6 Ethical Considerations

The programme was facilitated by the Division of Housing and Residence Affairs (HRA) at
the UFS, which has given permission to conduct the research. After this, the proposal for the
research study was tabled and approved by the Research Committee of the Department of
Psychology. Lastly, the research proposal was also submitted to the research desk at the Dean
of Student Affairs for approval (Appendix A). The process and purpose of the research were
explained to the participants to enable them to give their informed consent. Participants were
given consent forms to sign (Appendix B) and were informed that the participation in the
research study was voluntary and that they therefore were free to leave the focus group
discussion if they felt uncomfortable in any way, without suffering any repercussions. Before
the focus group commenced, the researcher assured the participants that their responses would
remain anonymous and requested the participants to respect each other’s confidentiality by not
mentioning their responses to anyone after the focus group discussion. Owing to the sensitivity
of the discussions, all the data that were gathered were kept confidential, and the names of the
participants remained anonymous. Even though the purpose of these mentee and mentor groups
was for the purposes of support, the researcher realised the responsibility of referring students
to support services on campus if an issue of concern should arise. All the interviews and focus-
group discussions were conducted by the same researcher who is also the co-ordinator of the
programme and was therefore a useful instrument for the qualitative research. However,
transparancy was ensured through researcher-reflexivity, by also focussing on the research

process as a point of inquiry (Pazella, Pettigrew, & Miller-Day, 2012).

4.7 Issues of Trustworthiness

Curtin and Fossey (2007) emphasise that issues of trustworthiness need to be considered
when conducting qualitative research. Hoffman (2010) supports this notion by saying that
researchers often mistakenly believe that qualitative research is in some way easier since it
does not involve computations like those in quantitative research methods. On the contrary,
researchers making use of qualitative methods should be able to prove their comprehensive
understanding of the basic paradigms of qualitative research (Hoffman, 2010). Trustworthiness
can be ensured basically when researchers can show that the findings of the research are not
based on their own biases (Grantham, Robinson, & Chapman, 2015), and is critical to ensure
support for the findings of the study (Greenman, 2013). Furthermore, trustworthiness must be
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measured by the extent to which the experiences of the participants are reflected accurately in
the findings (Curtin & Fossey, 2007). The trustworthiness of the research is established by
means of credibility, transferability, dependability, confirmability (Shenton, 2004), and
reflexivity (Curtin & Fossey, 2007).

The first principle of importance is credibility, which refers to ensuring and proving that the
research study measured or described that which it was intended to measure (Shenton, 2004).
According to Patton (2015), when using a purposive sample, it is especially important to show
that the analysis of the sample came from the participants and not from the logic of the study.
Thus, credibility is strengthened when participants’ viewpoints are described by quoting their
own words (Fereday & Muir-Cochrane, 2006). White, Oelke, and Friesen (2012) provide a
beautiful condition of credibility by saying “participants’ input must be honest, clearly
recorded, and accurately presented” (p. 246). Credibility was ascertained by using participants
with various backgrounds and experiences and by clearly showing how the research findings

came from the participants’ own descriptions of their experiences.

The key to transferability, which is the second issue of trustworthiness, is to ensure that the
research findings can be generalisable; in other words, the research findings should be
applicable to other contexts (Curtin & Fossey, 2007). Transferability can be determined only
by the readers of the findings and not by the researcher (Slabbert, 2015). Transferability was
ensured by giving clear descriptions of the research process, participants, context, methods,
and analysis (Graneheim & Lundman, 2004). These clear descriptions enable other researchers
to make comparisons of their own findings and experiences (Curtin & Fossey, 2007).
Transferability was ensured in this research study by providing clear descriptions of all

processes, analyses, and the participants of the research study.

Another principle of importance when considering issues of trustworthiness is
dependability. A dependable research project assures that, if the same research methods,
instruments, and participants were used in a similar context, similar findings would be obtained
(Shenton, 2004). The research proved to be dependable when multiple sets of data collection
were used. The different data sets were corroborated in order to strengthen the results. Clear
descriptions of the data-collection and -analysis procedures and particulars of the participants

were provided.
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Lastly, with regard to confirmability, Marrow (2005) asserts that it acknowledges that
“research is never objective” (p. 253). Therefore, the findings should show clearly how they
have been derived from the data being studied (Marrow, 2005). Confirmability was achieved
by showing that the findings emerged from the data and not from the researchers’ own

predispositions. This was achieved by means of triangulation (Shenton, 2004).

Researcher reflexivity in research requires researchers to engage constantly in a process of
reflecting about and considering their own unique position in the research study (Bowtell et al.,
2013). Therefore, Patton (2015) submits that the principle of reflexivity insists that the
researcher use critical self-knowledge consider his/her own position regarding a certain issue
relative to the participants of the study, as well as how he/she is affected by this issue of study
(Patton, 2015). This is important to ensure the researcher’s own views do not influence the
nature of the findings (Howitt, 2010). Furthermore, researchers who honestly report their
experience with the research as well as the difficulties they have encountered, enable other
researchers to be more aware of the intricacies involved in such a process (Bowtell et al., 2013).
The process of critical reflection involved in the research of the reflexive researcher creates an
understanding of the experiences they have lived through (Bowtell et al., 2013). This process
of reflexivity requires researchers to be constantly aware of what they bring to the research
before, during, and after the study (Bowtell et al., 2013), as well as the role they play in
constructing the data (Gibson & Brown, 2009). Therefore, observations are directed not only

at the participants, but also towards the self (Patton, 2015)

All the interviews and focus group discussions were conducted by the same researcher, who
was also the co-ordinator of the programme and was therefore a useful instrument for the
qualitative research. However, transparency was ensured by researcher reflexivity, by
focussing on the research process as a point of enquiry (Pazella, Pettigrew, & Miller-Day,
2012). LaSala (2005) points out that researchers who use qualitative methods should attest that
they have used all possible means to prevent their own preconceptions from influencing the

research results.

4.9 Chapter Summary

This chapter clarified the research aims for this qualitative, descriptive, and exploratory

study. The research aims were explained, and the specific research questions focused on
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experiences of social integration were given. Next, the research approach and design were
discussed to show that the qualitative approach was chosen to provide a richer depth of data
and to explore and describe the experiences of the various participants. Special attention was
given to the process of the purposive sampling method that was used to select information-rich
cases from the participants’ responses. This sampling process and the descriptions of
participants were also explained. The researched then explained the data collection procedures.
A brief account was then given of the data-analysis process and how TA was used. Lastly, the

ethical considerations of the research project were explained.
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Chapter 5: Research results

The aim of this research study was to explore and describe the experiences of social
integration in a peer mentor programme. Specific attention was given to the extent to which
students feel they belong to their residence communities. In this chapter, the key themes that
emerged from the analysis of the data for both the mentees and mentors are identified and
discussed.

The themes that emerged from the TA are presented in the section below. The experiences
of mentees and mentors for each theme are discussed. To provide illustrations of the data,
verbatim quotations from the participants are included. This will assist with portraying the
voices of the participants and ensuring the trustworthiness of the study. Minor changes were
made to some quotations to improve readability. Information irrelevant to the discussion has
been omitted and is indicated by means of an ellipsis (...). Where information was added to
clarify what the participants were referring to, square brackets [ ] are used. Responses that were
in Afrikaans have been translated into English when used as a quote. All information relating
to the identity of the participants and their respective residences has been removed. Quotations
were selected to illustrate the students’ experiences with regard to social integration in a peer

mentor programme. All the focus group transcriptions and the TA can be seen in Appendix C

Even though the TA was done separately for both of these groups, results in relation to both
groups are presented together in this chapter. Even though the same themes emerged for the
mentees and the mentors, certain nuances that emerged are also discussed in the section below.
The perspectives of both the mentees and the mentors are given, and it is shown how these

perspectives differ or relate to each other.
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Table 2

Themes and Subthemes of Mentor and Mentees’ Experiences of Social Integration

Themes Subthemes
Focus of the mentor-mentee Orientation to campus life
relationship Shared values

Development of life skills
Type of mentor roles Mentor as a role model
The role of a friend

Academic advisor

Factors influencing the mentor- Size
mentee relationship Type of activities
Traditions

Commitment to the residence
Friendships in the residence
Value of the mentor-mentee Psychological and emotional support
relationship Community and interconnectedness

Exposure to diversity

5.1 Focus of the Mentor-mentee Relationship

It became clear that the focus of the conversations between the mentors and mentees were
often more than just about the prescribed topics of the programme. Some mentors were very
focused on having strong advisory conversations with the mentees and were able to guide them
from their own experiences of their own academic success. By doing this, they became valuable
assets to the mentees in their orientation to campus life. Other conversations in the mentor-
mentee relationship revolved around establishing and discussing shared values. Mentors also
often discussed with the mentees their academic progress and challenges, and some
relationships even focused on the goal-setting behaviour of the mentees that supported them in

their career development.

5.1.1 Orientation to campus life
This subtheme mainly emerged from the mentees who explained how the conversations that

the mentors had with them during the orientation activities helped them to feel welcomed and

embraced in their new environments. One mentee remembered how his mentor had spent time
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introducing him to the other mentees when he moved in later than the rest: “This is the first
years and introduced me to the other guys (...) immediately I felt like ok this is nice. | like this”
(Male mentee, FG 5, par. 12)”. The mentees reported how the mentors were focused on
ensuring that all of them knew one another and were comfortable in their new environments.
The friendships that the mentees formed because of this focus made them feel welcomed into
the environment quicker than they would have without it. An accurate description of this can
be seen in the following statement: “And the (first) night was tough because like obviously you
are away from home for the first time but after that I felt very welcome like with the people
around me | made friends very quickly ” (Female mentee, FG 1, par. 7). Another mentee stated
“So it was not quite difficult for me, because I am a social person. So our HK [house committee
member] first years introduced us very well to each other and made us one. So | adapted like
that, so it was easy” (Male mentee, FG 5, par. 13). Therefore, the intentional focus of the
mentors to orient their mentees towards their new environment aided their social integration:
“So I feel | really feel at home because people are very nice like the reception was very nice ”

(Female mentee, FG 6, par. 16).

5.1.2 Shared values
The focus on shared values in the mentor programme assisted the mentees to feel socially

integrated: “(...) since when we got there we were taught you have respect for one another.
That plays a big role because if you don’t have respect for anyone then there are going to be
problems” (Female mentee, FG 4, par. 12). Another mentee stated how this content focus
emphasised the value of caring for one another: “The thing is we always take care of each other
(...) like an example. This guy is in a bad place right now’ ... he said that a lot, that people

being in a bad place, just reach out” (Male mentee, FG 5, par. 55).

Similarly, the mentors were able to observe the effect that the focus on shared values had
on the mentees: “I didn’t expect it to touch on the first years the way it did. Like especially
forgiveness, I had girls cry and I've had girls opening up about things that had happened (...)
so | think the topics we do are really valuable to them because if somebody else opens up first

then everybody then just follows.” (Female mentor, FG 7, par. 22).

5.1.3 Development of life skills
It was observed that the mentees were able to view their conversations with their mentors

as valuable lessons for later in life. One mentee mentioned, “They are grooming us from the
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beginning. All these different small things we do, is going to help us later in life ” (Male mentee,
FG 2, par. 18). Another mentee stated that these conversations that they had with the mentors
gave them a better perspective of how the real world works: “But the thing is that is not how it
is in the real life, so they throw a curve ball and say because of this and this (...). So it is

actually out of your comfort zone, but it | how it is in real life” (Male mentee, FG 5, par. 39).

It was interesting to note how the mentors were also aware of how their experiences with
the mentees were shaping them for other roles later in life. This can be seen in the following
statement: “Being a mentor opens a lot of doors and you get to know the first years in a whole
lot of different light and it is sort of nice (...) It sort of like open a lot of opportunities and
allows you to know more people and it adds another leadership role to your life” (Female
mentor, FG 11, par. 27). The mentors expressed how, by focusing on teaching their mentees
life skills, they also learnt these lessons: “I think it was something else whereby I taught them
something but in that process of teaching them I also learnt something too (...) so it was also
one of the chances that I have through the mentorship programme to invest in someone and do
something tangible for someone ” (Male mentor, FG 10, par. 32).

5.2 Types of Mentor Roles

Even though the main purpose of the mentors was to mentor and guide their mentees, it became
clear from the TA that they functioned in a few other roles as well. Mentees and mentors were
both able to recognise the mentors as role models to the mentees. Furthermore, the mentees
especially saw the mentor as a valuable friend and someone to approach for academic advice

or assistance.

5.2.1 Mentor as a role model
Mentees often mentioned that the mentor-mentee relationship frequently consisted of having

a more experienced person to talk to and ask for advice: “Itis also quite nice to talk to someone
that knew everything about what’s going on and like how the res [residence] runs and if you
have a problem or if you want to know how something works then you to them and talk to them ”
(Female mentee, FG 1, par. 30). One mentee described this experience as follows: “They
always make sure to find out if you are doing (...) how you are doing, if there are problems,
and they try to address it in the best way possible. It makes you feel at ease, it makes you feel
as if you are being listened to” (Female mentee, FG 4, par. 49). The mentees generally
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appreciated having a role model that “(...) draws from his own experiences (...)”” (Male mentee,
FG 2, par. 55) to advise them and look out for them: “So she would (...) come to my room and
talk about this privately. She would give me advice like it is only for a couple of months just to
see it through. She calmed me down” (Female mentee, FG 1, par. 37). It was also very
important for the mentees that the mentors were a “living example” (Male mentee, FG 2, par.
69) of the values that they taught. This sentiment was explained accurately as follows:
“Modelling works very well if you see something like a value being expressed you understand
it and then you don’t obviously do the same thing, but you try and fit it into your own life”
(Male mentee, FG 3, par. 74).

Similarly to the mentees’ opinion, the mentors were very much aware of their role as role
models: “We had that bond with them and [we had] that trust” (Female mentor, FG 12, par.
10). Most mentors agreed that, to be successful role models, they should first be able to share
from their own experiences. This element was described as follows: “In my experience with
my mentees; the reason why they talk is if they realise that you sort of have or had the same
problems (...). Problems can also be common. So talking generally; sometimes not asking them
but talking about your experiences just basically telling your testimony would let them open up
to you” (Male mentor, FG 7, par. 16). Another mentor agreed with this statement by saying:
“Make it more meaningful, (...) when the mentors started talking about their [own] challenges,
that’s when everybody started shooting up as well. So | think if mentors can be encouraged to
give their sides of the stories and be genuine about it, because people can see when you are

just giving auto answers” (Male mentor, FG 7, par. 23).

5.2.2 The role of a friend
The mentees felt safe and confident enough to approach their mentors as friends. This theme

can be seen in the following statement: “If | have an issues, if | am stressing just like go talk
to him and like he is super chilled and he is always happy to do it” (Male mentee, FG 3, par.
31). The mentees described how they “felt really comfortable talking to them and they all made
you feel very welcome ” (Female mentee, FG 1, par. 30), and the mentees seemed to appreciate
it when the interactions between them and their mentors were very informal. From the mentees’
statements, it can be observed how the mentors were intentional about keeping the interactions
informal in order to form friendships with their mentees: “He was like ‘how are you’ and I said
‘I am great and you’ and he was like ‘how’s it going with you this and that’ nothing about the

session, we just sat and chatted (...) I liked that a lot”” (Male mentee, FG 5, par. 32).
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The mentors seemed to be more aware than the mentees were of their roles as friends to
their mentees, and in the following statement it can be seen how they were very intentional
with this role: “(...) understand that it is great that you can go speak to him at any time and if
you want to, you can go sit in his room and talk about girls. And talk to him as if he has been
your friend for 6 years” (Male mentor, FG 10, par. 20). The mentors felt this role was very
valuable for them and would mention incidences where the mentees would express their
gratitude towards the mentors: “She sends me messages that she likes having me in her life”
(Female mentor, FG 9, par. 39). Many mentors had advice to share on how to build
relationships with mentees: “(...) always finding the common thing between two people is
important (...) And as you continue to speak then they start to really tell you what’s really
going on with them (...) But if you make them feel comfortable they will come to you, find that
commonality, speak to them about what they like and they’ll come running” (Male mentor, FG
7, par. 14).

5.2.3 Academic advisor
Some mentees spoke about how their mentors assisted and advised them with regard to their

academic progress: “He like helped me with some of my studies which | was struggling with
(...) He would on a regular basis send me inspirational videos that | would watch and I liked ”
(Male mentee, FG 5, par. 61), while others found conversations with their mentors were
informative: “And I think it is really educational and | think it is a good thing because
sometimes people get confused when they leave home and so it kinda keeps us grounded as
well” (Female mentee, FG 6, par. 2).

The mentors were also very intentional in assisting their mentees with their academics,
which can be seen from the following statement: “Most of them were not coping academically
and I actually gave them advice that, ‘listen’, we were doing the same course, ‘try to do this
and try to do that’ (...) If I told them: ‘guys, studying until 4 am is not on, have some rest’
they’d actually take some rest. And I tell them basic stuff like: ‘don’t use certain energy drinks’,
they take my advice ” (Male mentor, FG 7, par. 13).
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5.3 Factors Influencing the Mentor-mentee Relationship

For the programme to be a valuable experience, certain factors emerged from the data that,
when present, enhanced the experience of both the mentees and mentors. Mentees and mentors
agreed that the group size played an important part in their experience of the programme,
especially when the group sizes of both the residence and the mentee groups were smaller.
Mentees and mentors agreed that the activities in which they were involved with other students
assisted them to get to know new people and to form deeper bonds with those in their groups.
Additionally, mentees and mentors reported how the traditions in the residence either assisted
or deterred the functioning of the mentor programme. The mentees were able to realise that, to
gain value from their experience in the residence and mentor programme, it was important for
each individual to commit to the residence community. The mentors agreed with the mentees
when they reflected on their own experiences and stated how participation and commitment
assisted with their social integration. Mentees and mentors reflected on how the friendships
that they formed in the residences and the peer mentor programme assisted them to gain value

from the peer mentor programme.

5.3.1Size
The mentees felt connected to one another when the group size of the residence was smaller.

A mentee put it as follows: “Because we are such a small group, you get to know everyone
(...) It being small is to its benefit. It shows through various many things. In culture we excel.
In academics we excel. In sports, we excel ” (Male mentee, FG 2, par. 46).

The mentors also spoke a great deal about group size and agreed that when the number of
students in the residence was smaller, social integration was easier: “I think, because you are
kind of small, it kind of forces us. (...). | think that will also help, the fact that we need to stand
together and work together for it to be a success” (Female mentor, FG 11, par. 9). Mentors
were also focused on the number of mentees that they had to mentor for the year: “I really feel
the number of first years you have in a group makes a huge difference and yeah you really have
to spend time with people to really get to know them” (Female mentor, FG 9, par. 32). Another
statement made by a mentor agrees with this: “(...) perhaps if we had like two less so that we
can spend a little more time with them and interact a little more and to get to know them a little

better ” (Female mentor, FG 9, par. 42).
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5.3.2 Type of activities
Mentors and mentees explained how doing things together and participating in activities

with other students helped them to feel socially integrated. These students were then also able
to benefit more from the peer mentor programme. A mentee explained this theme as follows:
“We have teekan [drinking tea together every day] on Tuesdays and Thursdays and we just
interact and we feel like we all belong together. We are a family here ” (Female mentee, FG 6,
par. 31).

Mentees became socially integrated when there was “a lot of events that unite people”
(Female mentee, FG 1, par. 27) in which all of them could participate. These activities included
“(...) teekan [drinking tea together every day], soccer” (Female mentee, FG 1, par. 28) and
“(...) inters [social gatherings]” (Male mentee, FG 2, par. 34). Mentees explained how “(...)
everything we did together ” (Male mentee, FG 5, par. 14) and this led to the mentees realising
that “there was no option but for us to get together and it is a good thing because we are
together now, we don’t see any divisions between us” (Male mentee, FG 3, par. 9). It became
clear that once the mentees felt safe and comfortable in their spaces, they were confident to
interact with one another in other spheres, especially the peer mentor programme. One mentee
explained this sentiment as follows: “So, when you integrate with the whole group you have
other people to talk to. You have other themes in common with other people that you don’t
usually mix with” (Male mentee, FG 5, par. 55).

Some mentors reflected on how participating in activities assisted them to feel socially
integrated in their first year. The following is an example of such a reflection: “But I know
what makes it easier for me is the stagedoor ser, being involved in the stagedoor makes it much
easier, because you are with those people every day. Whereby you even forget about the race
and that has helped throughout the years. So I don’t know about someone who has not been
involved in those activities, how is it” (Female mentor, FG 11, par. 8). These shared
experiences also led to sharing behaviour among the students in the same residences: “(...)
Super comfortable like people like just come to your room and say ‘hey dude [ am hungry’ and
then open your fridge and take the bread ” (Female mentor, FG 8, par. 8). Another form of
sharing behaviour was mentioned in the form of feeling comfortable to share daily experiences
with one another: “I wanted to share something that I found out during the day that was nice
to me and it was just nice for me to share it with them” (Female mentor, FG 12, par. 18). As

part of the peer mentor programme, the mentors were also able to build relationships with
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students with whom they would not have done so already. A mentor stated, “Because I think
everyone has values and that that’s great to focus on them a bit more, but getting to know them
and getting to build a relationship with them is the most important thing for me” (Female
mentor, FG 12, par. 13). Another mentor mentioned that she was able to get to know “many
girls from different cultures and things with whom | never would have spoken” (Female
mentor, FG 12, par. 17).

5.3.3 Traditions
Mentees who experienced a wide variety of residence traditions expressed pride in being

part of the residence and by extension were open to and comfortable with the peer mentor
programme. These residence traditions ranged from the uniform or dress code in the residence,
the titles by which they called one another, the residence songs to the activities that they
participated in together. The following statement illustrates how these traditions drew the
mentees in to feel part of the group: “We do things different from other residences, completely
different. And to be part of a residence that has so much tradition and culture makes me feel
proud. | want to be a part of that ” (Male mentee, FG 2, par. 14). Another mentee spoke about
how these traditions in which they were involved assisted with their integration by saying, “It
is a great sense of pride that you feel in a res [residence] (...) being welcomed into something
with such history and to become part of the history being able to leave your mark there ” (Male
mentee, FG 2, par. 18). According to a mentee, an example of these traditions was “making us
walk together (...) You kind of forced to talk to everybody and get to know them” (Male mentee,
FG 2, par. 51).

Some mentors agreed that the traditions in the residences assisted with social integration:
“Well, basically the thing that was just great to make you feel part of the residences was the
small traditions and small things that we do”” (Male mentor, FG 10, par. 9). However, some
mentors’ view of traditions were somewhat different. They generally stated that they were able
to build relationships with their mentees in spite of strong hierarchical traditions in the
residences. A mentor explained this as follows: “It actually makes people comfortable, they
show that division of...you know that hierarchy of seniors and first year? (...) we have like
titles...like ‘Andiyano’. 1t is like no call me [own name], please break down this thing of senior-
first year, you know. (...). We try to make them feel comfortable” (FG 8, par. 29). Still, not all
mentors were able to surpass the hierarchical tradition and build relationships with their

mentees. This was explained by a mentor who compared being a mentor in her second year to
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being a mentor in her third year: “I would just stand there as a second year and chat to all the
first years and | got to know a lot of the first years and this year, just being a third year
automatically that thing at the telegat didn’t work. It is like that separation (...)” (Female
mentor, FG 9, par. 53). Upon reflection, some mentors stated that these traditions served as
barriers for their own social integration. A mentor stated, “In my first year, I didn’t feel much
of being part of my res, (...). Partly because there was a fear instilled in us by seniors to know
their names and I had the fear of not knowing anybody’s name (...). So I stayed mostly in my
room, I would hide in there and so I didn’t in interact so much with my first year group”
(Female mentor, FG 9, par. 8). Another mentor elaborated, “You felt forced you know and I
couldn’t understand why we have to go there, cause we are first years and we have to” (Female
mentor, FG 9, par. 11). A mentor explained the reason for this experience as follows: “(...)
because in first year you just have matric and now you feel like a grown up and now and you
have these rules that made you feel like a child and you don’t want to be treated like a child or
you feel just like a child” (Female mentor, FG 9, par. 19).

5.3.4 Commitment to the residence
An important factor that influenced the peer mentor programme was the amount of

commitment that mentees and mentors showed towards it. The mentees were aware that, in
order for you become one of the residence members, it is going to require something of you;
you will have to put in an effort and show your commitment to the new environment. Many
mentees echoed the statement that, to feel part of the residence, you have to show some
commitment. The following statement summarises this concept: “ And I just think it is the effort
you make with people and that’s what you also get back. So if you are not social with anybody
you will find yourself feeling very alone ” (Female mentee, FG 1, par. 10). The next statement
goes further to say that if you do not become involved, you will not necessarily experience
belonging: “The more you do, the more you feel you belong. If you are not going to do anything
you won'’t feel like you mean something to the residence, but if you do a lot you will feel like
you make a contribution” (Male mentee, FG 2, par. 8). This commitment shown towards the
residence is dependent on the individual: “You make of it what you make of it” (FG4, par. 40),

embedded inthe “(...) positive attitude ” (Female mentee, FG 4, par. 40) towards the residence.
The mentors agree with this sentiment and explained it in more detail: “It depends on

initiative (...) like he said ‘it’s not enough that you live in the same place’. And as much as

we’d like to say that there is a lot of integration, there isn’t because some don’t want to take
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initiative to actually get to know each other ” (Male mentor, FG 7, par. 9). Another mentor
described their own commitment as a choice that you make: “I realised that social integration
is very much a personal thing, like you are only as excluded as much as you think you are or
you allow yourself to be, so if you want to be included then by simply wanting it, you will start
being included and if you stop looking at yourself as an outsider, which is what you will be
projecting to rest of the group, then they will start seeing you as an outsider ” (Male mentor,
FG 10, par. 10). This commitment was strengthened for many mentors when they realised they
had a responsibility be an example to their mentees: “You make sure you are as much as you
need to be there, but ya it makes you look at yourself as well, because you need to be an example

to them” (Female mentor, FG 9, par. 28).

5.3.5 Friendships in the residence
Mentees and mentors agreed that they were able to make many friends, which aided their

experiences of the peer mentor programme. A mentor stated that the peer mentor programme
assisted to deepen her understanding of others, which is seen from the following statement:
“(...) makes you experience people’s personalities a bit more and get to know people on a
deeper level ” (Female mentor, FG 9, par. 28). Another mentor encapsulated this theme by
saying, “I know someone and think we really love each other and it is really (...) you don’t
have be scared of anything, because you are safe in this residence and you have friendships

with everyone” (Female mentor, FG 12, par. 6).

The mentees enjoyed the friendships that they had made, and one mentee explained, “It is
so funny how, I obviously feel like we are all friends. 7 can literally walk into someone’s room
and ask for something at any given moment” (Female mentee, FG 4, par. 19). These mentees
explained how the mentors helped them to make more friends: “They are just helping to make
friends so that you (...) obviously you make easier friends when you are in a residence” (Male
mentee, FG 5, par. 13). They also explained how participating in the mentor programme,
especially the group discussions, helped them to have deeper friendships understanding of one
another: “We speak about our personal issues and then with that we get to know each other on

that personal level ” (Female mentee, FG 3, par. 30).
The mentors explained that the absence of friendship put strain on the mentor relationship:

“I feel like there are some who are willing to share (...).There is a difference between someone

who is being honest and sharing their real opinion and someone that just wants to give what is
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supposedly the right answer. (...) some of them see it as more of an irritation, something in
your schedule that you need to do and get it over and done with. So you find that even though
you try to get them to open up, some are just reluctant. But at the end of the day it is human for
people to not feel comfortable sharing certain things with certain people. Because even in my
first year, | found it very difficult to share a lot of things with my mentor because some things
you are only comfortable sharing your mother or a friend” (Female mentor, FG 7, par. 12).
Another mentor emphasised this statement by saying, “I worry that they are not being honest
with me, like you will never know” (Female mentor, FG 8, par. 61). Like the mentees, the
mentors also felt that the peer mentor programme helped them to grow deeper in their
friendships: “I have learnt a lot from these girls and like a lot of people like saying ‘you are
an inspiration’ but you draw inspiration from small things. Even these first years, when they
talk it is surprising to see how much they know and they are still in their first year. For me |
think we all learn from each other. Mentor and mentees we are all in this together and learning
together. I like having fun with them and have a relationship with each one of them” (Female
mentor, FG 8, par. 56).

5.4 Value of the Mentor-mentee Relationship

It was interesting to see how most mentees and mentors derived much value from the
mentor-mentee relationship. Most mentees felt psychologically and emotionally supported by
having peers to talk to and someone to go to for advice and support. Similarly, the mentors
were also able to observe how the mentees were supported psychologically and emotionally
and were even able to recognise how mentees became independent as the year progressed. Both
mentees and mentors reported how their experiences in the mentor-mentee relationship assisted
them to feel a greater sense of community and interconnectedness to their community. The
mentees and mentors continued to describe what some of the barriers to community and

interconnectedness were.

5.4.1 Psychological and emotional support
Most of the experiences of support can be summarised in the following statement made by

amentee: “I felt the mentorship programme is pretty cool, cause like she said, it’s nice to have
someone to talk to that knows what’s happening and knows how the res works. I've never lived
in a res and I have never lived in a hostel, I've only lived at home. And it is really nice to talk

to someone like that knows what’s happening” (FG1, par. 31). It was also very interesting to
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see that the mentors were very much aware of the effect they had on the mentees. A mentor
described it as being “ a great privilege (...) to set an example to them (...) to be a nice support
system for them or just be someone to talk to ” (Female mentor, FG 12, par. 11). Mentors felt
they had “a special bond with our mentees” (Female mentor, FG 12, par. 10), which allowed
them to develop as individuals, because the experience “boost(ed) my confidence (...) that also

builds your character” (Female mentor, FG 11, par. 29).

The theme of psychological and emotional support was mentioned the most by mentees and
mentors. Mentees describe this as having “people you can talk to when you are not feeling
good (...) if you don’t want to talk to your friends about something, you can always talk to your
mentor ” (Male mentee, FG 5, par. 33), and “if something bothers me I can go talk to the guy
(...) he helps me and he comforts us if we are going through a difficult time” (Male mentee,
FG 2, par. 56). These experiences of psychological and emotional support enabled the mentees
to gain more perspective on their own situations, which a mentee described as follows: “Aost
of the situations | think we tend to be the victim in the situation so now when you go to them
they kinda give you that wide perspective of the situation and you kinda realise that” (Female
mentee, FG 6, par. 49). Another mentee elaborated on this sentiment as follows: “But | then |
connected with my mentor and we learnt a lot of life lessons that | could keep forever for the
rest of my life and my mentor was a really caring person, always asking me are you ok, how
are your studies ” (Male mentee, FG 5, par. 36). Mentees described the informal interaction
that they had with their mentors as being very supportive: “Whenever she sees me she always
asks if I am ok and stuff ” (Female mentee, FG 1, par. 41). Another mentee told the following
about her mentor: “You greet her, she asks you ‘how are you?’, ‘are you happy?’ she always
has a smile” (Female mentee, FG 1, par. 49).” The group sessions that the mentees had with
their mentors also supported them psychologically and emotionally, because they “find out like
you are not the only one to be feeling this way, some also feel the way you do ”” (Female mentee,
FG 1, par. 33) and they also “discussed issues we, our personal issues, issues as a group. And

it is nice to just talk about things ” (Female mentee, FG 3, par. 27).

Mentors were able to observe how mentees felt psychologically and emotionally supported
by them: “The minute you give them the space what happens is that they realise when they
need to talk to you about something. So the fact that we are mentors, we give them the security
to actually come to us when they have a problem or need to talk about something (...) It’s nice

for them to know that there is someone to talk to” (Male mentor, FG 7, par. 11). However,
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most mentors expressed frustration that their mentees seemed to become independent from
them as the year progressed: “But as the year went on they started to phase out and they didn’t
need us anymore (...) somebody that knows what is going on able to help you get on your feet
and then they find their feet, they don’t need you anymore” (Female mentor, FG 9, par. 30). A
mentor was able to explain the reason for this occurrence very clearly: “I think the reason for
that is that at the beginning they were individuals, they did not have any networks or friends
or trust anyone enough to ask. At the beginning they relied on us, because they knew we are
there and know more than their roommates and so forth. As the year goes by they make friends
and have this close set of people. They don’t have to go to my room, but can ask their
roommates or other first years. In the beginning is like one man for himself and you are like
alone and the only person you have is the mentor. As the year goes you have some people you
can ask and talk to about certain things. Now it seems like they don’t want to talk to us, but

they have friends they can talk to” (Female mentor, FG 11, par. 25).

5.4.2 Community and interconnectedness
The sense of community and interconnectedness was experienced by mentors and mentees

as an important means to “feel part of the residence” (Male mentee, FG 2, par. 9). Students
described this as being “quite beautiful ” (Female mentee, FG 6, par. 25), because “it’s not
that bad being away from home because I feel like I have a lot of sisters here and yeah I don’t
feel a void of my parents and my family and my friends and stuff” (Female mentee, FG 1, par.
10).

The mentees described interconnectedness as “a way of life, you are part of it and you can
see it at the same time” (Male mentee, FG 2, par. 24) and “two different people coming
together with two different ideas making one. Basically coming together and sharing ideas and
understanding one another’s perspectives” (Male mentee, FG 5, par. 9). They compared the
experience of this to being at home: “People here are very friendly we don’t have to stress we
can just go to anyone and receive a meal or company; it’s like a second home” (Female mentee,
FG 6, par. 25). They experienced this in their daily experiences: “(...) like if you see a [own
residence name] you smile and are like ‘hi how are you?’” (Female mentee, FG 4, par. 20).
The experience of interconnectedness was described as a means to “empower the whole group

rather with themselves” (Male mentee, FG 5, par. 10).
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The mentors reflected more on how their own interconnectedness paved the way for the
mentees to also experience this: “And when people see us getting along, the whole corridors
will feed off us and | know they never complain about anything much but if they have anything
to complain about they come to us first and we put them at ease” (Male mentor, FG 7, par.
25). This concept was echoed by another mentor who stated, “Then I feel like that way, we also
make people feel comfortable and welcome. So they also become a part of the hostel. So | think
I am one of those people who will get along with everyone and everyone just opens up like ‘she
IS a nice person’ and they start talking to you” (Female, mentor, FG 8, par. 28). However,
most mentors agreed that this sense of interconnectedness did not necessarily happen
immediately, but often took some time, both for themselves and for the mentees: “I think after
three years being in res | can really say with certainty that being in res helps with that social
integration on campus, definitely a lot (...) If I would have taken myself and would have lived
off campus, I wouldn’t have known as many people as I do now. The amount of friends | have ”
(Female mentor, FG 9, par. 22). Some mentors took a while to experience this sense of
interconnectedness, as can be seen in the following statement: “Ok as a fourth year | feel more
comfortable and confident in the residence, because now you know how people work” (Female
mentor, FG 9, par. 10). The following statement provides a good description of how mentees
progress from experiencing interconnectedness only with their mentor towards experiencing
interconnectedness with the whole community: “At the beginning they were individuals, they
did not have any networks or friends or trust anyone enough to ask. At the beginning they relied
on us, because they knew we are there and know more than their roommates and so forth. As
the year goes by they make friends and have this close set of people. They don’t have to go to
my room, but can ask their roommates or other first years. In the beginning is like one man for
himself and you are like alone and the only person you have is the mentor. As the year goes
you have some people you can ask and talk to about certain things. Now it seems like they don’t
want to talk to us, but they have friends they can talk to” (Female mentor, FG 11, par. 25).
Another interesting explanation of the process of forming interconnectedness is as follows:
“"Complaining’ brings first-year students together. Because they have something to complain
about and that started that social integration. Sometimes it doesn’t have to be something
positive but it can be something that’s negative that brings people together so they can go

forward together ” (Male mentor, FG 7, par. 8).

The mentors, when reflecting on several years in the residence, agreed that experiences of

interconnectedness and community in the residence made it easier for them to transcend these
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experiences on campus. The following statement summarised this sentiment: “I think after
three years being in res | can really say with certainty that being in res helps with that social
integration on campus, definitely a lot (...) If I would have taken myself and would have lived
off campus, I wouldn 't have known as many people as | do now. The amount of friends | have ”
(Female mentor, FG 9, par. 22). Another mentor agreed with this and stated, “Every year you

grow and you get wiser. Wisdom comes with the years” (Female mentor, FG 9, par. 21).

The mentees described prejudice on campus as barriers to experiencing community in that
environment: “I think it is more difficult to reach out in the integration in the university” (Male
mentee, FG 5, par. 20). Some mentees mentioned that it was challenging when they had
accepted diversity, but then interacted with students on campus who had not: “In classrooms,
when you go there and you see that someone from different races, (...) they want to go to
people, the same race as them” (Male mentee, FG 3, par. 18). Mentees also stated that they
did not feel that there was unity or community in the residence when “there is still little groups
and things which could be broken down” (Male mentee, FG 3, par. 10). A mentee explained
that there were “cliques and racial groups” (Female mentee, FG 3, par. 12) in the residence.

The mentors were focused on how barriers to interrelationships could become barriers to
community and interconnectedness. One mentor described this experience as follows: “If you
let me in and show me that | can come, | will come in. But if you have this wall up, then I won't
even try breaking up things that you won't even try to break down ~ (Female mentor, FG 8,
par. 25). This experience was worsened when mentees had a sense of superiority: “I had an
incident where the B.acc (...) seemed to be superior” (Female mentor, FG 8, par. 49) or
excluded others by remaining in their own cliques: “And that is what’s happening around here;
you have cliques which have some things in common, but will never take initiative to know a
broader sphere of people ” (Male mentor, FG 7, par. 9). These cliques seemed to be a common
occurrence and appeared to be an obstacle in creating cohesion in the mentor groups. A mentor
described this as follows: “You get different cliques of people and all that in my group, there
are people from those cliques and they don’t usually integrate well with each other” (Male
mentor, FG 7, par. 2). Some male mentors also mentioned that male mentees’ difficulties to
self-disclose was also a barrier to interconnectedness: “In my experience with the mentors, guys
try to be lions in every aspect of their lives but when it comes to emotions they are like deers,

you don’t confront a deer you have to kind of coax it” (Male mentor, FG 10, par. 36).
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5.4.3 Exposure to diversity.
From the TA data, it became evident that the biggest value that the peer mentor programme

held for students was to expose them to and teach them more about diversity. Mentors and
mentees often described social integration as the integration of different cultures. A mentee
described this as follows: “It can be between, two black groups that have different cultures or
it can be between white groups that have different cultures or having different perspectives on
religion or so on...so | think it is wider than some people think it is” (Male mentee, FG 5, par.
5., Another mentee stated, “We are mixed genders, mixed races, mixed cultures, so it is just
everything together. I think we are a perfect example of social integration right now” (Female
mentee, FG 3, par. 8). Another mentor confirmed that ““social integration in a sense is when
people from different backgrounds from another are able to interact with each other within a
certain environment” (Male mentor, FG 7, par. 2). These students also agreed that their
experiences in the residences exposed them to diversity and therefore made them accepting of
diversity. A mentor explained as follows: “I come here as a new guy you know like I have to
adapt to like different personalities and different characters and stuff and then the next surprise
that | have is that | live with a roommate that is completely the opposite of who I am you know
like he comes from a, his Afrikaans, he comes from a deep Afrikaans school he... he is white
and you know like having to live with that like it was one of the greatest experiences | think
that I've ever like I have seen my, in my life” (Male mentor, FG 10, par. 13). Students also
agreed that after exposure to diversity in the residences, it became much easier for them to be
open to diversity in different environments: “I think people (...) on campus are very, they allow
integration much easier, like obviously people have certain groups, but you find yourself being
able to relate and talk to them as easier than anyone else ” (Male mentee, FG 2, par. 23).

The mentees generally associated social integration with racial integration: “Sort of not
when all sort of paths and cultures and everyone comes together (...) we come together but we
don’t hide the differences we use the differences in a positive way, in a constructive way”’ (Male
mentee, FG 3, par. 2). They expressed this belief by explaining some of their experiences in
the residence, by saying, “Everyone gets along with everybody ” (Female mentee, FG 3, par.
6) and being very proud that “it is not like a separation of cultures. Everybody lives together
like even in the corridors, there’s a culture of everything and everybody just gets along”
(Female mentee, FG 4, par. 10). The mentees also expressed surprise at how diverse their new
environments were: “I’ve got many friends, coloured friends, Indians, Chinese!” (Female

mentee, FG 1 par. 12). The intentional exposure in the mentor groups also created a better
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awareness of diversity for the mentees: “We get to hear a white guy’s opinion, a coloured guy’s
opinion, and an Indian guy’s opinion. They are from different backgrounds and I get what they
are trying to say and it makes sense, but is actually cool ” (Male mentee, FG 5, par. 51). This
exposure led to many mentees broadening their perspectives: “(...) opened my eyes just a bit
more to the programme as well and through that he opened my eyes to the different perspectives
and as for the different perspectives | am like oh my goodness there is a whole new world out
there” (Male mentee, FG 5, par. 63) and to an awareness of a difference in opinion: “The other
person will have their own perspective about the scene and | would have my own perspective ”
(Female mentee, FG 1, par. 36). The following statement paints the picture of what acceptance
of diversity looks like for a mentee: “I was just walking and | just thought I would just come
around and say hello and | went into the room. They were talking about religion and | just sat
there and joined them. It was him and I think it was five guys. All of them had different religions.
What are you? Voodoo? Oh, Venda! Yes, it’s a culture. So all of them had different cultures
and | liked how they had different opinions about what they do when they take the next step if
I can put it like that. It was nice to have their different perspectives and to see how their cultures
work. And we sat there for like two to three hours, just talking” (Male mentee, FG 5, par. 64).

The mentors also gave very in-depth descriptions of this theme. When asked how they would
define social integration, a mentor responded as follows: “/ would firstly like to define what
diversity is before | can answer your question. | would define diversity as; people coming
together to find a commonality amongst themselves. In other words, to say that ‘hey, listen I'm
black you are white, I'm Xhosa and half something and you are ... " you know that type of thing.
So diversity is saying; if we put all those things together, there is that commonality that we are
all human. So for me when you talk about social integration you speaking about human beings
coming together, no matter where they from, no matter how different they are coming together,
to find that commonality so that they can live together, so that they can play together, so that
they can educate each other. For me that’s social integration: coming together as human
beings to find that commonality ” (Male mentor, FG 7, par. 4). Another mentor summarised
this statement as follows: “(...) the coming together of different components and on the social
scale that is coming together of different components in a social medium and interacting
socially” (Male mentor, FG 10, par. 4). The mentors agreed that their experiences in a
residence had made them accepting of diversity, by exposing them more to this component: “I
think res allows you to interact with people that you would normally not interact with, because

you are living with these girls and you can’t just not interact with them as you would be like
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an outcast or you would not have any friends” (Female mentor, FG 11, par. 5). Another mentor
echoed this sentiment by stating, “I have learnt about group dynamics that every person is an
individual. The way | treat you is not necessarily the way | would treat the next person. Not
that | would treat you badly, but the way | talk to you and relate to you differs from the next

person” (Female mentor, FG 8, par. 64).

The mentees made many comparisons between their experiences of diversity in their
residences and the experience of diversity in the broader campus community: “In classrooms,
when you go there and you see that someone from different races, (...), they want to go to
people, the same race as them” (Male mentee, FG 3, par. 18). They explained how there was
a big difference between the way non-residence students interacted with people that were
different from them: “I’ll be sitting with my friends from res and they will be like ‘oh, you are
black; all your friends are white’. Like how is that happening? And I'm like ‘oh no these are
the people I live with’. ‘Oh are you guys forced to sit together?’, ‘No it is because | want to sit
with them’” (Female mentee, FG 4, par. 22). Another mentee explained, “You get someone
who you see every day and then when you are at the mall you and you see them and wave and
they just give you the look. So you know it’s very hard because you don’t know whether the
person is happy today or what but, relationships are very hard but the people not so much”
(Female mentee, FG 6, par. 40). Some mentees also compared the different residences with
one another: “It feels like the residence is separate (...) You do not really feel part of the
campus” (Male mentee, FG 2, par. 26). This came especially from the male mentees, who
emphasised the challenges of bonding with other students in other male residences: “You don'’t
mix with another men’s hostel, like ever ” (Male mentee, FG 2, par. 38) and “This is not due
to any animosity or conflict, it is just (...) it’s not something you do intentionally. It’s just
something that doesn’t happen” (Male mentee, FG 2, par. 39). When probed, one of the
mentees responded that “male res mingling with male res. It’s not something I can see

working” (Male mentee, FG 2, par. 41).

5.5 Chapter Summary

In this chapter, the themes that emerged from the TA were presented, and the experiences
of mentors and mentees for each theme were discussed. The focus of the mentor-mentee

relationship was illustrated and the types of mentor roles were explained. The factors that
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influenced the mentor-mentee relationship were explored, and lastly, the value of the mentor-

mentee relationship was described.
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Chapter 6: Discussion of the Results

In the previous chapter, four main themes were identified, and each of the themes had
respective subthemes. Most participants agreed on the aspects of these themes, and there were
very few differences in views. In this chapter, these themes are discussed in relation to relevant
literature and previous research findings. Specific attention is given to participants’ perceptions

and understanding of social integration, their experiences of support and the effects of MLE.

6.1 Students’ Perceptions of Social Integration

The participants in this study showed high levels of social integration with their
environments. These levels of high social integration are noticeable in the commitment that
they show to their own social integration and involvement in their environments. Kuh, Cruce,
Shoup, Kinzie, and Gonyea (2008) state that when students take responsibility for activities in
which they are involved, they are likely to become invested in the activity and therefore more
committed to it, which in turn leads to social integration. The time and energy that students
invest in educationally purposive activities also point to student engagement (Kuh et al., 2008).
This idea of commitment to one’s own learning relates to Perry’s relativism stage of cognitive
development in which students make the decision to commit to belief and value systems that
they find valuable for their own learning (Love & Guthrie, 2002). The participants also
highlighted two institutional offers that influenced their sense of belonging and therefore their
social integration. They mentioned the way they were welcomed into their new environment
and orientated towards the expectations and interactions in this environment, and they spoke
much about the interactions and experiences that they had in the residences. According to
Braxton and McClendon (2001), orientation programmes and interaction in residence halls
form part of the institutional programmes and processes designed to reduce student departure

and influence student integration and retention (Tinto, 2010).

Researchers have shown that participation in orientation sessions directly influences
students’ social integration (Kuh et al., 2008; Pascarella, Terenzini, & Wolfle, 1986), especially
when these orientation programmes provide multiple opportunities for first-year students to
interact socially with their peers (Braxton & McClendon, 2001; Lewis, 2011). These
opportunities can be informal social interactions, but group-based activities are recommended

(Braxton & McClendon, 2001; Lewis, 2011). This is based on research that shows how peer
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involvement during the first semester has a positive influence on social integration (Berger &
Milem, 1999; Meeuwisse, Severiens, & Born, 2010; Milem & Berger, 1997). From the
participants’ responses, it became clear that they felt welcomed and embraced by their peers
when they entered the environment. The relationships that they formed through these initial

interactions also assisted them to adjust sooner to their new environments.

Johnson et al. (2007) found that students living in residences experience higher levels of
peer support and sense of belonging than students do who do not live in residences. This finding
was confirmed by participants who compared their own social integration and acceptance of
diversity with students with whom they interacted in the broader campus environment. The
participants were able to observe how their experiences and interactions differed from students
not living in the residences due to special social programmes in residences that are instruments
for fostering social integration (Braxton & McClendon, 2001; Tinto, 2010). Participants of the
study were involved actively in the peer mentor programme, which clearly aided their social
integration. Researchers have shown that a sense of community in residence halls fosters social
integration (Berger, 1997; Johnson et al., 2007). Participants often spoke about this sense of
community when they described how the bonds and relationships that they had in their
environments made them feel supported and confident to pursue their goals. It is clear that by
being part of the community, the participants were able to make better sense of their
environment. Vygotsky states how the ‘meaning making' process is influenced by the role of
the community in the individual's life (Vygotsky, 2004). Collings et al. (2014) confirm that
mentees who have been mentored by peers show higher levels of motivation to persist in their

studies.

Social integration takes place when opportunities for residents to interact socially are
provided, especially when these interactions are informal, face-to-face, and in groups (Berger,
1997; Berger & Milem, 1999; Meeuwisse et al., 2010). This could be seen clearly when the
social interactions that took place in the peer mentor programme, especially in small groups,
provided participants with the opportunity to be exposed to diverse opinions and to form
valuable and meaningful relationships. Johnson et al. (2007) confirm that positive interactions
with peers influence students’ sense of belonging, because it makes the complex environment

feel more supportive.
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6.2 Students’ Experiences of Support in a Peer Mentor Programme

The themes related to support that were identified can be compared to Nora and Crisp’s
(2007) theoretical framework, which is focused on explaining undergraduate students’
experiences of mentoring based on four forms of support, namely psychological and emotional

support, goal setting and career paths, academic subject knowledge support, and role models.

Psychological and emotional support takes place when the mentors listen to the mentees’
challenges and assist them to solve these problems, and when the mentors provide moral
support and build supportive relationships (Holt & Fifer, 2016; Nora & Crisp, 2007; Roberts
& Birmingham, 2017). Many of the mentees described experiences of being able to approach
their mentors or peers to talk about challenges or just to have informal conversations. These
conversations assisted them to gain insights and different perspectives on their own issues in
order to make a more informed decision. When listening to different perspectives, the
participants were able to identify with someone else’s challenges, which led to the formation
of deeper relationships and friendships. According to Scheu and Yaoying (2014), the
development of empathy is a vital part of students’ cognitive development. Chickering states
that an important part of the student development vector of managing emotions is the awareness
that students have of their own emotions and the ability to manage them realistically (Long,
2012). The value of this psychological and emotional support is enhanced through informal
interactions and the sharing of informal social experiences. Once the mentor participants
became aware of their ability to provide this type of support, they were encouraged to take
more responsibility for the mentoring relationship by making themselves more approachable

and paying special attention to reaching out to the mentees.

Students experience more forms of support with regard to goal setting and career paths
support when mentors assist and encourage them in setting and obtaining academic and career
goals, decision making, and critical thinking (Nora & Crisp, 2007; Roberts & Birmingham,
2017). It appears that some participants found the experiences in the mentor programme

meaningful and useful for use later in life, especially when entering the world of work.
Support with regard to academic subject knowledge takes place when the mentors use their

own knowledge in the relevant field to educate and challenge the mentees academically (Holt
& Fifer, 2016; Nora & Crisp, 2007; Roberts & Birmingham, 2017). Some participants
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highlighted how the mentors moved outside their scope of expected objectives to assist and
support the mentees academically by sharing advice of their own experiences as students. Most
of the participants found the content of the mentor programme useful to broaden their

knowledge in their specific fields of study.

Support in the form of role models focuses on the mentors serving as role models to the
mentees by enabling the mentees to learn from their actions, accomplishments, and weaknesses
(Nora & Crisp, 2007; Roberts & Birmingham, 2017). Most participants seemed to be grateful
to have someone to talk to that was more experienced and had experienced the same challenges
that they were experiencing. The mentors were able to identify how valuable their own self-
disclosure was as a means to create openness to share sensitive issues in the mentoring
relationship. The mentor’s self-disclosure of challenges and how they were overcome plays a
significant role in this form of support (Holt & Fifer, 2016).

The fact that the mentees experienced all these forms of support from their mentors is
congruent with Dominquez’s (2013) stance that effective mentors should be engaged,

authentic, dependable, and available to assist with the mentees’ needs.

6.3 Effect of the Mediated Learning Experience Theory

Feuerstein (2000) poses that learning takes place when human mediators or mentors are
used to assist mediatees or mentees to interpret their environment in such a way that they are
able make meaning out of the challenges in interactions with the environment (Silver, 2009).
This theory is called the MLE, which consists of 12 criteria that describe the type of learning
that takes place from the interactions between the mentor and mentees (Silver, 2009). In the
next section, he MLE criteria that were identified from the participants’ experiences are

discussed.

Mediation of transcendence was the first criterion experienced by the participants. It is the
ability of the mentees to apply strategies and learned approaches in unmediated situations
(Tzuriel & Shamir, 2007). Both mentee and mentor participants were able to identify how the
experiences that they had in the mentor programme, would assist them later in life to be able
to navigate the world of work better and to build meaningful relationships outside of the

campus environment.
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Mediation of the feeling of competence was an important aspect that emerged. It refers to
interactions between the mentors and mentees that enable the mentees to function successfully
and independently (Tzuriel & Shamir, 2010). It was found that after the initial dependence on
the advice and the support of the mentors, the mentees soon grew to be independent. Even
though this was a source of frustration for some mentors, many mentors were able to realise
that this took place because the mentees had become more independent and reliant on their own

competence.

The third criterion that some of the participants experienced is the mediation of sharing,
which refers to the joy that the mentors and mentees experience when they work together in
shared experiences or towards a shared goal (Silver, 2009). Many participants reported on how
the shared, informal experiences in their communities assisted them to form valuable

friendships, adjust to the environment, and be more exposed to diversity.

Mediation of individuation and psychological differentiation takes place when diversity is
celebrated and respected (Silver, 2009). Participants reported how they were able to come to
appreciate diversity through exposure to diverse people with different opinions, ideas, and
cultures. Participants were able to develop confidence in their own uniqueness without feeling
threatened by differences. This appreciation of diversity developed to the extent to which

participants were willing to seek out opportunities to be exposed to even more diversity.

Most importantly, the mediation of the feeling of belonging was a significant criterion that
was experienced by the participants. Silver (2009) refers to this as one of the most important
aspects of MLE in assisting mentees to develop a sense of belonging through the mentoring
relationship. Participants reported on how they became more part of their communities through
their experiences in the mentor programme. They described how their interactions and the
relationships that they built assisted them to feel at home and that they belong to their new

environments.

6.4 The Influences of a Peer Mentor Programme on Students’ Learning and Development

Many participants in this study disclosed how they developed during the course of the year.

By participating in the peer mentor programme, they felt confident and motivated to persist in
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their studies, make more friends, and participate in previously unfamiliar activities. Skaniakos
et al. (2014) explain that peer mentor programmes at HEIs provide excellent opportunities for
individual growth and development, specifically in terms of academic advancement. The most
important influences in the participants’ learning and development were the interactions they
had with their peers, the orientation activities in the residences, the development of life skills,

academic support, and the participants’ exposure to diverse opinions and schools of thought.

The participants in this study gained much from learning with and from their peers.
Vygotsky regards peer interaction as a valuable component to promoting social perspectives
(Cicchetti & Cohen, 2006). In this peer mentor programme, the mentors were senior students
in the residences mentoring the first-year students, which according to Collings et al. (2014),
is the ideal method since senior students possess the recent experiences of issues with which
first-year students may be struggling. Therefore, the mentees were able to recognise their
mentors as knowledgeable peers who were valuable resources when sharing previous
experiences and modelling the desired behaviour. This concept also relates to what Vygotsky
says about peer learning, namely that individuals learn more from a better-endowed peer than
from a same-level peer (Tzuriel & Shamir, 2007). Tzuriel and Shamir (2010) agreed that, for
this learning process to be successful, mentors should have more experience than the mentees.
The fact that the mentors shared from their own experiences fits into Jakubik et al.’s (2016)
definition of mentors as individuals who guide less experienced individuals by modelling
positive behaviour and building a trust relationship. According to Dominguez (2013), the
mentor relationship is so valuable to the mentees because they have access to the experience
and knowledge that the mentors bring to the relationship. According to Feuerstein (1988), the
mentors should be committed to the mentoring relationship and have the intention to pass on
their experiences to the mentees. This commitment and intention emerged very clearly from
the findings of the study. The informal interactions that the mentees and mentors had with one
another led to valuable friendships that made the relationship more comfortable and
approachable. This development of valuable friendships is a good example of the development
of trust in others, which Erikson regards as an essential component of identity development
(Torres et al., 2009). These friendships also acted as a gateway for the mentee participants to
have the confidence to build more relationships in their residences, which is a good example
of Feuerstein’s human mediators assisting mentees to make meaning of the environment in

order to navigate it in a way that makes sense to them (Pruit, 2011).
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It was interesting to note how many mentee participants initially felt very lost and confused
in their new environments. According to Egege and Kutlieleh (2015), this sense of isolation
and anonymity is a common experience for most students when arriving at HEIs. Furthermore,
Krause and Coates (2008) state that if these students are engaged properly in their new
environments, it enhances their sense of belonging. Egege and Kutlieleh (2015) confirm that
mechanisms like peer mentor programmes that introduce students to their environment can
definitely assist with their adjustment. That is why it was not surprising to observe that once
the mentees were orientated towards their new environments, they felt much more at ease and
comfortable. Many mentees recalled how the conversations that the mentors had with them
during the orientation activities helped them to feel more welcome and embraced in their new
environments. These conversations took place as soon as the mentees arrived at the residence
and continued for the first two to three weeks of the term, which, according to Skaniakos et al.
(2014), is common practise at most HEIs. The mentors focused on ensuring the mentees made
friends, were comfortable in their new surroundings, and knew what was expected of them,
which is one of the aims of a peer mentor programme to establish a system of support that is
able to orientate first-year students successfully in their new educational environment
(Skaniakos et al., 2014). These orientation activities assisted the mentees to build friendships

that lasted them the whole year.

Many participants also disclosed how they had learnt much during the peer mentor
programme that supported them with their academic challenges and prepared them for their
lives after graduation. Firstly, the sessions that the mentors presented to the mentees involved
lessons about values, which had the purpose of educating students on life lessons. Skaniakos
et al. (2014) agree that the activities of peer mentor programmes should include practical
information sessions. Secondly, whether from direct academic advice from mentors or because
of the interactions with the mentors, the mentees felt they were supported academically.
Academic support is a valuable aspect of a peer mentor programme, as can be seen in the study
of Chester et al. (2013), who found that participation in a peer mentoring relationship has a
significant effect on the academic performance of the mentees and found a higher proportion
in higher grades after exposure to a peer mentoring relationship. According to Colvin and
Ashman (2010), academic advice is an important role of the mentoring relationship, which can
be seen from the participants’ statements that the mentors took their responsibilities very
seriously. Thirdly, mentees and mentors reported how their experiences in the peer mentor

programme taught them valuable lessons that they would be able to use once they enter the
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world of work. This preparation for the world of work is an example of how participation in a
peer mentor programme makes students feel more comfortable and encouraged to pursue their
goals or advance in their careers (Canter et al., 2012). Cheatham (2010) agrees that a mentor’s
role is to assist mentees with goal setting towards a future plan for success or career
development. It was also interesting to note that even though the purpose of the peer mentor
programme was to teach the mentees life lessons, the mentors also learnt skills and behaviour
that would assist them later in life. Canter et al., (2012) mention this as one of the benefits of
the mentoring process and state that mentors gain confidence in their own abilities and
leadership skills. All of these lessons and experiences align with Dominiguez’s (2013) stance
on mentors being individuals who help other people to move through an important life
transition and encourage and assist individuals to attain personal goals. According to
Chickering’s developing purpose vector of student development, the clarifying of personal
goals and planning for the future are necessary components to develop successfully during the
student years (Goldberg, 2013). It is also an indication that the students were moving towards
Perry’s relativism stage of development by exploring careers and lifestyles and finding their
place in the world (Blimling, 2010).

By being exposed to diverse opinions, cultures and people in the peer mentor programme,
most participants learnt much about others’ perspectives and influences. Participants were
often confronted with opposing views and had to decide for themselves whether to accept or
reject the viewpoints. According to Cheatham (2010), another part of mentors’ roles is to
challenge the mentees’ ideas through conversation. This whole process of meaning making and
adopting and strengthening one’s one views is aligned with Baxter Magolda’s theory of self-
authorship, which states that students need to learn to analyse knowledge critically and to create
their ideas (Engberg & Davidson, 2016; Hodge & Baxter Magolda, 2009). By making decisions
about their viewpoints, the participants became more confident of what their own views were
and were able to defend these views without feeling threatened by others. Therefore, according
to Baxter Magolda, they have self-authored intrapersonal structures because they can argue
from their perspective and identify areas in which they disagree with others (Hodge & Baxter
Magolda, 2009; Engberg & Davidson, 2016). It was interesting to see how most participants at
first were resistant to being exposed to different viewpoints and cultures, but as time
progressed, they were able to realise the value of diverse opinions. This process is an example
of Perry’s stages of cognitive development and shows how the participants moved from

dualistic thinking, in which the initial challenge to a student’s dualism often comes from peers
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(Love & Guthrie, 2002), towards relativism, in which more trust is put in individuals' inner
voices and they believe that people have the right to have their opinions (Blimling, 2010). Some
participants even disclosed that after they had learnt to accept diversity in the peer mentor
programme, they were more open and accepting towards diversity in other interactions. This
shows that participants were able to transfer their learning to broader environments (Cho et al.,
2015).

6.5 Developing Independence and Competence

The development of autonomy is one of Chickering’s vectors of student development and
refers to individuals who no longer need reassurance and emotional support from their family
and peers and who begin to pursue their own interests (Spence, 2012). This development of
autonomy emerged very clearly from the data. Many mentors even observed how their mentees
stopped needing them and continuously became more independent from them as the year
progressed. The phenomenon of the mentees becoming very independent from their mentors,
with some even reaching the point of rejecting their mentors, is a very interesting phenomenon
and corresponds well with the developmental stage in which the mentees are. Initially, when
the mentees were following and obeying their mentors to the letter, they were in the pre-
reflective thinking stage of King and Kitchener’s stages of moral development, which,
according to Spence (2012), is the stage when students believe what authority figures teach
them and learn only through first-hand observation instead of evaluating the evidence for
themselves. As the year progressed, the mentees became more confident after successfully
navigating their new environment and interactions. According to Baxter Magolda’s theory of
self-authorship, this is the time when students begin to move away from relying only on the
external influences on their lives to finding their internal voices (Sattler & Turns, 2015).
Furthermore, as the year progressed, the mentees moved towards King and Kitchener’s
reflective thinking stage of moral development, which Zeidler et al. (2009) refers to as the time
when students are confident to make their own assumptions and judgements and they become
less dependent on authority figures. During this time, students also move toward what Piaget
calls the formal operational stage, when they are able to test hypotheses logically and think
abstractly (Lefmann & Combs-Orme, 2013). It is important to note that not all the mentees
reached these phases within the first year, but most of the participants showed signs of moving
towards it. When confronted with different viewpoints and people, the participants were also

able to develop their independence by improving on previously held beliefs and adopting some
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viewpoints as their own and after careful consideration rejecting others. This finding is a
reflection on the students’ cognitive development and relates to Fullerton’s (2010) study who
found that students report changes in the way they think or act and in how they critically
examine their values and knowledge. This finding supports the findings of Chester et al. (2013),
who pose that strong evidence exists that supports the use of peer mentoring for first-year
students to increase their self-efficacy and well-being. The finding relates to Collings et al.’s

(2014) finding that mentoring prevents the decline of self-esteem in mentees.

The development of competence was noted especially among the mentors who seemed to
be very mature in taking up the responsibilities of mentoring their mentees. The mentors took
responsibility for their own learning to ensure that they became better mentors and to try to
learn as many valuable lessons as possible from their experiences as mentors. The mentors
were aware of their roles as role models and took responsibility for modelling the behaviour
they were teaching, making themselves more approachable, looking for opportunities to assist
their mentees, and being intentional about making the conversations meaningful. The amount
of intentionality that the mentors showed is very interesting to note and agrees with
Feuerstein’s (1988) statement that the mentors are responsible for the quality of the mentor
relationship, because of the bigger effect it can have once the quality has been established
(Brumovska, 2007). According to Sandas (2008), intellectual competence is the skill to develop
analytical and comprehensive thought, and according to Spence (2012), interpersonal

competence is characterised by listening, communication, and social skills.

6.6 Chapter Summary

Nora and Crisp (2007) found that mentoring relationships that are designed to assist students
to adjust to and succeed in their degrees at HEIs should be able to provide them with
psychological support, assist with goal setting and career paths, provide academic knowledge
support, and provide a role model. The findings of this study illustrate how the peer mentor
programme was able to provide all these factors to the participants. In this chapter, the data

were discussed in relation to literature and previous research findings.
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Chapter 7: Key findings, Limitations and Recommendations

The current study is concluded by providing a summary of the most significant findings that
were presented in the previous chapter. The limitations associated with this study are discussed,
and recommendations are made for future research relating to the experiences of mentors and

mentees with regard to social integration.

7.1 Summary of the Most Significant Findings

The aim of this research study was to explore and describe the experiences of social
integration in a peer mentor programme. It was important to explore the participants’
experiences of social integration, because researchers like Tinto (1993) found that the higher

students’ experiences of social integration are, the more likely they will be to persist at HEIs.

The first-year students (mentees) in this study were mentored by older and more experienced
senior students in the residences. These mentoring relationships began as soon as the mentees
arrived at the residences and continued during the whole year. The mentors were expected to
have group conversations with their mentees that were focused on understanding and exploring
shared values, and the mentors had to have informal, individual conversations with their
mentees during the year. The peer mentor programme was presented as a means to assist with

the mentees’ adjustment to their new environment and to become socially integrated.

Several conclusions can be drawn from the study. From the analysis, four themes were
identified, namely (1) focus of the mentor-mentee relationship, (2) type of mentor roles, (3)
factors influencing the mentor-mentee relationship, and (4) value of the mentor-mentee
relationship.

For the majority of the participants, their experiences in the mentor programme assisted
them to develop a greater sense of belonging to their community. The participants were able to
see these experiences of interconnectedness as valuable to their own growth and development
as students. Furthermore, the benefit of these experiences encouraged the participants to show
even more commitment to the mentor programme and their residence communities.
Participants experienced more social integration in the residences than students did who were

not living in the residences. This social integration was aided by the way the participants were
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welcomed into their new environments and the speed with which they were able to adjust and

make new friends.

Informal social interactions in the peer mentor programme enabled participants to make
friends with people with whom they normally would not have interacted and to be exposed to
different ways of thinking and opinions. These shared experiences, values, and traditions
assisted them to be more socially integrated, especially when these interactions were in

informal, non-threatening settings.

Participants were exposed to a diverse set of opinions and cultures that were different from
their own. Their interactions with these opinions and cultures enabled them to be more open
minded towards diversity and therefore more accepting of it. This acceptance and awareness
of diversity led students to be able to identify instances of non-exposure and non-acceptance

of diversity in different environments.

Since the students who participated in the programme were representative of the ethnic
diversity of the UFS student population, the study is also valuable in that it provides evidence

for the relevance of Western theories within an African context.

The participants were able to form deep and valuable friendships in their respective
environments. These friendships provided strong support structures for the participants and

assisted with their social integration by enhancing the sense of belonging to their communities.

Participants felt they were supported by having role models to turn to and by being role
models for others. Having someone who advised and encouraged them proved to be very
beneficial to the mentees. It was also found that in order for the mentors to be effective in their
role as role models, they should be willing to self-disclose about the challenges that they had
faced and how these had been overcome. The mentors experienced this role as very beneficial
when the mentees showed their appreciation for their commitment and efforts. They also felt
emotionally and psychologically supported when they felt safe and at home and had valuable
friendships and someone to talk to when in need of advice or support. Some participants felt
supported in academic subject knowledge when receiving advice from others’ experiences and

by being able to apply the content of the mentor programme in their fields of study.
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It was found that peer learning had a positive influence on the participants, especially since
more experienced and knowledgeable seniors students were mentoring first-year students and
were willing to share their experiences and model the behaviour that they were teaching the
mentees. The friendships that the mentees and the mentors formed with one another also had a

positive influence on the peer mentor programme.

The findings indicate how the orientation activities that took place in the residences assisted
the mentees to adjust to their new environments and to make friends sooner. Another finding
was that when the mentors became intentional about ensuring that their mentees made friends

and became comfortable in their new environments, it assisted them to adjust.

Both mentees and mentors felt supported academically by participating in the peer mentor
programme, which is directly due to conversations involving academic advice and indirectly
due to the discussions about the contend of the peer mentor programme. Mentees and mentors
were able to learn valuable life lessons from participating in the peer mentor programme that
would assist them to be successful in their careers later in life.

Exposure to diverse people, environments, and opinions enabled the mentees and mentors
to re-evaluate their own beliefs, analyse different viewpoints, and accept diversity. Mentees
and mentors became more comfortable with diversity and challenges to their belief systems

and were able to transfer this experience to different environments.

After the initial reliance and dependence on the mentors, the mentees were able to grow into
their own competence and function independently from the mentor’s support and guidance.
Therefore, by participating in a peer mentor programme, first-year students are able to gain
emotional independence in order to function successfully in their new environment. Senior
students who participate in a peer mentor programme gain the competence and skills that
prepare them for the world of work. The findings support the evidence that the use of peer
mentor programmes support first-year students in increasing their self-efficacy and well-being

and prevents decline in self-esteem.
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7.2 Limitations of the Study

Limitations are intrinsic to all research studies and can be found in the research design and
methodology or in the interpretation of the findings. Factors that could have influenced the

findings of this study are discussed next.

The study made use of a non-experimental, qualitative approach, which could make it
difficult to extend the findings of the data to a wider population with the same certainty as in
the case of quantitative data. Even though data were collected to the point of saturation, some
of the findings might be limited to the specific group of participants and cannot be generalised
to the wider group. According to Patton (2015), another drawback of using qualitative data is
that minority views tend to be held back and social interaction may be constrained by the

unfamiliar setting.

The study made use of focus group discussions, and Koerber and McMichael (2008) warn
that the limitation of self-report data is that it can rarely be verified objectively. Dodorico
McDonald (2009) advises that because of social desirability, participants could try to present
themselves more favourably. It is also possible that the participants could not recall their
experiences accurately or that they could exaggerate their experiences. The number of
participants used in the study was also a relatively small; when compared to the larger
university population, this might result in the findings of the study not being taken seriously
by other academic researchers. Some participants may also have experienced the focus group
setting as intimidating and might not have felt comfortable to express themselves honestly,

which might have had an effect on the accuracy of the data that were gathered.

English was used as the main mode of communication, and even though most participants
were able to communicate it English, it can be expected that some participants were unable to
express themselves fully and/or comfortably. Even though some participants were able to speak
Afrikaans, this was the only other language that could be used to communicate. However, since
the focus group discussions took place in a relaxed and comfortable environment, participants

were able to ask for help when they struggled to find the right words to express themselves.

The participants’ discussions and the interpretations of the data could have been influenced

by the researchers’ personal beliefs and opinions. The researchers’ understanding of the
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participants’ responses could also have been limited to her own interpretation of the context.
This understanding could have been limited further by the information that the participants
gave during their discussions. Bowtell et al. (2013) advise that to prevent this, researchers
should engage constantly in a process of reflecting about and considering their own unique

position in the research study.

The study was conducted at only one university, which limits the extent to which the
findings of the data can be generalised to other populations of mentors and mentees.

7.3 Recommendations for Future Research

Based on the limitations mentioned above, several recommendations can be made.

If the focus groups were to be conducted in the participants’ first language, a deeper and
richer data set could be obtained. However, this might be very time consuming and limited to
the resources that are available to the researcher. Alternatively, a professional interpreter can

be used to facilitate the conversations in the participants’ mother tongue.

By including quantitative research in future studies, such as a short questionnaire, a more
significant and deeper understanding of the participants’ experiences could be obtained. A
larger sample size could then be approached to confirm the findings of the qualitative, self-
reported data. Longitudinal research can also be conducted to measure the experiences of both

mentors and mentees as time progresses.

Another recommendation is to use a researcher who is not directly involved with the
participants or in the peer mentor programme. This would allow greater objectivity and the
ability to interpret the context of the self-disclosed data from an outside perspective.

Furthermore, it should be considered to explore other factors that might affect participants’
experiences of social integration. Studies should explore other social and informal peer-group
and staff-student interactions that could play a role in influencing participants integration with

the larger campus community.
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7.4 Conclusion

This chapter focused on concluding the study by providing an overview of the most
important finding, the research limitations, and recommendations for further studies. The aim
of this research study was to explore and describe the experiences of social integration in a peer
mentor programme. From the results, it was found that mentors and mentees reported high
levels of social integration to their residence communities and by extension the broader campus

community.
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APPENDIX C - Focus Group Transcriptions

Focus Group 1

Mentee Meeting 1 (Females 1)

Themes

1.1

Interviewer: Ok so my name is Zanete du Preez and | am doing my Masters in research
psychology and part of my research is on the mentorship programme. The topic of the
research is the experience of mentors and mentees with regard to social integration in the
mentorship programme. It is very interesting and | can tell you a whole lot about it. You
must never ask a researcher what her research is about, it can take a while. So | am sitting
here with 9 first year girls and you have all agreed to be here and participate in this
research? Yes? Thank you. So let us start. As | said that my research is about social
integration. So if you had to think about social integration what do you think it means?
What is social integration?

1.2

Female Participant: Does social integration mean to work together as a whole?

1.3

Female Participant: So socialising with people around you, integrating with you?

14

Interviewer: Well done you guys are very good teammates. So yes that is what social
integration is; the way in which a person integrates into the community. So practically it
means your experience of a sense of belonging to your community or the people around
you and the friendships you build and how safe and welcome you feel in your surroundings.
So that is beautiful. So describe to me your social integration in this residence?

1.5

Female Participant: Do you want me to start?

1.6

Interviewer: Yes

1.7

Female Participant: Uhm, at first when | came here obviously everyone probably felt very
nervous because it is new people it is new surroundings. And the first night was tough
because like obviously you are away from home for the first time but after that | felt very
welcome like with the people around me I made friends very quickly and uhm, I don’t
know, like everyone just made the effort to make us feel very welcome and right now | feel
like I am part of a family.

Focus of the mentor-
mentee relationship

Subthemes

Orientation to campus life




1.8

Female Participant: Oh, well I came here not knowing one person and | know a lot of
people came here knowing at least one or two people. And from the minute | arrived
everyone was so nice and welcoming. | felt integrated socially (laughing) so ja.

Factors influencing the
mentor-mentee
relationship

1.9

Interviewer: Are we going around the circle? We are going around the circle.

1.10

Female Participant: Ok, I also feel like that. I didn’t know anyone at all here and ja, but
now | have made a lot of friends and feel very welcome. And 1 just think it is the effort you
make with people and that’s what you also get back. So if you are not social with anybody
you will find yourself feeling very alone. So for me it is not being, it’s not that bad being
away from home because I feel like I have a lot of sisters here and yeah I don’t feel a void
of my parents and my family and my friends and stuff.

Factors influencing the
mentor-mentee
relationship

1.11

Interviewer: You can tell me your experience with social integration on campus.

1.12

Female Participant: Well I’'m a second year on campus and a first year in res. Last year
was... ok at first it wasn’t, it really wasn’t. | cried myself to sleep because I didn’t have
much friends, I didn’t know anybody here. But then as the year progressed it was nice, I’ve
got... I’ve got friends. A lot of friends! I’ve got my friends, coloured friends, Indians,
Chinese!

Factors influencing the
mentor-mentee
relationship

Friendships in the residence

Commitment to the residence

Friendships in the residence

Value of the mentor-
mentee relationship

1.13

All participants: (laughing)

1.14

Female Participant: Not Chinese! (laughing)

1.15

Female Participant: | enjoyed campus. The first few weeks, | hated Rag, just putting it
out there. (laughing) Out there it is very different from here because I felt like here we...
it was difficult to like adapt because I’ve never lived in res. So it was a problem to adapt to
the environment but when I went to classes on campus | was feeling no stress of saying hi
to someone I didn’t know. Yeah so I still enjoy classes more than res life, but now it is
balanced.

Value of the mentor-
mentee relationship

1.16

Interviewer: So you felt there was less pressure on campus?

1.17

Female Participant: Yeah, and it makes sense. Yeah.

1.18

Interviewer: Tell me about your friendships in res?

1.19

Female Participant: Well | have made a lot of friends, quite a lot. Well, I didn’t think it
would be that much, because | am not that social. And, ja, cause | really hated this place
when | got here, | wanted to be back home. But ja, | am used to the place now.

Factors influencing the
mentor-mentee

relationship

Exposure to diversity

Psychological and emotional
support

Friendships in the residence
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1.20

Female Participant: Oh ok, I must be honest when I got here | really wanted to go home
actually and then I met all the first years. At first it was kind of difficult because | was like
ok, who am | actually gonna associate myself with cause I don’t know them all. But then
ja, as time progressed, actually I made.... ja. So | met people from the first day I got here
and became friends and | got to know more girls in this res especially my mother first year.
And then ja, became friends, ja, | must say | have a lot of friends. (laughing)

Factors influencing the
mentor-mentee
relationship

Friendships in the residence

1.21

Female Participant: For me, uhm, on campus | am not like around, ok 1 am around first
years in classes and everything but I only have one friend who is first year. There are a lot
of people from back home so like yeah, | am always with them but yeah well | made a lot
of friends. I was looking forward to res life, you know, cause all my life I’ve been home.
You know... going to school, come back, it’s just the same routine, same boring routine
but | told myself once I am done with school | will live in residence because there are many
activities you know, you never like get bored. At times it’s really, it’s a drag. I don’t wanna,
like cause you have to juggle your school work and res activities but | enjoy it a lot.

Factors influencing the
mentor-mentee
relationship

1.22

Interviewer: You have found your balance?

1.23

Female Participant: | guess so.

1.24

Interviewer: | want to ask you how do you experience the unity in res?

1.25

Female Participant: The unity?

1.26

Interviewer: Is there unity?

1.27

Female Participant: There is unity regarding events like social life inter and stuff. But ja,
there is a lot of events that unite people if that’s what you mean by unity. And I don’t know,
like, all the events mean unity and then the rest of the time people just carry on with their
lives because we have school work and then when we come back we have meetings, if that
is also unity.

Factors influencing the
mentor-mentee
relationship

Friendships in the residence

Type of activities

1.28

Female Participant: And we have activities like teekan, soccer and other stuff that unites
people. And ja, | feel part of the residence when | do the events.

Factors influencing the
mentor-mentee
relationship

1.29

Interviewer: | want to know what your experience of the mentorship programme is. You
can be honest.

Type of activities
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1.30

Female Participant: The first time, I think, 1 mean the first mentorship meeting we had
was very late. We were all tired. | think it was, ja, it was like the second week after we
came here and it was really late. And then like we got into our group and everything was
so mellow, you felt really comfortable talking to them and they all made you feel very
welcome and it is also a good thing to get to know your second years, like starting to get to
know the seniors and became friends with their friends. And it is also quite nice to talk to
someone that knew everything about what’s going on and like how the res runs and if you
have a problem or if you want to know how something works then you go to them and talk
to them. So it felt nice to know, to get to know someone but I also felt like it’s a bit too late
that we got used to it.

Type of mentor roles

The role of a friend

1.31

Female Participant: I don’t know, I felt the mentorship programme is pretty cool, cause
like she said, it’s nice to have someone to talk to that knows what’s happening and knows
how the res works. I’ve never lived in a res and I have never lived in a hostel, I’ve only
lived at home. And it is really nice to talk to someone like that knows what’s happening.

Type of mentor roles

Mentor as a role model

1.32

Female Participant: Yah it is nice getting into smaller groups and getting to know your
peers as well, they know what you are going through. That’s how I feel.

Value of the mentor-
mentee relationship

Community and
interconnectedness

1.33

Female Participant: I just think it’s really late. Like at first, | am used to sleep at 9 o’clock
because | love to sleep. Then here I am forced to talk at like 10 o’clock about how I am
feeling about this. And all I can think about is my bed. But anyways like, I think it’s better
to reassure us, in the sense that we get to talk about how we are feeling, cause obviously
there’s a new environment and new people for all of us. And also to find out that like you
are not the only one to be feeling this way, some people also feel the way that you do. But
ja sometimes it wasn’t that big of a show, we didn’t really talk about the things that, ja,
relating to the situation. But overall it was a good experience.

Value of the mentor-
mentee relationship

1.34

Interviewer: Tell me in which ways do you feel your mentors are aiding your social
integration?

1.35

Female Participant: Well, sometimes she would ask us a question then she would require
us to answer it. (laughing)

1.36

Female Participant: Uhm, like for instance if we watch a movie she would ask us how we
feel about a certain scene and how like, our personal perspectives. And in the group which
will each have an answer. The other person will have their own perspective about the scene
and I would have my own perspective. And she tells what she thinks about it so in a way |
don’t know, yeah.

Value of the mentor-
mentee relationship

Psychological and emotional
support

Exposure to diversity
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1.37

Female Participant: Well sometimes you know, like they would make us write stuff or
whatever they call it and then get angry and frustrated and take it out on us and when we
are at the mentor sessions, she’s like uhm, she wants us to talk about it and some of us have
never talked out loud. So she would, uhm, like come to my room and talk about this
privately. She would give me advice like it is only for a couple of months just to see it
through. She calmed me down.

1.38

Interviewer: So you will never stand for a Rag committee?

1.39

Female Participant: Never.

1.40

Interviewer: Is your mentor aiding your social integration in your res?

1.41

Female Participant: Uhm, | never talk much at res sessions | must say, but then our mentor
like, she’s kinda worried about me because I never seem to be interested but most of the
time she’d like ask me to go to her room or like talk and like, whenever she sees me she
always asks if I am ok and stuff. She tries and makes me feel at home, she will talk with
the other people during our sessions. And as time passed on I talk more cause I don’t want
to stay here so like, I don’t want to say anything about my space, just quiet and I’'m like
over this.

1.42

Interviewer: So think of first year that is totally socially integrated. She has successfully
passed this test. What does she look like?

1.43

Female Participant: What does she look like?

1.44

Interviewer: You know... her actions

1.45

Female Participant: She is very lively, yes. She greets everyone, she takes the initiatives
to know people but I don’t know... uhm... you explain, you explain. (laughing) Yeah that
person who is really lively and she doesn’t like talking to... or if you want to ask her
something she is very upbeat. Someone easy to talk to.

1.46

Interviewer: We will call her Susan, the student. She is a socially integrated person.
(laughing)

1.47

Female Participant: But very easy to talk to actually, like you know that, you are not
afraid to actually ask her anything.

1.48

Interviewer: Ja.

1.49

Female Participant: Well, she’s that person when you were having a bad day which is so
easy. | know one of seniors, she is like that. You greet her, she asks you “how are you?”,
“are you happy?”, She always has a smile. Like whenever I, you know, like in the beginning
it’s hectic, | am not gonna lie. You are tired, you are not use to the work load, and it’s really

Type of mentor roles

Value of the mentor-
mentee relationship

Value of the mentor-
mentee relationship

Mentor as a role model

Psychological and emotional
support

Psychological and emotional
support
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something else. And then you just bump into her and then it gets better because she is going
to ask you “how are you?” Even if you are not good, but the fact that she took the initiative,
you know, it just makes a difference.

1.50

Interviewer: So how can a community help people become a Susan?

1.51

Female Participant: Well, when everybody helps everybody. And when everybody’s
unity ... [ don’t know. To make, when a person helps another person, then that person will
be willing to help another person. So if you get like, you pay forward, if that is a word. And
also like, some people like, they describe this person very helpful and always smiling and
always happy and one interested in other people, like to create, I don’t know how to create
that person, I can only give an example, because I don’t know how that person was brought

up.

1.52

Interviewer: And how about you?

1.53

Female Participant: Me?

1.54

Interviewer: Yes, describe a community that can help a student become a Susan.

1.55

Female Participant: Oh Susan? Ag, I didn’t know what you said. Ok. Uhm, obviously if
you are happy then people around you will obviously have to be happy because like your
aura gives it off. If I am sad and | am sitting here like bleak, then everyone else there will
be bleak, you are not going to be able to... what’s that, if you let your light shine others
around you unconsciously does the same. That like perfectly describes it.

1.56

Interviewer: Do you have anything else you would like to add, confess or suggest?

1.57

Female Participant: Confession session! (laughing)

1.58

Female Participant: I think I’d suggest that they are not that late, the sessions, also do
more fun stuff, like on the weekends maybe. Because everyone is so busy during the week
that when you get to a session you just want to go and do work and what not. So maybe
have like once a term, or something like that, have something fun. Like even if maybe some
of the girls go for lunch, like in your small group or go do something nice or fun. Like go
bowling and something like that. Not always have to talk about emotions and stuff.

(laughing)

1.59

Female Participant: So how do you feel about it? “I am sad?” How do you feel about it?
| am sad! (laughing)

1.60

Interviewer: So not always focus on the negative?
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1.61 | Female Participant: Also it’s a bit too serious, we can’t relate to the topics. Yeah like the
film was very touching, like | feel the same and everything, but it never happened to me so
| am like, ok! (laughing)

1.62 | Female Participant: Maybe talk about the consequences.

1.63 | Female Participant: Yeah maybe consequences of partying too much like, being drunk.

1.64 | Interviewer: What would you like to learn about your mentorship programme? Something
like time management?

1.65 | Female Participant: Also to know how to control our emotions, like when you are too
stressed or if you are angry and don’t know how to control it.

1.66 | Female Participant: There is so much theory behind it but actually applying it is tough to
do.

1.67 | Female Participant: And also teach us how to help, like counsel other people, like how to
listen to their problems.

1.68 | Female Participant: There is also a lot of theory behind that. (laughing)

1.69 | Interviewer: Yes you are a theory person. (laughing)

1.70 | Female Participant: But I think like that’s the thing you learn yourself in life, how to
listen to other people. It’s a skill you learn; you can’t physically sit down and be here, read
this and pull it into your brain. It’s something you have to apply.

1.71 | Interviewer: And so I have been a mentor for students since I... was not even a student

yet. And when | started studying psychology and we started doing like practical things. If
you have a session you know sit like this not like this. (laughing). And if you want, if you
are listening, encourage people to speak further using these skills or listening this way or
get their attention. (laughing). Ok, cool. Thank you so much.
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Focus Group 2

Mentee Meeting 2 (Males 1)

2.1

Interviewer: My name is Zanete du Preez and | am doing my Masters in research
psychology and part of my research is on the mentorship programme. The topic of the
research is the experience of mentors and mentees with regard to social integration in the
mentorship programme. And all seven of you guys have agreed to be in this research. Am
| right?

2.2

Male participant: Yah

2.3

Interviewer: OK, just to let you know that the responses remain anonymous and so will
the research be as well. Ok great, so let us start. I’ll ask the difficult question first. How
would you define social integration?

2.4

Male participant: Afrikaans please. (Male participants chuckling)

2.5

Interviewer: Sosiale Integrasie. Wat dink jy beteken dit?

2.6

Male participant: Ek dink dis net mense van verskillende rasse en etniese groepe wat So0s
probeer om saam te smelt. Soos een groep te vorm.

2.7

Interviewer: Hmm, that is a very good example. I like it. (Waiting for response from
another Male participant): Giggling, you don’t know? That was very good; people from
different races trying to be combined and it also has to do with your feeling of you
belonging to a certain group or community or you feel welcome or embraced. So, in a
residence it will be to what extent you feel like you belong to the Res or your part of the
group. So let’s ask that question. To what extent do you feel like you belong to your
residence?

2.8

Male participant: Ek dink hoe meer jy doen hoe meer voel jy dat jy behoort. As jy niks
gaan doen nie dan gaan jy nie voel jy beteken iets vir die koshuis nie, maar as jy baie doen
dan voel jy, jy lewer ‘n bydrae.

Themes

Value of the mentor-

mentee relationship

Factors influencing the
mentor-mentee
relationship

Subthemes

Commitment to the residence

Exposure to diversity

2.9

Male participant: Ek dink ons almal voel maar deel van die koshuis. Want hoe meer jy
doen hoe meer kry jy te doen met almal.

Factors influencing the
mentor-mentee
relationship

Commitment to the residence

2.10

Male participant: Like, | feel we are part of the Res because we specifically as you can
see the same people so we belong in our own little group hey? So we don’t feel left out in
any way.

Value of the mentor-
mentee relationship

Community
interconnectedness

and
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2.11 | Interviewer: How many first years are you?
2.12 | Male participant: Pardon? 34
2.13 | Interviewer: Ah, it’s a small group. There are residences that have 150 first years. They

don’t feel so much the unity. What makes you proud about your group or your residence?

2.14

Male participant: Ek dink vir my is dit. Ons doen dinge verskillend as ander koshuise,
heeltemal verskillend. En om deel te wees van ‘n koshuis wat so baie tradisie het en kultuur
en dan is dit voel vir my, trots. Ek wil deel wees daarvan. Dis beter om vir my is dit, ek sal
verkies om ‘n [Residence member nickname] te wees eerder as 'n [another Residence name]
of [another Residence name], so voel dit vir my, bietjie om trots te wees daaroor.

Factors influencing the
mentor-mentee
relationship

2.15 | Male participant: Almal het trots en eer

2.16 | Male participants: (Mumbling agreement)

2.17 | Interviewer: Giggling...Hmm

2.18 | Male participant: | agree with what [participant’s name] said. It is a great sense of pride

that you feel in a Res, because, firstly for me, from my side, as of the background and being
welcomed to something with such history and to become part of the history being able to
leave your own mark there. Something that you can come back in a few years’ time and
say, “I was a [Residence member]. Back Then in 2013, ‘n Eerste Jaar [nickname]. And it’s
things like that that differentiates us from everyone else on campus. We are unique. | mean,
all of us are here, dressed from, like we are here for business. Already they are grooming
us from the beginning. All these different small things that we do, is going to help us later
in life. Especially for those who are going to go into more serious practices where you need
to be professional 100% of the time. | feel that is something that is going to leave a big
mark if you are from [own Residence name].

Factors influencing the
mentor-mentee
relationship

Traditions

Traditions

Focus of the mentor-
mentee relationship

2.19 | Interviewer: How would you describe the [own Residence name] identity

2.20 | Male participant: A cut above the rest

2.21 | Male participant: A touch of class

2.22 | Interviewer: Hmm. Is that what they teach you or is that what you do

2.23 | Male participant: It’s not a feeling. It’s a ...

2.24 | Male participant: A way of life (Everybody laughing) you are part of it and you can see
it at the same time.

2.25 | Interviewer: OK. So that is about social integration in your Res. Let’s speak about social

integration on Campus. To what extent do you feel like you belong to the campus
community

Value of the mentor-
mentee relationship

Development of life skills

Community
interconnectedness
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2.26

Male participant: Ek voel nie baie nie. (People giggling) Die koshuis is lekker maar die
kampus is.... Jy voel meer jy is deel van die koshuis as wat jy deel is van die kampus (Other
Male participant agreeing: Ja) Dit voel of die koshuis apart is. Almal gebruik net die
kampus as ‘n ekstra ding. Jy voel nie regtig deel van die kampus nie. Maar dit is ‘n nice
kampus. (Participants all chuckling)

Value of the mentor-
mentee relationship

Exposure to diversity

2.27

Male participant: Dis 'n nice kampus ja. Maar soos, dis amper soos ‘n kompeterende ding,
soos onder die koshuise is daar nie altyd mannekoshuis nie. Ek dink dis ‘n algemeen so
ding dis amper soos ‘n kompeterende ding. So00s sal nie soos skool is ons gewoond. Dis nie
net klas en klas nie soos ‘n skool saam? So jy sal nie eintlik voel jy saam op die hele kampus
nie soos jy voel in die koshuis nie. Ek dink julle sal saamstem.

Value of the mentor-
mentee relationship

2.28 | Interviewer: Do you have friendships outside of Res?

2.29 | Male participants: All agreeing

2.30 | Male participant: Hmm yah

2.31 | Male participant: With females only

2.32 | Interviewer: Females only (giggling) (All Male participants and interviewer laughing)
2.33 | Male participant: | think people not in Res, like outside of campus, on campus are very,

they allow integration much easier, like obviously people have certain groups, but you find
yourself being able to relate and talk to them as easier than anyone else, whereas some, not
all, like some of the Resses have, not animosity, but caution with other people, it is
animosity.

Value of the mentor-
mentee relationship

Exposure to diversity

Exposure to diversity

2.34

Male participant: But | want to say from my side. It is very much is sort of you have the
different resses on campus are very much like their own different schools. It’s like we come
together on the sports grounds and we walk around campus so it’s not like we are going to
integrate with everyone else. But then looking at it from another point of view. | mean, the
only reason why most of us have female friends in other resses is because we do (activities)
a whole bunch of activities in the beginning. So we don’t really know other male friends
from most resses. I have few, but that’s only through my roommates

Factors influencing the
mentor-mentee
relationship

Type of activities

2.35

Male participant: The only way you can make friends is through sports

Factors influencing the
mentor-mentee
relationship

2.36

Male participant: Yeah, | agree

Friendships in the residence
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2.37

Male participant: Through sports...And that’s when you’re forced to speak to them,
otherwise in class you very much focus on your own.

Factors influencing the
mentor-mentee Friendships in the residence
relationship

2.38

Male participant: Because like at Jool you don’t mix with another men’s hostel, like ever.
Yeah, you don’t mingle with them

Value of the mentor-

. . Exposure to diversit
mentee relationship P ¥

2.39

Male participant: Yeah, it’s not something you do intentionally. It’s just something that
doesn’t happen

Value of the mentor-

. . Exposure to diversity
mentee relationship

2.40

Interviewer: Yeabh, it’s something that sounds fake. Do you think there’s a need for that?
For male residences to form friendships?

241

Male participant: I don’t know. I won’t say necessarily. | think male bonding is very
different as opposed to opposite gender bonding. Male bonding is something that comes
through more typical male activities, for example sports. | mean | have made a few friends
through playing rugby with them and tennis with them, but male res mingling with male
res. It’s not something I can see working.

Value of the mentor-
mentee relationship

Exposure to diversity

2.42 | Interviewer: Even if it’s like a golf day (Most male participants talking together)

2.43 | Male participant: Yeah actually, yeah that would work. Yeah | would enjoy that.

2.44 | Interviewer: Hehe, well done. Hmmm, ok yes, tell me about your friendships in the
Residence.

2.45 | Male participants: Amazing
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2.46

Male participant: I don’t know. I think, personally being in [own Residence name] and
because we are such a small group, you get to know everyone. It’s actually funny I mean
seven random people were chosen to come here today, know them all very well. I know
[other participant’s name] very well. | got jokes going with him. | got jokes going with
[other participant’s name]. I got jokes going with [other participant’s name], [other
participant’s name] and [other participant’s name], [other participant’s name]. It’s amazing
I think it’s something very unique to [own Residence name], us being very close and |
know they feel the same way. They can just bounce off anyone in first year and the nice
thing is that it doesn’t become as difficult of a challenge to cross over to seniors, cause then
you can also, you don’t have so many people to go from first year you can go to seniors
and the res as a whole and that is something very unique about [own Residence name]. It
being small is to its benefit. It shows through various many things. In culture we excel. In
academics we excel. In sports, we excel. And that is typical of life right there and it’s
because we are so close, one res, and not very disjointed. | probably have a perception of
most other resses as having, like you said, 150 girls.

Factors influencing the
mentor-mentee
relationship

Size

2.47

Male participant: Hmm yeah, just adding to what [previous participant’s name] said.
Quite a few people ask me, “Who are your close friends in Res?” and I'm like, “I don’t
know, all of them.” (Everybody laughing). All of them together are my friends. I don’t like
a specific; ok that guy is my best friend, who I chill with, everyday all the time. | see them
all the time, we socialize. It’s nice.

Factors influencing the
mentor-mentee
relationship

Friendships in the residence

2.48

Male participant: Ja, en ek het ook nie vriende soos in [another Residence name] en
[another Residence name] en so nie. Dis nie een groot groep nie, dis verskillende klein
groepies...10 ouens hier 10 ouens hier. 5 ouens hier...Ek kan, hoe kan mens s€, as jy nou
op Hoerskool vlak gaan, dan kan jy enige een van hulle na my huis nooi en by my kom
kuier jy verstaan, jys vriende dis nie almal verdeel in groepies nie almal is n vriendekring,
al 34

Factors influencing the
mentor-mentee
relationship

2.49

Interviewer: And why do you think that is. Why is the friendship so amazing?

2.50

Male participant: | think the suits (Everybody laughing)

Friendships in the residence
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2.51

Male participant: It’s the small thing we do in the beginning. | mean, them putting us,
them making us walk all together. You’re not always lined up next to people you wanted
you can’t walk for 20 minutes from Res to your class and say nothing. You kind of forced
to talk to everybody and get to know them even when it comes to learning their names, you
have to know each other and even then you start bouncing off and it’s so nice and it being
small just helps that much more...cause a large volume of people makes it that much more
difficult to remember names, especially I know everyone struggled here to remember my
surname in the beginning. Some of them still can’t pronounce it, but I know they still make
an effort and we have a joke going with it. But it is fine.

Factors influencing the
mentor-mentee
relationship

Type of activity

2.52

Male participant: Dink die orientasie in die begin van die jaar, veral Jool en so bring
almal, want dan moet jy vertrou al ken jy hom nie so goed nie....En jy moet vertrou op
hom. En ek dink dit bou ook baie sterk bande.

Factors influencing the
mentor-mentee
relationship

Type of activity

2.53

Male participant: | think the size works for us.

Value of the mentor-
mentee relationship

2.54

Interviewer: Hmm, yeah the size. Interesting hmm. Let’s speak about the mentorship
programme. Tell me about your experiences in the programme. What have you done? What
have you learnt?

2.55

Male participant: | found that, like for different topics in the mentor booklet, my mentor,
for example, to better explain it to us, he draws it from his own experiences. Like he has
obviously an idea of it. Let’s use mercy as an example. He has an idea of mercy and he
draws from his own experiences, then he tries to get people talking what they think, bounce
of each other, ideas like that. So it’s a very hmm, a very practical kind of thing. So it’s not
like you go to the dictionary and look up the word, so it’s like hmmm

Type of mentor roles

Community
interconnectedness

Mentor as a role model

and

2.56

Male participant: | think for mentorship going about the booklet in all the subjects but
one of the things that’s for me the best thing about mentorships is that if something bothers
me | can go talk to the guy. If we have something. As eke iets op my hart het en ek wil dit
vir iemand vertel. Dan vertel ek dit vir my mentor en hy help my en hy comfort ons, as ons
'n moeilike tyd het of so, of iets is nie lekker nie, bou hy ons op en hy help ons.

Value of the mentor-
mentee relationship

Psychological and emotional

support
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2.57

Male participant: Personally, that is what the essence of mentorship should be. That
booklet is nice and everything, but in the end of the day, the transition from High school to
Varsity is quite a gap and most of us don’t have our parents right around the corner, so we
move into somewhere completely different. Completely new people and we know no one.
What’s nice about firstly mentorship is that it’s something to fall back on, but then res you
have people to fall back on, your own group and you’ve got your koshuis pa to fall back
on as well. So you have a whole line of channels of people you can trust and who you feel
you can trust.

Value of the mentor-
mentee relationship

Psychological and emotional
support

2.58

Male participant: And they are all welcoming none of them just keep you away like if
you need to talk about anything. They will take the initiative from their parts.

2.59

Interviewer: So it’s like a go to person? (Male participants agreeing). Ok, hmmm in which
way do you feel the mentorship programme aids your social integration in Res? How do
they help you with that?

2.60

Male participant: I don’t think mentorship has, or personally for our res, anything to do
with social integration in our Res, it just kind of happens with us with the different things
we do and how we participate with each other. | mean we, | have never felt so close to guys
as we had those 2 rag weeks. The pride and honour we had for one another when we were
watching sports and supporting with the athletics. | mean there were times when we were
down seriously down and you had the most amazing people standing up and motivating the
whole group to do better and carry on and in our own house committee our HK recognize
it and says that’s what makes you a special first year group. You are not disjointed, you are
not fragmented. You are together. For me that’s why

2.61

Interviewer: Good. | want to ask you and this is something | am struggling with is. You
have given me a lot of information about the mentorship programme which | really
appreciate. How do | make a mentorship programme that is applicable to guys? Because
girls love speaking about values and writing in journals and reflect about it, but guys, when
you think about mentorship programme and you have to teach you values. What is the
perfect way to go about it?
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2.62

Male participant: We have a leadership symposium where they took the guys apart and
the girls apart. And the things they taught us about guys, you should take, hoe jy jou eie
raad moet motiveer om saam te werk is nou bv. 'n Dom ding jy doen 'n sport saam, se maar
2 koshuise saam, ons is 2 manskoshuise in ‘n skool. Wat saamsmelt verskillende spanne.
Dis nie koshuis teen koshuis nie. Dan het jy sé nou maar rugby gespeel. Dan het jy nou die
prinsiep van Rugby geleer. Hoe dit gespeel word en hoe jy dit moet toepas in jou lewe. Dit
het vir my sin gemaak.

2.63

Male participant: Ek dink vir 'n ou sal dit praktiese voorstelle wees hoe om ‘n ding te
doen

2.64

Male participant: Mine not so much an answer. It is just a comment. In that a mentor
helps you with like, ok like a father figure or brother bond going on, whereby they
understand what you are going through, because maybe they have been through it or they
get where you are coming from personally than perhaps a girl. They have a practical
knowledge about it.

2.65

Interviewer: Someone to share their experiences So like a teambuilding, going outside,
running together or running around and stuff.

2.66

Male participant: For me it’s like comfortable to talk to [mentor name], who is a second
year in [own residence name], because he knows what | am going through. If I must talk to
another guy in another hostel 1 am not going to talk about it (another Male participant
chipping in saying it’s not going to work). In because he hasn’t gone through what I have
gone through and don’t know what his situation, but if I can talk to someone who has gone
through my situation and he can help me. It will be very up building for me. It’s going to
help me

2.67

Interviewer: Yeah, so it helps if the mentor comes from