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Abstract

 This study evaluated the 
effectiveness of the Canadian 
Psychological Association (CPA) 
Student Mentorship Program, 
a formal peer-mentoring pro-
gram for undergraduate students 
(mentees) and graduate students 
(mentors) studying psychology 
in Canada.  Previous researchers 
have not sufficiently examined the 
effectiveness of formal peer-men-
toring programs, particularly 
within the psychology discipline 
in higher education settings.  The 
purpose of this investigation was 
to explore the program’s effec-
tiveness as a career intervention, 
including its acceptability, feasi-
bility, outcomes, strengths, and 
limitations.  One hundred and 
seventy-eight students participat-
ed in the program and data was 
collected at three time points (at 
baseline, three and six months).  
Descriptive and inferential sta-
tistics were obtained, in addition 
to minimally inductive content 
analyses for open-ended items.  
Results indicated that most men-
tors (63%) and mentees (58%) 
experienced the program as 
effective to highly effective, with 
100% of participants supporting 
of the continuation of the pro-
gram.  Overall, 86% of mentors 
and 63% of mentees reported that 
participation in the program was 
moderately to strongly related to 

the achievement of their career 
goals.  Program strengths and 
limitations were identified which 
reinforce aspects of the program 
that have served participants well, 
in addition to areas which should 
be improved for future iterations 
of the peer-mentoring program. 

Keywords: mentoring; peer-men-
torship; career intervention; high-
er education; psychology

 Many people attribute 
their success or accomplishments 
to the individuals who helped 
them achieve their goals (Foster 
& MacLeod, 2015). These indi-
viduals are typically referred to as 
mentors.  Mentoring is an intense 
caring relationship in which two 
or more individuals come together 
to promote both professional and 
personal development.  While 
there are various models of men-
toring, the primary objective for 
many mentoring relationships is 
to help the mentee develop the 
knowledge and skills necessary to 
perform at their highest potential, 
leading to enhanced career devel-
opment. Engaging in a mentoring 
relationship can serve as a valu-
able career intervention which 
elicits benefits for both mentors 
and mentees. In higher education 
settings, the guidance and support 
afforded to students can greatly 
impact their decision-making 
processes and self-awareness, 

advancing personal and voca-
tional growth. This paper offers a 
brief overview of the mentoring 
literature, with a specific focus on 
peer-mentoring, and its utility in 
the higher education context. So-
cial cognitive career theory (Lent, 
Brown, & Hackett, 1994) is used 
to conceptualize the application 
of a peer-mentoring program, the 
Canadian Psychological Associ-
ation (CPA) Student Mentorship 
Program, in the post-secondary 
domain. The central aim of this 
investigation was to explore the 
Program’s effectiveness as a 
career intervention, including its 
acceptability, feasibility, out-
comes, strengths, and areas for 
improvement. Study limitations 
and future research directions are 
also discussed. 

Peer Mentorship

 Mentorship has been 
consistently demonstrated through 
research to have substantial ben-
efits for mentees (Crisp & Cruz, 
2009; Leidenfrost, Strassnig, 
Schabmann, & Speil, 2011) 
within groups (Milner & Bosser, 
2005), organizations (Alan, Eby, 
O’Brien, & Lentz, 2008; Wan-
berg, Welsh, & Hezlett, 2003)  
and educational programs (Crisp 
& Cruz, 2009).  Although the 
mentoring literature has grown 
steadily over the past twenty 
years, researchers have made 
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little progress in terms of imple-
menting a consistent definition of 
peer-mentoring.  Crisp and Cruz 
(2009) identified over 50 defi-
nitions which varied in breadth 
and scope (for more information, 
see Crisp & Cruz’s comprehen-
sive systematic review).  For the 
purposes of this evaluation, we 
aimed to utilize a definition that 
accurately captured the nuances 
of formal peer-mentorship in a 
higher-education setting.  Kram 
(1983)’s definition of peer men-
toring was used which described 
peer-mentoring as a helping 
relationship in which two indi-
viduals come together, through 
formal mentoring schemes, in 
the pursuit of fulfilling some 
combination of functions that are 
career-related (e.g., information 
sharing, career strategizing) and 
psychosocial (e.g., confirmation, 
personal feedback).  Kram’s 
definition coincides with other 
seminal theorists’ definitions in-
cluding Levinson and colleagues’ 
(1978) comprehensive emotional 
investment and Kanter’s (1977) 
instrumental praxis. Later factor 
analytic studies of mentorship 
functions articulated two clusters 
of mentorship behaviour congru-
ent with Kram’s “psychosocial” 
and “career” functions, pointing 
to their relevancy in today’s 
post-secondary context.  Kram’s 
dual-function model maps on 
well to higher-education domains 
as students’ prescriptive and in-
structional needs parallel Kram’s 
career function and students’ fa-
cilitative needs which transcend 
educational variables to encoun-
ter students in all their psychoso-
cial dimensions parallels Kram’s 

psychosocial function (Carden, 
1990).  As such, this definition 
was selected due to its previous 
applications in higher education 
contexts and its focus on formal 
peer-mentoring schemes.  
 Peer mentoring is a valu-
able alternative to the traditional 
concept of mentorship.  Tradi-
tional forms of mentoring consist 
of a hierarchical relationship in 
which the mentor is considerably 
older and more experienced than 
the mentee (e.g., faculty-student 
mentorship, employer-employee 
mentorship).  Unlike traditional 
mentoring, peer-mentoring pairs 
mentors and mentees who are 
generally equal in age and pow-
er to provide career-related and 
psychosocial support and guid-
ance (Kram & Isabella, 1985).  
Mentorship between peers is 
thought to eliminate potential 
power dynamics which may exist 
in traditional forms of mentor-
ship.  An egalitarian stance is 
assumed which allows peer-men-
tors and mentees to utilize their 
shared experiences as students, 
freeing them to be more candid 
and transparent, while foster-
ing an atmosphere conducive to 
collaboration. Other mentorship 
modalities have emerged over the 
years including group mentoring 
which involves a mentor estab-
lishing mentoring relationships 
with multiple protégés. When 
considering the desired outcomes 
and objectives of the current 
mentorship program, didactic 
peer-mentoring was deemed most 
appropriate due to its emphasis 
on the development of an indi-
vidualized experience. 

Functions and Formats of Peer 
Mentorship 

 Consistent with Kram’s 
(1983) definition, peer-mentor-
ship typically involves a dual 
function of providing psychoso-
cial support and career-related 
or vocational support.  Recent 
definitions have included a third 
function known as role model-
ing.  Role modeling refers to the 
processes whereby the mentor 
leads by example and the mentee 
respects and emulates the mentor 
(Pelligrini & Scandura, 2005).  
Role modeling was previously 
subsumed within the psychoso-
cial function; however, it is now 
considered a distinct function 
according to some scholars (En-
sher, Thomas, & Murphy, 2001).  
The degree to which the mentor 
actualizes the various mentoring 
functions is thought to influence 
the mentee’s satisfaction with the 
mentoring relationship. 
 Important distinctions 
have also been made between 
informal and formal mentoring 
schemes.  For example, informal 
mentoring relationships typically 
develop organically, on the basis 
of mutual identification, and 
involve a mentee actively seek-
ing out a mentor with the aim of 
achieving long-term goals (Mil-
ner & Bosser, 2005).  In compar-
ison, formal mentoring relation-
ships typically have a third-party 
stakeholder who matches a men-
tor with a mentee (e.g., organi-
zations, educational institutions) 
based on some predetermined cri-
teria or desired outcome (Crisp & 
Cruz, 2008).  Various institutions 
and organizations assume that 
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formal mentoring relationships 
are as effective as informal men-
toring relationships; however, 
there is little research evidence 
which supports this claim (Milner 
& Bosser, 2005).

Peer Mentoring Programs in 
the Higher-Education Context

 Some post-secondary 
institutions establish formal men-
toring programs (e.g., traditional 
and/or peer formats) to assist 
students with their professional 
and career development (Milner 
& Bosser, 2005).  Peer-mentor-
ing in higher education is widely 
considered to be an effective in-
tervention to ensure the academic 
success and retention of students 
(Lankau & Scandura, 2002; Pel-
legrini & Scandura, 2005).  Men-
tees in university settings have 
indicated increased academic per-
formance and social integration 
(Leidenfrost et. al., 2011), among 
other positive outcomes con-
tributing to the improvement of 
students’ educational experienc-
es.  However, many peer-mentor-
ing programs are offered through 
general student services at 
post-secondary institutions, often 
lacking the specificity needed to 
enhance one’s experience in their 
area of academic major or in the 
domain in which they are inter-
ested in pursuing a career.  The 
vast majority of investigations 
focusing on mentoring outcomes 
and processes have been conduct-
ed with undergraduate student 
populations as recipients of men-
torship across a variety of higher 
education domains (Crip & Cruz, 
2008).  

 Unfortunately, existing 
research in the higher educa-
tion context has a number of 
limitations.  Firstly, mentorship 
programs in university settings 
frequently encompass tradition-
al (i.e., hierarchical) mentoring 
formats, which rely on informal 
mentoring schemes (e.g., they 
occur spontaneously), requiring 
prospective mentees to actively 
seek out a mentor who is typi-
cally older and more established 
in terms of their career develop-
ment (e.g., a professor; a field 
placement supervisor), under-
scoring the gap in power and 
status.  Secondly, considerably 
less research has centered on 
mentor outcomes.  Over the past 
two decades, efforts have been 
made to narrow this gap in the 
literature (Allen, 2007; Colvin & 
Ashman, 2010; Ghosh & Reio, 
2013; Terrion & Leonard, 2007), 
although it remains that research 
from the mentor’s perspective 
is fragmented and still emerg-
ing (Allen et al., 2008).  Finally, 
while an assortment of mentoring 
programs have been implemented 
in various contexts in Canada, 
few have systematically investi-
gated their effectiveness.  
 Likewise, the mentoring 
intervention literature within psy-
chology is limited.  The current 
evaluation aimed to address the 
above limitations, while focusing 
on mentorship in higher educa-
tion settings.  We implemented a 
formal, peer-mentoring program 
which pairs students at different 
stages in their training in psy-
chology, namely, undergraduate 
and graduate students.  The eval-
uation examined outcomes for 

both mentees and mentors in an 
effort to contribute a more coher-
ent understanding of the benefits 
of mentoring on mentors.  

The CPA Student Mentorship 
Program

 The CPA Student Mentor-
ship Program was developed as a 
student engagement and support 
initiative afforded by the CPA 
Section for Students in Psy-
chology, an organized group of 
psychology students lead by an 
executive committee which offers 
opportunities for student engage-
ment, professional development, 
and learning.  The purpose of the 
program was to afford undergrad-
uate psychology students (i.e., 
mentees) from various academic 
institutions in Canada the oppor-
tunity to gain career support and 
guidance from graduate students 
(i.e., mentors; also from various 
academic institutions in Canada) 
in navigating their educational 
training, professional develop-
ment, and career decision-mak-
ing.  Students pursuing bachelor 
degrees often experience distress 
and uncertainty about their future 
careers and formal mentorship 
has been identified as a possible 
solution to reduce such con-
cerns (Eby & Lockwood, 2005; 
Leidenfrost et al., 2011).  While 
anxiety about future careers is 
not unique to psychology stu-
dents, the field of psychology 
is exceptionally diverse in that 
there is a wide range of academic 
and clinical specializations that 
become significant considerations 
for students pursuing careers 
and/or higher education in these 
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areas.  For example, the CPA, a 
national association which works 
to advance the science, practice, 
and education of psychology in 
Canada, supports 33 indepen-
dent sections which encompass 
unique specializations of study 
and professional practice within 
the broad field of psychology 
(e.g., quantitative electrophysi-
ology, clinical psychology; CPA, 
2016).  Thus, peer-mentorship 
can function as a much-needed 
career support guiding important 
decision-making and exploration 
processes for undergraduate stu-
dents in psychology.  
 A substantive area of 
concern within the mentoring 
literature regards its constrict-
ed theoretical basis (Crisp & 
Cruz, 2009).  The theoretical 
foundation which shaped the 
current pedagogical approach to 
peer-mentoring utilized princi-
ples of student-centered learning 
(Rogers, 1961). According to 
Rogers (1961), “the only learning 
which significantly influenc-
es behavior is self-discovered, 
self-appropriated learning” (p. 
276).  Student-centered learning 
is a theoretical perspective which 
captures how students engage 
in their mentoring relationships.  
Within the extant literature, 
peer-learning is thought to have 
greater impact on students than 
traditional teaching in the class-
room (Colvin & Ashman, 2010).  
Instead of providing a high-
ly-structured program with regi-
mented mentee-mentor activities, 
the CPA Student Mentorship 
Program encouraged self-direct-
ed learning through its open and 
flexible, semi-structured format.  

In this context, student-cen-
tered learning represented a         
de-emphasis of traditional for-
mats of teaching and mentorship 
(e.g., teacher-centered learning) 
which typically requires mentors 
to serve as teachers or as the 
primary source of knowledge.  In 
contrast, the CPA Student Men-
torship Program placed mentees 
in the center of the learning 
process as active (versus passive) 
participants, while encouraging 
self-determined action, responsi-
bility, and autonomy, over one’s 
education and career develop-
ment.  The mentor’s role in the 
program was conceptualized as a 
facilitator, rather than a teacher, 
with the primary goal of guid-
ing, supporting, and providing 
the conditions and information 
necessary to initiate the mentee’s 
self-directed learning.  It was ex-
pected that, through peer-mentor-
ship, collaborative action would 
lead to novel self-discoveries 
and an abundance of knowledge.  
Consistent with the peer-mentor-
ing model as described by Kram 
(1983), placing a mentor closer 
to the level of a mentee enhances 
learning, benefiting both individ-
uals in the mentoring relation-
ship.  

Social Cognitive Career Theory 
(SCCT) 

 Alternatively, SCCT is 
a theoretical perspective that 
captures what students do in 
relation to their peer-mentoring 
relationships.  SCCT seeks to 
explain three interrelated as-
pects of career development: (a) 
how basic academic and career 

interests develop, (b) how edu-
cational and career choices are 
made, and (c) how academic and 
career success is achieved (Lent, 
Brown, & Hackett, 2002). An 
extension of Albert Bandura’s 
general social cognitive theory, 
this career development theory 
incorporates a variety of intri-
cately linked variables including 
self-efficacy beliefs, outcome 
expectations, and goals which 
play a key role in SCCT’s model 
of educational and vocational in-
terests development, choice-mak-
ing, and performance attainment 
(Lent et al., 2002). Of central 
importance is continued activ-
ity exposure or engagement in 
learning activities which enable 
individuals to receive feedback, 
set goals, and refine their skills.  
Peer-mentorship is thought to be 
one method that can facilitate the 
development of interests, leading 
to increased self-efficacy and 
positive expectations for desired 
outcomes.  SCCT identifies 
several targets at which educa-
tional and career programs can be 
directed, including peer-mentor-
ship programming. These targets 
include efforts to expand interests 
and nurture career aspirations, 
while facilitating career goal 
setting and implementation. As 
such, the CPA Student Mentor-
ship Program was developed to 
afford experiences that promoted 
exposure to personal mastery ex-
periences and support, as well as 
access to the information needed 
to enhance one’s career deci-
sion-making processes. 
 The CPA Student Mentor-
ship Program is unique in that it 
is designed to target students in 
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higher education settings, yet it 
is distinct from other peer-men-
toring programs in university 
settings as it is housed within a 
large professional organization 
(i.e., the CPA), enabling students 
to connect with their peers who 
are enrolled in various institu-
tions and programs located across 
Canada.  As there is a lack of ev-
idence investigating the utility of 
formal peer-mentoring programs, 
particularly in psychology, the 
purpose of this evaluation was to 
determine the effectiveness of the 
described program, exploring its 
outcomes, feasibility and accept-
ability, strengths and areas for 
improvement, as well as the ev-
idence supporting the program’s 
continuation.  

The Current Study

 Three broad research 
goals guided this investiga-
tion.  The first research goal was 
to evaluate the interest in and 
feasibility of the CPA Student 
Mentorship Program.  This goal 
was evaluated through three 
exploratory, open-ended research 
questions: (1) to what degree 
did graduate and undergraduate 
student trainees in psycholo-
gy express interest in a formal 
peer mentorship program? (2) 
to what extent did mentors and 
mentees express equal interest 
to create peer dyads (3) to what 
degree were participants retained 
throughout the duration of the 
mentorship program? 
 The second research goal 
was to assess participants’ views 
of the program as a measure of 
program acceptability.  In par-

ticular, we were interested in 
examining participants’ percep-
tions of the program through two 
exploratory questions: (1) to what 
extent did participants perceive 
the effectiveness of the program? 
(2) to what degree are partici-
pants interested in the continua-
tion of the program? To evaluate 
the acceptability of the program, 
participants were asked to list up 
to three strengths and three weak-
nesses of the program. 
 The third research goal 
was to evaluate whether involve-
ment in the mentorship program 
influenced mentors’ and men-
tees’ personal and career growth, 
and to examine what mentor-
ship function was most evident 
among mentees as a result of 
their participation in the program.  
This was examined through four, 
open-ended research questions: 
(1) To what extent do mentees 
and mentors experience chang-
es in their level of self-efficacy 
throughout the course of the pro-
gram? (2) To what degree does 
the peer mentorship program 
facilitate mentors’ and mentees’ 
personal growth?  (3) To what 
extent does the peer mentorship 
program facilitate mentors’ and 
mentees’ career growth?  (4) 
What mentorship function was 
most frequently elicited to sup-
port mentees’ development in the 
program (i.e., vocational support, 
psychosocial support, or role 
modeling)?  

Method 

Participants 

 One hundred and 
seventy-eight students from 
various Canadian post-secondary 
institutions consented to partici-
pate in the peer mentorship pro-
gram.  To be eligible as a mentee, 
participants were required to 
be: (1) a student member of the 
CPA; (2) currently enrolled at the 
undergraduate level at a Canadi-
an post-secondary institution; (3) 
interested in pursuing graduate 
studies or a career in an area of 
psychology.  Eligible mentors 
were required to meet the fol-
lowing criteria: (1) a student 
member of the CPA; (2) currently 
enrolled at the graduate level at a 
Canadian post-secondary institu-
tion or a post-doctoral fellow at 
a post-secondary institution or a 
related setting (e.g., research cen-
tre, hospital); and (3) pursuing 
training in an area of psychology.
 
Measures 

 The program was evalu-
ated through the use of a number 
measures. Standardized measures 
and instruments developed for 
the purposes of this investigation 
were incorporated. Moreover, 
we relied on narrative respons-
es, close-ended questions, and 
questions requiring Likert-style 
responses. The variety of ques-
tion formats allowed for a more 
comprehensive understanding of 
participants’ experiences. 
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 Demographic 
Information Questionnaire.  
A demographic information 
questionnaire was developed to 
evaluate participant character-
istics.  The questionnaire was 
administered to mentees and 
mentors prior to beginning the 
program and queried participants’ 
age, gender, university level, pro-
gram of study, ethnic origin, and 
marital status.  

 Career Goals 
Questionnaire.  The career goals 
questionnaire was developed for 
the purposes of this investiga-
tion.  A version of this question-
naire, with slight modifications, 
was administered to mentees 
and mentors at each time point.  
The purpose of the career goals 
questionnaire was to assess con-
fidence in obtaining career goals 
and to track whether confidence, 
among other variables, increased 
as a result of being a mentor/
mentee in the peer mentorship 
program.  

 Mentor version.  Us-
ing a 4-point Likert-style scale, 
mentors were asked to rate: their 
confidence in their mentoring 
abilities (0 = “extremely uncon-
fident”; 4 = “extremely confi-
dent”), the effect that serving as 
a mentor would have/was having 
on their career development (0 
= “no effect; 4 = “substantial 
effect”), the effect that serving 
as a mentor would have/was 
having on their personal growth 
(0 = “no effect” to 4 = “substan-
tial effect”), and the degree to 
which serving as a mentor was 
important to achieving career and 

education goals (0 = “extremely 
unimportant” to 4= “extremely 
important”).  Higher scores on 
this measure suggest greater 
mentor self-reported confidence.

 Mentee version.  The 
mentee version of the Career 
Goals Questionnaire was similar 
to the mentor version, with minor 
adaptations to address the men-
tee status.  Using a Likert-style 
scale, mentees were asked to rate: 
their confidence that they would 
achieve their current career goals 
(0 = “extremely unconfident”; 
4 = “extremely confident”), the 
degree to which they were sure 
of the steps to take to be success-
ful in achieving career goals (0 
= “extremely unsure”; 4 = “ex-
tremely sure”), and the degree 
to which having a mentor was 
important to achieving career and 
education goals (0 = “extremely 
unimportant”; 4 = “extremely im-
portant”).  Higher scores on this 
measure are indicative of greater 
mentee self-reported confidence. 

 New General 
Self-Efficacy Scale.  The New 
General Self-Efficacy Scale 
(NGSE; Chen, Gully, & Eden, 
2001) assesses self-efficacy to 
mobilize oneself to meet career/
education demands.  It consists 
of 8-items to which respon-
dents answered using a 5-point 
Likert-style scale (0= “strongly 
disagree”; 5= “strongly agree”).  
Higher scores are indicated of 
greater perceived self-efficacy. 
The NGSE has been demonstrat-
ed to have strong internal con-
sistency among undergraduate 
students (α = .86) and among 

students completing professional 
degrees (α = .85).  

 Mentoring Functions 
Questionnaire-9. The Mentor-
ing Functions Questionnaire-9 
(MFQ-9; Castro & Scandura, 
2004) is a questionnaire that 
assesses mentees’ perception of 
benefits from mentorship and is 
one of the most reliable measures 
assessing mentoring functions 
(Wanberg et al., 2003).  The 
MFQ-9 is a shortened version 
of the 20-item MFQ (Scandura, 
1992) and is comprised of 9 items 
which respondents answered 
using a 5-point Likert-style scale 
(0 = “strongly disagree”; 4 = 
“strongly agree”). Higher scores 
on this measure suggest greater 
perceived benefit. The measure 
consists of three subscales (three 
items per subscale), assessing 
psychosocial support, vocation-
al support, and role modeling 
achieved during the mentoring 
relationship.  Cronbach’s alpha 
coefficients for the whole scale, 
vocational support, psychosocial 
support, and role modeling were 
.86, .84, .77, and .80, respective-
ly, for male mentees and .93, .88, 
.90, and .89, respectively, for 
female mentees (Hu, 2008).  

 Program Strengths and 
Weaknesses Questionnaire.  
The Program Strengths and 
Weaknesses Questionnaire was 
administered at the 3-month and 
6-month follow-ups.  Using two 
open-ended questions, mentees 
and mentors were asked to list up 
to three program strengths and up 
to three program weaknesses at 
each time-point. 
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Procedure 

 Recruitment. Prospective 
participants completed an online 
application form which included 
items soliciting demographic 
information, areas of interest in 
psychology, previous mentorship 
experiences, and goals for the 
mentoring relationship.  Prospec-
tive participants then submitted 
their completed applications to 
the program coordinators who 
engaged in a predetermined 
matching procedure to pair 
undergraduate students (n = 97) 
with graduate students (n = 81) 
in a peer mentoring dyad.  The 
matching procedure aimed for 
three primary criteria to be met 
across participants to be paired 
in a dyad: (a) area of interest 
in psychology, (b) goals for the 
program, and (c) gender (Kao, 
Rogers, Spitzmueller, Lin, & Lin, 
2014; Mitchell, Eby, & Ragins, 
2015).  To meet demand, several 
mentors (n = 16) were engaged in 
more than one peer-mentoring re-
lationship.  Upon agreeing to the 
program’s Terms and Conditions, 
participants provided consent 
for participation in the program 
evaluation and completed a 
baseline measure.  Subsequently, 
participants were sent a program 
manual which was customized 
to educate them on their specific 
role (i.e., mentor or mentee).

 Peer matching. Mentor/
mentee dyads were matched pri-
marily on shared areas of interest 
in psychology, rather than geo-
graphical location.  Once partic-
ipants expressed interest in the 
program and a sufficient match 

was identified by the program 
coordinators, prospective men-
tors and mentees were connect-
ed by e-mail.  Within a dyad, 
participants identified modes 
of communication which were 
best suited to their unique rela-
tionship (e.g., telephone, e-mail, 
video conferencing).  Dyads were 
encouraged to “meet” bi-weekly 
and, although content was limit-
ed to professional subject matter 
as per the Program’s Terms and 
Conditions, the topics of discus-
sion were determined by the two 
individuals in the relationship 
so as to individualize the experi-
ence.  

 Program evaluation. The 
2015-2016 peer-mentoring pro-
gram lasted six months (October, 
2015-March, 2016), paralleling 
the academic school year.  Upon 
being matched in a peer-mentor-
ing dyad, participants completed 
the baseline questionnaires (T1), 
which included the demograph-
ics information questionnaire, 
the Career Goals Questionnaire, 
and the NGSE.  Three months 
(T2) and six months (T3) into 
the peer-mentoring relationship, 
dyads were contacted and asked 
to complete follow-up question-
naires.  At T2 and T3, all par-
ticipants completed the Career 
Goals Questionnaire, the NGSE, 
and the Program Strengths and 
Weaknesses Questionnaire. Ad-
ditionally, mentees completed the 
MFQ-9. 

 Data analyses. Program 
interest, feasibility, and accept-
ability were examined using 
descriptive statistics.  Strengths 

and weaknesses of the program 
identified through open-ended 
questions at T2 were examined 
through a simple, minimally 
inductive content analysis which 
generated response frequency 
(Mandich, Miller, & Law, 2002).  
The second author examined 
participant responses and devel-
oped thematic categories based 
on the responses.  Next, the first 
author reviewed the proposed 
themes and made recommenda-
tions.  The thematic categories 
were finalized once a consensus 
was reached between the first and 
second author.  Each response 
was subsequently classified into 
one of the thematic categories.  
To establish reliability of the-
matic coding, the third author 
independently coded a random 
25% of the data.  A final consen-
sus regarding the classification of 
responses was achieved among 
all authors. 
 Examination of changes 
in mentee and mentor self-effi-
cacy as a result of participation 
in the program was conducted 
using repeated-measures anal-
yses. Initially, we intended to 
conduct an analysis comparing 
outcomes across T1, T2, and T3.  
However, due to a decrease in 
responsiveness between T2 and 
T3, we chose to focus on changes 
occurring in the three-month pe-
riod between T1 and T2, using a 
paired-samples t-tests.  Descrip-
tive statistics were used to evalu-
ate participants’ ratings of per-
sonal growth and career growth, 
and mentorship functioning.  



Canadian Journal of Career Development/Revue canadiene de développement de carrière

Volume 17, Number 2, 2018

Peer-Mentoring Program

  11

Results 

Program Interest and 
Participant Demographic 
Characteristics 

 Following three months 
of advertising the program (July 
to September, 2015), 117 pro-
spective mentees and 93 prospec-
tive mentors expressed interest 
in participating in the peer men-
torship program.  Of these, 97 
mentees and 81 mentors chose to 
participate. A total of 97 dyads 
were formed, with 16 mentors 
matched to more than one men-
tee.  
 Mentee and mentor 
demographic characteristics are 
summarized in Table 1.  Both 
mentees and mentors were more 
likely to be female, which is con-
sistent with the current composi-
tion of psychology students at the 
undergraduate and graduate level 
in Canada (American Psycholog-
ical Association, 2014).  Partici-
pating mentees varied in year and 
discipline of study, while mentors 
were more likely to be Mas-
ter’s-level students and nearly 
50% were in a clinical psycholo-
gy program.  

Program Retention 

 Over the course of the six 
months during which participants 
worked together in peer-mentor-
ing dyads, a decrease in comple-
tion of measures was observed 
(i.e., from T1to T3).  All par-
ticipating mentees and mentors 
completed measures at T1.  At 
T2, only 27 mentees (28%) and 
43 mentors (52%) completed 

measures, whiles at T3 these 
rates dropped to 14 (14%) and 36 
(44%) for mentees and mentors, 
respectively.  It is difficult to de-
termine whether these individuals 
were no longer engaged in their 
peer-mentoring relationships, or 
whether they were participating 
in the program, but were choos-
ing not to complete the measures.
  
Participants’ Evaluation of the 
Program 

 Ratings of program 
acceptability.  Program accept-
ability was evaluated through 
participants’ rating of program 
effectiveness and whether 
the program should continue.  
Among both mentors and men-
tees, the program was generally 
rated as effective at T2, although 
just over a third of mentees and 
mentors rated the program as 
neutral.  Effectiveness ratings 
are summarized in Table 2.  All 
mentees and mentors indicated 
that the peer mentorship program 
should continue.  

 Program strengths.  
Across the responses provided by 
mentors and mentees at T2, eight 
themes emerged that summa-
rized the participants’ perceived 
program strengths.  Identified 
strengths are summarized in Ta-
ble 3. 
 Among mentees, the most 
commonly noted strength was 
having the opportunity to learn 
from someone more senior than 
them or from someone who had 
experience pursing advanced 
education and training in psy-
chology.  Similarly, as described 

by one mentee, the “ability to dis-
cuss matters specific to psycholo-
gy with someone who completely 
understands what you're talking 
about” was beneficial to partic-
ipants.  Paralleling this strength 
which was identified by mentees, 
many mentors noted that hav-
ing the opportunity to pass on 
their knowledge or contribute to 
the discipline was a strength of 
the program.  For instance, one 
participant described that she 
“[felt] like [she] was contributing 
to someone’s life goals,” while 
other mentors described “knowl-
edge sharing,” “supporting the 
psychology community,” and 
“allow[ing] mentees to access 
knowledge from mentors already 
enrolled in programs of interest” 
as positive aspects of the pro-
gram.  
 Mentors and mentees 
highlighted a number of sim-
ilar strengths.  In particular, 
the opportunities provided by 
the program for networking or 
creating connections nationwide 
with individuals in the discipline 
was noted by just under half of 
participants.  Many participants 
identified the administrative 
aspects of the program, such as 
the peer matching, the manual 
and documents provided, and the 
general organization, as a strong 
aspect of the program.  Mentors 
and mentees also reported that 
the personal growth or skills that 
they developed as a result of 
their participation was a posi-
tive aspect of the program.  For 
instance, one mentee indicated 
that the program “promote[ed] 
self-discovery and personal 
development,” while a mentor 
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Table 1

Demographic Characteristics of Mentors and Mentees

Characteristic Mentees (n = 97) Mentors (n = 81)

Age, X (SD) 22.15(5.16) 26.20 (3.03)

Sex, n (%)
Female 87 (90%) 61 (24.7)
Male 10 (10%) 20 (75.3)

Ethnic Background, n (%)

African Canadian/Black 9 (9.3%) 0
Asian/Pacific Islander 16 (16.5%) 6 (7.5%)
Caucasian/White 48 (49.5%) 64 (80.0%)
Latino 2 (2.1%) 1 (1.3%)
Middle Eastern 12 (12.4%) 6 (7.5%)
Other 10 (10.2%) 3 (3.8%)

Marital Status, n (%)

Single, Never Married 89 (91.8%) 53 (67.9%)
Married or Common Law 6 (6.2%) 25 (32.1%)
Prefer Not to Disclose 2 (2.1%)

Year of Study, n (%)

Undergraduate Year 1 6 (6.2%) -
Undergraduate Year 2 32 (33.0%) -
Undergraduate Year 3 23 (23.7%) -
Undergraduate Year 4 23 (23.7%) -
Undergraduate Year 5+/Graduated 7 (7.2%) -
Master’s Year 1 - 9 (11.1%)
Master’s Year 2 - 25 (30.9%)
Master’s Year 3+ - 5 (6.2%)
Ph.D. Year 1 - 14 (17.3%)
Ph.D. Year 2 - 10 (12.3%)
Ph.D. Year 3 - 7 (8.6%)
Ph.D. Year 4 - 5 (6.2%)
Ph.D. Year 5 - 2 (2.5%)
Post-Doctoral Fellow - 2 (2.5%)
Other 6 (6.2%) 2 (2.5%)

Program of Study

Bachelor of Arts in Psychology 28 (28.9%) -
Bachelor of Science in Psychology 59 (60.8%) -
Clinical Psychology - 41 (50%)
Counselling Psychology - 11 (13.6%)
School or Educational Psychology - 4 (4.9%)
Industrial/Organization Psychology - 10 (12.3%)
Experimental or Applied Psychology - 12 (14.8%)
Other 7 (10.3%) 3 (3.7%)
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described benefiting from “gain-
ing mentorship/leadership experi-
ence.”  
 Although identified less 
frequently, other strengths that 
emerged through the analysis 
of narrative responses included 
mentee or mentor characteristics, 
such as mentors’ enthusiasm, or 
the mentees’ readiness for men-
torship; and the flexibility al-
lowed by the program in terms of 
the modest time commitment and 
ability to communicate through 
methods and at times that were 
convenient for both members of 
the dyad.  A number of mentees 
also noted that mentors were very 
responsive and available to an-
swer their questions quite rapidly.  

 Program weaknesses.  A 
total of 10 program weakness-
es emerged when categorizing 
mentor and mentee T2 responses.  
Weaknesses are summarized in 
Table 4.  
 Mentees and mentors 
alike identified that the geo-
graphic distance between dyads 
and the reliance on email rath-
er than face-to-face meetings 
was a challenge.  For instance, 
one participant reported that it 
was “hard to communicate very 

well via e-mail,” while anoth-
er respondent indicated that 
“cross-country distance can make 
it difficult to form relationships.”  
Several mentors and mentees also 
felt that the lack of guidance or 
structure to the program was a 
weakness.  One mentor described 
feeling that she “would have 
liked more information on men-
toring functions; the guide is a 
good start, but more detail would 
be helpful,” a thought similarly 
echoed by a second mentor who 
indicated “a lack of structure 
means there is not much com-
municating going on between 
mentor/mentee[s].”  Mentees 
reported similar concerns regard-
ing the lack of structure identified 
by the mentors, with mentees 
highlighting that “there is no set 
guideline about the information 
mentors can provide” and sug-
gesting that “there could be a 
workshop organized and certain 
exercises or tasks so that people 
can get to know each other better 
and learn things.”  Several partic-
ipants also identified the match-
ing or fit of the peer-mentorship 
relationship as a weakness of the 
program.  One mentor indicated 
that the “match between areas 
of knowledge/interest of mentor 

and mentee is not close enough 
at times,” while a mentee felt that 
her mentor was not providing the 
information she needed.  
 Several mentors identi-
fied a lack of engagement on the 
part of the mentee, or a lack of 
clarity from mentees in terms 
of career goals as a challenge to 
the program.  Mentors felt that 
the timing of the program was a 
challenge, noting that many of 
the major concerns for mentees 
(i.e., graduate school applications 
and funding applications) occur 
early in the academic year, leav-
ing little time to prepare for these 
events, and little to speak about 
after these deadlines have passed.  
As well, several mentors felt that 
the program administration was 
a weakness, with respondents 
citing the speed of the matching 
process and infrequent contact 
from program administrators as 
problematic.  
 Lack of training in men-
torship was a weakness noted 
by both mentees and mentors, 
although it was more commonly 
noted by mentees.  For instance, 
one mentee stated “mentors could 
be better trained to give specifics 
on how to achieve career goals.”  
Similarly, several mentees noted 

Table 2

Mentee and Mentor Program Effectiveness Ratings at 3-month Follow-up

n (%) of Participants

Highly Ineffective Ineffective Neutral Effective Highly 
Effective

Mentees (n = 26) 1 (3.8%) 1 (3.8%) 9 (34.6%) 10 (38.5%) 5 (19.2%)

Mentors (n = 43) 0 1 (2.3%) 15 (34.9%) 23 (53.5%) 4 (9.3%)
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Table 3 
 
Program Strengths Identified by Mentors and Mentees at 3-month Follow-up 
 

Themes 

% of Participants Identifying 
Strength Sample Participant Quotations 
Total 
(n = 64) 

Mentors 
(n = 39) 

Mentees 
(n = 25) 

Networking/Connecting with Others in 
Discipline 45 56 28 

 “Ability to work with someone outside your own 
discipline” [mentor] 
 

 “learning about another person’s area of interest 
and the stage they are at in their academic (or 
professional) career” [mentee] 

Personal Growth/Skill Development 38 46 24 

 “The mentor can develop their leadership skills” 
[mentor] 
 

 “helps to motivate me to achieve my goals” 
[mentees] 
 

Program Administration (e.g., matching, 
follow-up by administrators) and Nature 
(e.g., peer-to-peer, nationwide) 

 

33 31 36 

 “mentor guide was comprehensive and helpful” 
[mentor] 
 

 “matching people with their program goals” 
[mentor] 

Pass on Knowledge and Contribute/Support 
Others 30 49 0 

 “Offer opportunity to share knowledge” [mentor] 
 

 “being able to share experiences for students 
who may not have had a lot of contact with grad 
students” [mentor] 

Access to Knowledge/Support from 
Someone Who Has Gone Through the 
Process 

28 0 68  “Provides a good contact for questions about 
applications” [mentee] 

 “Getting research advice” [mentee] 

Mentor Availability/Responsiveness 16 0 40 
 “get answers to questions quickly” [mentee] 

 
 “my mentor was always available to set up a 

chance to talk” [mentee] 

Flexibility of Program (e.g., time 
commitment) 13 3 28 

 “Independence when meeting with mentees” 
[mentor] 
 

 “flexible and easy to coordinate” [mentor] 

Mentee/Mentor Characteristics 6 5 8 
“student readiness for mentorship” [mentor] 
 
“awesome mentor” [mentee] 

Note. Several respondents are counted under more than one theme as respondents could list up to three strengths.  
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that graduate programs differed 
across post-secondary institutions 
as well as across the country 
which made it difficult for men-
tors to provide specific advice.  
Other themes that emerged from 
mentor and mentee responses, al-
though infrequently, included the 
limited frequency of contact with 
mentor/mentee, and the lack of 
networking opportunities beyond 
the peer dyad.  

Mentee and Mentor Outcomes 

 Self-efficacy.  A paired 
sample t-test comparing NGSES 
scores at T1 and T2 was conduct-
ed to evaluate the influence of the 
program on participants’ self-re-
ported self-efficacy.  Mentors and 
mentee self-efficacy ratings were 
compared separately.  Changes in 
self-efficacy were not observed in 
either group between T1 and T2. 

 Peer mentorship and 
achievement of career goals. 
Mentees were asked to rate how 
important they believed their 
mentor was in relation to achiev-
ing their career goals. At T2, the 
majority of mentees (63%) rated 
their mentor as being “some-
what important” or “extremely 
important” in relation to achiev-
ing careers goals, while 26% 
provided a neutral rating and 
11% identified their mentor as 
“somewhat” or “extremely” un-
important.  When mentors rated 
the impact of their mentorship on 
their mentees’ career goals at T2, 
30% believed that they had nei-
ther a positive or negative effect, 
67% reported having a somewhat 
positive effect, and 2% reported 

having an extremely positive 
effect.  
 Mentors overwhelmingly 
identified serving as a mentor as 
being “somewhat important” or 
“extremely important” to achiev-
ing career goals, with 86% of 
respondents providing ratings in 
one of these two categories.  Of 
the remaining mentors, 11.6% 
provided a neutral rating and only 
one mentor felt that the program 
was “somewhat unimportant” in 
achieving career goals.  

 Peer mentorship and 
personal growth.  Both mentors 
and mentees were asked to indi-
cate the degree to which they felt 
that being involved in the men-
torship program fostered their 
personal growth.  Among the 27 
mentees who provided ratings 
at T2, 59% rated their mentor 
as “important” or “extremely 
important” in fostering personal 
growth, 26% provided a neutral 
rating, and 15% rated their men-
tor as “somewhat unimportant” 
or “extremely unimportant” in 
fostering personal growth.  
 Mentors were also asked 
to evaluate the degree to which 
their mentorship affected their 
mentees’ personal growth.  Men-
tors tended to underestimate the 
influence they were having on 
their mentees, when compared to 
mentee ratings.  None of the 43 
mentors who provided responses 
at T2 felt that they had no ef-
fect on their mentees’ personal 
growth; however, 37% felt that 
they had neither a positive or 
negative effect on their men-
tees’ personal growth.  Only 2% 
reported having an extremely 

positive effect and 61% report-
ed having a somewhat positive 
effect on their mentees’ personal 
growth.  
 Mentors were asked to 
rate the effect that serving as a 
mentor had on their personal 
growth.  None of the mentors 
reported a negative effect, 33% 
reported a neutral effect, and 67% 
reported a “somewhat positive” 
or “positive” effect on their per-
sonal growth.  

 Mentorship function-
ing. Domains of mentorship 
functioning were examined at 
T2 among mentees.  In general, 
mentees reported receiving high 
vocational support, psychosocial 
support, and good role modeling 
in their mentorship relationship.  
Within these areas, the vocational 
support domain was rated most 
highly, which is consistent with 
the aim of the peer-mentoring 
program as a career intervention. 
 

Discussion 

 Peer-mentorship provides 
an excellent opportunity for pro-
fessional development within the 
higher education context.  The 
CPA Student Mentorship Pro-
gram was created to enhance the 
career trajectories of psychology 
students in Canada.  The purpose 
of the program was to afford un-
dergraduate students the opportu-
nity to gain support and guidance 
from graduate students in navi-
gating and negotiating important 
career decisions.  This investiga-
tion aimed to address limitations 
identified in previous research 
(e.g., insufficient evidence sup-
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Table 4 
 
Program Weaknesses Identified by Mentors and Mentees at 3-month Follow-up 
 

 
Note. Several respondents are counted under more than one theme as respondents could list up to three weaknesses.  

Themes 

% of Participants Identifying 
Weakness 

Sample Participant Quotations 
Total 

(n = 54) 
Mentors 
(n = 34) 

Mentees 
(n = 20) 

Distance/Email Communication 31 29 35 

 “mentorship through e-mail isn’t 
successful” [mentor] 
 

 “proximity to mentor (maybe would 
have been nice to meet them in 
person)” [mentee] 

Lack of Program Structure/Guidance 30 29 30 

 “some sample topics of discussion 
would be great” [mentor] 
 

 “not a lot of activities for the mentor-
mentee pair to do” [mentee] 

Matching Fit/Relationship Development 20 21 20 

 “Potential for lack of fit between 
mentor and mentee (e.g., my mentee 
is not interested in a career in 
psychology, thereby limiting my 
ability to use my graduate school 
experience to assist her)” [mentor] 
 

 “mentor does not tell me what they 
whished they knew” [mentee] 

Lack of Mentor Support/Mentorship Training 
 11 6 20 

 “Mentors could be better trained to 
give specifics on how to achieve 
career goals” [mentee] 
 

 “Could provide some basic info to 
mentors if mentees have questions 
outside of our area (e.g., other grad 
programs besides clinical 
psychology” [mentor] 

Programming Differences Across the Country 
 9 3 20 

 “not in the same program” [mentee] 
 

 “since my mentor did not graduate 
from the same university as me it is a 
bit hard to get specific advice about 
the honours thesis pertaining to my 
school” [mentee] 

Limited Mentee Engagement or Awareness of 
Career Goals 

 
9 15 0 

 “ mentee only contacted me once” 
[mentor] 
 

 “mentees may change their focus to 
non-psych programs/careers” 
[mentor] 

Timing of Mentorship Program 9 12 5 

 “If it started earlier in the year there 
would be more time to help mentees 
prepare for applications/GREs/etc.” 
[mentor] 
 

 “started late so less time to mentor 
students prior to applications being 
submitted” [mentor] 

Program Administration 7 12 0 

 “no reply from the program assistant” 
[mentor] 
 

 “more reminders would be helpful” 
[mentor] 

Infrequent Contact with Paired Peer 7 9 5 

 “could be more ongoing – mentors 
should check in more often” [mentee] 
 

 “my mentee was relatively low-
maintenance, therefore would have 
been nice to have more mentees to 
work with” 

Lack of Networking Opportunities 6 6 5 

 “provide more networking 
opportunities” [mentor] 
 

 “a chance for mentors to speak and 
share resources would be useful” 
[mentor] 
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porting the effectiveness of 
formal, peer-mentoring programs 
in psychology; limited research 
on mentor outcomes), in addition 
to exploring participants’ interest 
in and feasibility and acceptabil-
ity of the program, as well as its 
strengths, limitations, and out-
comes.  Consistent with research 
which suggests that peer-mento-
ring is beneficial for both men-
tors and mentees (Allen, 2007; 
Eby, Durley, Evans, & Shockley, 
2005), many themes emerged 
in the present evaluation which 
supported the effectiveness of 
the program.  While most men-
tors (63%) and mentees (58%) 
reported that the peer-mentoring 
program was effective, 100% of 
participants were supportive of 
the continuation of the program.  
Overall, mentors (86%) and men-
tees (63%) reported that partici-
pation in the program was posi-
tively related to the achievement 
of their career goals and personal 
growth.  
 The CPA Student Mentor-
ship Program, a national program 
which spurred student interest 
and participation from across 
Canada, is a valuable resource for 
emerging psychologists at var-
ious stages in their educational 
training.  Psychology students are 
faced with a plethora of chal-
lenging decisions and, through 
peer-mentorship, this program 
aimed to address a current gap 
in vocational supports which are 
often unavailable to university 
student populations.  The need 
for a formal program which was 
individualized for psycholo-
gy students was demonstrated 
through the substantive number 

of participants who expressed 
interest in and who were matched 
in the mentoring program.  Sup-
ported with theoretical underpin-
nings, the program was designed 
to reach and pair a wide range 
of students with diverse interests 
in psychology in peer-mentor-
ing relationships.  In addition to 
providing growth and exploration 
opportunities to mentees (e.g., 
information-sharing, role mod-
eling), the program also offered 
mentors similar professional 
development experiences (e.g., 
self-discovery, networking).  This 
evaluation makes an important 
contribution to the peer-men-
toring literature, particularly 
for those individuals or groups 
who are interested in developing 
similar programs to affect posi-
tive outcomes for post-secondary 
students.  

Positive Global Experiences 

 Results determined that 
there was sufficient interest from 
both mentors and mentees for a 
formal, peer-mentoring program 
for psychology students.  Pro-
gram participation appeared to 
be largely feasible for students, 
as per the successful matching of 
students with shared goals and 
interests in psychology.  While 
nearly three quarters of them 
discontinued their participation 
prior to the cessation of the pro-
gram (i.e., did not complete T3 
measures), the program’s accept-
ability was demonstrated through 
participants’ unanimous support 
of its continuation at T2.  Addi-
tionally, the program was deemed 
effective by nearly two thirds of 

mentors and mentees.  
 In terms of the program’s 
general impact, mentors and 
mentees did not report a positive 
change in self-efficacy through-
out the duration of the program; 
however, both groups reported 
an improvement in their achieve-
ment of career goals and personal 
growth.  Notably, a significant 
percentage of mentors (86%) re-
ported that their role as a mentor 
was central to achieving career 
goals, suggesting that service as 
a mentor is a desirable leadership 
experience enhancing graduate 
student training in psychology.  
Sixty-seven percent of mentors 
reported that their service as a 
mentor positively influenced their 
own personal growth. In con-
trast, 63% of mentees reported 
that mentors played a significant 
role in relation to achieving their 
career goals, while 59% report-
ed that mentors facilitated their 
personal growth.  Interesting-
ly, mentors rated the program 
more positively and consistently 
reported advances in the areas of 
career goals and personal growth, 
in comparison to mentees.  While 
these findings are in line with the 
programs’ intended objectives of 
advancing career and personal 
development, this program may 
offer more benefits than expect-
ed for mentors, contributing an 
important result to the limited 
mentor outcome literature.  
 Mentees reported receiv-
ing all three types of mentorship 
support including those pertain-
ing to the career, psychosocial, 
and role modeling functions.  As 
per the nature of the peer-men-
toring program as a career inter-
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vention, vocational support was 
experienced most frequently. 
 Findings indicate that 
the program had positive im-
plications for both mentors and 
mentees.  The top three program 
strengths identified by men-
tors included the opportunity 
to connect and network with 
peers in psychology, contribute 
knowledge and support to others, 
and advance personal and pro-
fessional skills.  These findings 
support previous research which 
suggested that mentors achieve 
personal satisfaction from pass-
ing knowledge on to others (Mil-
ner & Bosser, 2005), improved 
professional skills and personal 
growth (Allen, 2007; Crisp & 
Cruz, 2009; Kram, 1985) .  The 
top three strengths identified by 
mentees included the opportu-
nity to connect with and learn 
from a mentor who had increased 
knowledge and experience in 
psychology, mentors’ availability 
and openness, and the admin-
istration and nature of the pro-
gram.  These findings corroborate 
Ehrich, Hansford, and Tennent’s 
(2004) results which suggest that 
discussion with mentors (e.g., 
sharing information, receiving 
advice) and positive mentor char-
acteristics (e.g., warmth, open-
ness) are common mentee out-
comes resulting from mentorship 
programs in educational settings. 
  It is important to note 
that, in addition to the men-
tor functions described above, 
mentoring is a relationship which 
develops over time and each 
relationship is unique to the in-
dividuals involved. According to 
Keller (2005), there are five stag-

es through which the mentoring 
relationship evolves including 
contemplation, initiation, growth 
and maintenance, decline, and 
redefinition. In the present inves-
tigation, each mentoring dyad 
likely worked in the various stag-
es of the mentoring relationship, 
with some progressing farther 
than others, thereby impacting 
the mentoring outcomes. While 
the degree to which this occurred 
in the present study is unknown, 
future research examining the 
stages of development regarding 
the mentoring relationship and 
the associated outcomes is war-
ranted.

Aspects to Improve 

 A number of challenges 
with the program were found.  
The high dropout rate, particular-
ly amongst mentees, was an area 
of concern.  The narrative finding 
through which participants iden-
tified the timing of the program 
as problematic may help explain 
the degree of attrition which 
occurred.  It is possible that men-
tees utilized their peer-mentoring 
relationships up until the time 
of multiple important academic 
deadlines (e.g., graduate school 
applications, funding applica-
tions), while subsequently disen-
gaging from mentorship activi-
ties.  This perspective is further 
elucidated by the result which 
identified the most common men-
toring function utilized within the 
peer-mentoring dyads (i.e., career 
support), suggesting that, after 
career support around specific 
goals or deadlines was received, 
mentees may no longer require 

or benefit from mentorship that 
was necessary or advantageous to 
their career and personal devel-
opment.  A possible solution to 
address program retention may 
entail commencing the program 
at an earlier time during the aca-
demic year (e.g., prior to the fall 
semester when graduate school 
and funding applications are typi-
cally due) so that participants are 
afforded sufficient time to prepare 
for these important deadlines.  
Additionally, due to substantial 
attrition, the peer-mentoring pro-
gram may benefit from decreas-
ing its duration (e.g., from six 
months to three months) which 
may positively influence program 
retention.  
 Whereas some partici-
pants reported strengths of the 
program (i.e., gaining mentorship 
in an area of high importance) 
and the program’s administration 
(e.g., matching, level of admin-
istrator involvement), others felt 
that the program was lacking 
structure, guidance, and sup-
port from program administra-
tors.  The latter findings support 
Vance and Olson’s (1998) results 
from an evaluation of a formal 
peer-mentoring program with a 
sample of nursing students and 
graduates, suggesting a need to 
improve the fit between mentors 
and mentees, as well as a need 
to increase program structure 
and institutional (administra-
tive) support.  Possible program 
modifications to the CPA Student 
Mentorship Program may include 
optional components (available 
but not mandatory for participa-
tion) which offer more structure 
including worksheets/activities to 
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be completed in dyads to facili-
tate the peer-mentoring relation-
ship and to serve as a springboard 
for discussion, in addition to 
webinars or in-person mentorship 
trainings (e.g., at the CPA Annual 
Convention).  
 Additionally, the prede-
termined matching procedure 
may have to be reconsidered to 
include criteria such as geograph-
ical location, the possibility of 
in-person meetings, and academ-
ic program similarities, as these 
were also identified as program 
weaknesses which may be im-
proved through more efficacious 
matching processes.  Particular-
ly, qualitative responses from 
mentees pointed to a discomfort 
with the semi-structured program 
format, suggesting that the stu-
dent-centered learning approach 
(Rogers, 1961) which encour-
aged dyads to individualize and 
self-direct their peer-learning, 
may not translate well to a formal 
program which does not occur in 
a face-to-face capacity or relies 
more deeply on directive tasks 
(e.g., information giving).  Alter-
natively, this finding may reflect 
mentees’ resistance to self-ini-
tiating their learning or a lack 
of engagement in the mentoring 
process, as reported by mentors.  

Implications for the Broader 
Peer-mentoring Context 

 Universities and col-
leges across North America are 
increasingly seeking alternative 
approaches to learning and edu-
cation which supplement tradi-
tional classroom learning (Colvin 
& Askman, 2010).  A common 

method utilized by post-second-
ary institutions involves mentor-
ship, including formal and infor-
mal, traditional (hierarchical) and 
peer mentoring pairings and pro-
grams, yielding a host of benefits 
for those involved (Crisp & Cruz, 
2009; Leidenfrost, et al., 2011).  
The CPA Student Mentorship 
Program offered a unique oppor-
tunity for undergraduate students 
to be paired with graduate stu-
dents in formal, peer-mentoring 
relationships.  Findings from the 
present study confirm the need 
and desire for a formalized men-
torship program in the higher ed-
ucation context which neutralizes 
power dynamics through peer 
collaboration, enhancing stu-
dent-centered learning, career de-
velopment, and personal growth. 
Furthermore, peer-mentoring, as 
demonstrated by the CPA Student 
Mentorship Program, served as 
an important career intervention 
which assisted diverse individu-
als to explore personally mean-
ingful and professionally relevant 
career decisions. 
 The program’s focus on 
advanced training and career op-
portunities in psychology made it 
a novel and valuable resource for 
students.  Given the high degree 
of interest for a program in the 
psychology domain, it is likely 
that students in related disciplines 
(e.g., sociology, occupational 
therapy) may also be keen to 
pursue participation in a similar 
program aimed at improving 
student outcomes and career 
development in their chosen 
field of study.  Indeed, findings 
from the present study suggest 
that formalized peer mentorship 

may be beneficial for mentees in 
receiving vocational and psycho-
social support as they progress to 
the next stage in their training or 
career; however, peer-mentoring 
programs should also consider 
individual academic deadlines 
within a given field to allow 
participants the opportunity to 
engage in mentorship to their full 
potential.  Results also revealed 
that serving as a mentor appeared 
to be of particular interest to 
graduate students in the higher 
education context and that this 
experience was considered to 
be an important training/growth 
opportunity for individuals prior 
to entering the job market.  
 Developing and evalu-
ating a mentorship program is 
a complex task. A plethora of 
factors must be considered and 
challenging decisions about the 
objectives of the program should 
be established in advance.  Meth-
odological rigor is required to 
advance our understanding of the 
impact of formal peer-mentor-
ing programs, but this, in itself, 
is not sufficient (Jacobi, 1991). 
An additional problem pertains 
to the fact that many mentoring 
programs are so diverse that they 
may have little in common. Char-
acteristic of the present evalua-
tion was its focus on mentoring 
functions; however, there are 
many other variables that could 
be addressed when assessing the 
relative success of a mentoring 
program. Some of these factors 
include the characteristics of 
mentor-mentee relationships such 
as differences or similarities in 
participants’ age, gender, and eth-
nicity, as well as the duration, in-
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timacy or intensity, and format of 
the mentoring relationship. The 
mentor-mentee matching process 
and subsequent relationship is 
immensely complex and a good 
“fit” likely influences partici-
pants’ experiences and outcomes.  
Until we observe greater consis-
tency in the definitions, objec-
tives, and components of mento-
ring programs, it is unlikely that 
we can weave together a coherent 
thread of research supporting the 
use and effectiveness of men-
torship programs. Nevertheless, 
continuous efforts, including the 
present investigation, are being 
made to better identify what 
works about peer-mentoring, 
what doesn’t, and why, affording 
a valuable contribution to men-
torship literature.  

Limitations and Future 
Directions 

 The purpose of this evalu-
ation was to assess the effective-
ness of a formal peer-mentoring 
program which was exploratory 
in nature.  Because this program 
was focused in psychology in 
Canada, its findings may not 
generalize to other disciplines or 
professional associations.  Lim-
itations of the current study per-
tain to the absence of information 
regarding  the online mediums 
used for communication purpos-
es among mentoring dyads, the 
types of activities that partici-
pants pursued, the time spent en-
gaged in these activities, and the 
mentorship functions associated 
with them. Additionally, process 
variables related to the mentoring 
relationship were not explored 

in depth.  Strayhorn and Terrell 
(2007) suggested that research 
should continue to assess the 
impact of specific characteristics, 
namely the nature of mentoring 
relationships (e.g., length of time 
spent with a mentor).  While we 
know that the mentoring function 
most commonly utilized in the 
program regards the career sup-
port function, it would be helpful 
to learn what types of conversa-
tions or activities were discussed 
and implemented.  Other curious 
considerations regard the trend 
that more mentees dropped out 
of the program than mentors, 
possibly suggesting that mentors 
were benefiting more from the 
program or that they sustained 
increased commitment to their 
peer-mentoring relationship.  
Future research investigations 
should address these discrepan-
cies in more detail, in addition 
to exploring the sizable personal 
growth experienced by mentors, 
as described in their qualitative 
responses.  

Links to Social Cognitive 
Career Theory 

 According to SCCT, 
individuals’ must have articulat-
ed interests in order to acquire a 
meaningful career. Interests are 
best realized through engaging in 
significant learning experiences 
which can contribute to indi-
viduals’ sense of personal effec-
tiveness and competence. SCCT 
assumes that individuals acquire 
interest in, choose to pursue, and 
perform better at activities in 
which they hold strong self-ef-
ficacy beliefs. Consequently, as 

individuals develop interest in 
an activity or career, they tend to 
develop goals for maintaining or 
increasing their involvement in 
it. Further engagement in activi-
ties of interest enable subsequent 
mastery or failure experiences, 
which impact individuals’ self-ef-
ficacy and outcome expectations, 
ultimately leading to the revision 
of one’s career interests. The CPA 
Student Mentorship Program 
aimed to facilitate unique learn-
ing experiences which provided 
opportunities to explore career 
interests, form positive expecta-
tions, and develop greater self-ef-
ficacy within a collaborative 
and supportive peer-mentoring 
relationship. The social nature of 
this career intervention allowed 
mentors to provide individualized 
feedback about mentees’ personal 
accomplishments, vicarious ex-
periences, and emotional states, 
thereby affording a compelling 
source of self-efficacy informa-
tion. 
 Opportunities to explore 
outcome expectations including 
the consequences of pursing par-
ticular behaviours or actions were 
also provided. Participants were 
invited to explore their intentions 
to engage in specific actions or 
activities which would enhance 
their career development, in-
cluding goal-setting. By setting 
collaborative goals, participants 
were better able to organize their 
behaviour and plan steps towards 
achieving their personal career 
objectives. Although participants’ 
in the current investigation did 
not demonstrate statistically 
significant changes in self-effi-
cacy, both mentors and mentees 
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reported improvements in their 
achievement of career goals 
and personal growth.  From the 
SCCT perspective, participants 
may not have engaged in expe-
riences that were potent enough 
for them to alter their sense of 
self-efficacy, although they were 
able to take steps towards achiev-
ing their personal and profession-
al goals. In order for participants 
to form enduring interests leading 
to shifts in self-efficacy, it will be 
important to increase opportuni-
ties within the mentoring dyad 
for them to view themselves as 
competent.  Modifying the struc-
ture of the program to include 
more learning experiences aimed 
at exploring and strengthening 
one’s self-efficacy is paramount. 
Finally, highlighting the positive 
possibilities associated with one’s 
career interests will also likely 
influence participants’ expecta-
tions that the activity will pro-
duce or be related to affirmative 
outcomes.

Conclusions 

 The CPA Student Men-
torship Program offered a worth-
while experience for students, 
affording novel opportunities 
to gain career and psychosocial 
support in an expansive and 
diverse field that is psychology.  
While many previously devel-
oped peer-mentorship programs 
are a-theoretical, the present 
investigation aimed to contribute 
new knowledge about a formal 
peer-mentoring program for 
psychology students which had 
a strong theoretical foundation 
(i.e., student-centered learning, 

SCCT), drawn from the broad-
er humanistic psychology and 
career development literature.  
Practical implications of this re-
search suggest that, overall, men-
tors and mentees found that the 
peer-mentorship program was a 
valuable and positive experience, 
was effective in enhancing career 
and personal growth, and should 
be continued.  University admin-
istrators, psychology departments 
or other professional associations 
wishing to develop their own 
peer-mentoring programs can 
benefit from this investigation 
which offers results unique to 
psychology students pursuing 
higher education in Canada.  
 Consistent with the 
mentoring literature, most men-
tors and mentees derived some 
benefits associated with their 
participation in the program.  The 
formal peer-mentoring model 
was perceived as useful to par-
ticipants and reflected gains by 
mentors (and mentees), ad-
vancing knowledge on mentor 
outcomes.  The strengths and 
limitations which were identified 
serve as a gauge of the program’s 
current functioning, pointing to 
an array of modifications which 
could improve future iterations 
of the program.  In summary, 
this research makes an important 
contribution to the peer-mentor-
ing literature, while providing a 
feasible career intervention for 
psychology students who are 
seeking support and guidance in 
navigating essential career de-
cision-making and personal and 
professional development.  
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