Exploring First-Year Student Engagement, and Examining the
Connection Between Mentorship, Transformation, and Retention:
A Case Study

by

Amy Lean MacArthur

MBA, University of New Brunswick, 2004
BComm, Dalhousie University, 2000

Dissertation Submitted in Partial Fulfillment
of the Requirements for the Degree of

Doctor of Philosophy

in the Graduate Academic Unit of Interdisciplinary Studies

Supervisor: Ken Brien, Ed.D., Faculty of Education

Examining Board: Catherine Aquino-Russell, Ph.D., Faculty of Nursing
Mercy Oyet, Ph.D., Faculty of Business
Lyle Hamm, Ph.D., Faculty of Education

External Examiner: Vicki Squires, Ph.D.

Department of Educational Administration
University of Saskatchewan

This dissertation is accepted by the
Dean of Graduate Studies
THE UNIVERSITY OF NEW BRUNSWICK
February, 2024

©Amy Lean MacArthur, 2024



Abstract

The attrition rate within Maritime post-secondary institutions is unsettling. More
than a third of students are choosing to escape the pressures of a higher education, many
within their first year. Focusing on a Maritime post-secondary program, case study
research was used to explore what encourages students to stay and flourish in university.

Beginning with the creation of a conceptual framework of engagement,
comprising the three aspects of affective engagement, cognitive engagement, and
behavioural engagement, | then reviewed current literature on the first-year experience,
student transformation, student engagement, and mentorship. Noting that the literature
affirmed the premise of my conceptual framework, I pursued data collection. Using a
mixed methods approach, first-year students at a small private Maritime university were
surveyed four times during the 2021-2022 academic year. Faculty and staff involved in
the first-year experience were also interviewed. The surveys and interviews produced the

following five key insights and themes:

1. Feeling welcome and knowing that you matter are not synonymous.

2. Affective and cognitive inputs do not automatically create behavioural outputs.

3. Supplemental academic resources are needed by most, if not all first-year
students.

4. Connecting one’s degree to one’s calling is important.

5. Empowerment without influence affects student agency.

Based on the findings, recommendations for a mentoring intervention were made
in relation to the three areas of engagement described in the framework. To increase

affective engagement, it is necessary to improve connection with the university



community through communication, older peer participation, and small group
opportunities to dialogue. To increase cognitive engagement, recall needs to be
strengthened by applying reinforcement through consistency, assessment, and rewards.
To increase behavioural engagement, positive action needs to be encouraged through
structured activities, partnership with peers who are further along in their degree
programs, and faculty and staff commitment. It was clear from the research that first-year
students need to be mentored through programming focused on producing positive
feelings and thoughts and structured to encourage positive action. The thoughtful
integration of the three areas of engagement will lead to transformational learning and
keep students engaged in their learning.

Keywords: first-year experience, mattering, belonging, student engagement,

transformational learning, mentorship, retention, resilience
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Chapter 1: Introduction to the Study

The following dissertation will be presented in six chapters. Chapter 1 will review
the context, the significance of the research problem, and the purpose of the study.
Relevant literature on the first-year experience, transformation, student engagement, and
mentorship as a key aspect in increasing retention will be examined in Chapter 2. The
case study approach, as an effective methodology for addressing the research questions,
will be presented in Chapter 3, as will the methods chosen to collect and analyze the
required data. Chapter 4 will explore important takeaways from the quantitative data and
five key themes that emerged from the qualitative data. Chapter 5 will discuss the
outcomes of the study and propose recommendations, while Chapter 6 will look at the
implications of this research on practice and theory.

First-Year Retention in Maritime Post-Secondary Education

The attrition rate within Maritime post-secondary institutions is unsettling. Year
after year, a significant number of students are choosing to escape the pressures of higher
education and leave their degree programs (Maritime Provinces Higher Education
Commission, 2022). Many do so after their first year of study in the Maritimes, as well as
in universities across the globe (Shcheglova et al., 2020). Thus, leaving institutions
scrambling for answers as to how they can stop the exodus. According to a recent
persistence to graduate study conducted by the Maritime Provinces Higher Education
Commission (MPHEC, 2022), 17% of students leave their Maritime universities after
their first year. They have been doing so since 2011, and only 41% of those students, who
begin a degree at a Maritime university will graduate from said university after four years

of study. The rate increased minimally to 46% (MPHEC, 2022) if those who chose to



transfer to a Maritime college or a university outside the Maritimes were included. This is
unsettling given that one of the goals of most post-secondary institutions is to “support
the success of all students” (Arney et al., 2018, p. 19). Booker et al. (2021) also noted
that “the college career brings opportunities to explore the self and gain control over
one’s future prospects” (p. 488). According to Shcheglova et al. (2020), students who
leave university “are more likely to express deviant behaviour and face higher mental
health risks” (p. 307) and “higher education systems with high attrition lack efficiency
since public spending does not translate into producing a skilled labour force” (p. 307).
Therefore, if universities in the Maritime provinces are unable to reverse this escapism
and engage their students to stay the course, there could be negative ramifications for
students, institutions, and their communities. Meehan and Howells (2018) asserted that
every first-year student can be seen as an orb. That is “everything around the orb, or
everything that touches the orb has an impact and it is this understanding of the impacts
that is important” to institutions (p. 895).

Unfortunately, this problem is not unique to Canada. Almost 30% of German
post-secondary students do not graduate, with many leaving after the first year
(Trautwein & Bosse, 2016). Kahu and Picton (2022) reported that Australian institutions
had 17% attrition levels within their first-year cohort, with a national survey showing that
a “third of first-year Australian students find coping with university challenging, and just
over half feel no belonging to the university community” (p. 36). As countries across the
globe increase access to post-secondary education, some of these educational systems
report attrition rates up to 50% (Shcheglova et al., 2020). According to Arney et al.

(2018), this disturbing trend prompted 44 campuses of the American Association of State



Colleges and Universities (AASCU), some of which had first-year retention rates as low
as 55%, to participate in a “Re-imagining First Year” (RFY) initiative in 2016. Arney et
al. (2018) reported that the RFY campaign focused on four areas to increase student
success: (a) institutional intentionality - where campuses earmarked “resources toward
policies, initiatives, and structures that make it easier for first-year students to thrive” (p.
16); (b) curriculum was examined to uncover “bottlenecks and road blocks that impede
student success” (p. 16); (c) faculty and staff connections with students were assessed to
determine their affect (i.e., emotional responses); and finally (d) the RFY “challenged
campuses to consider the student experience on campus, areas of focus included student
engagement, student belonging, and growth mindset” (p. 16). The participating
institutions created interventions to strengthen the first-year student experience in each of
the four areas. Arney et al. (2018) noted that, while metrics would continue to be
observed within the first cohort and subsequent cohorts to determine whether it had been
a success, Year 1 attendance, connection, and engagement improved among first-year
students on RFY campuses. This example reveals that while first-year retention may be a
universal challenge, institutions that recognize the problem and apply interventions are
seeing an improvement.
Significance of the Study

Adolescents pursue post-secondary education for numerous reasons: to develop
their knowledge of the world around them, to expand their job prospects, to increase their
income, and/or to improve their social standing (Reed et al., 2015). Yet in contrast to
these positive motivators, many students are choosing to drop out (Shcheglova et al.,

2020). This high attrition rate could be attributed to financial pressures, negative social



influences, substance abuse, and other external sources (larovici, 2014). However, the
reason that seems to be most prevalent is not an external force but an internal one: mental
health (Boyes, 2013). Two studies conducted by the American College Health
Association found that “17% of students reported feeling depressed and another 13.2%
felt anxious or stressed while 51% of participating undergraduates had recently engaged
in binge drinking” (Brewer et al., 2018, p. 721). These significant levels of depressive
symptoms and substance abuse were already discouraging and unfortunately, the recent
global pandemic has only exacerbated this situation. A recent advisory by the U.S.
Surgeon General (2021) reported that depression and anxiety had doubled to the point
where 25% of the 80,000-youth surveyed were experiencing depressive symptoms and
20% were experiencing anxiety. Reporting on two surveys conducted in Australia and the
United Kingdom, Kahu and Picton (2022) noted that pressure to perform in academia can
lead to stress and anxiety, as indicated by 65% of students surveyed in an Australian
university reporting high or very high stress levels, and 63% of university students
surveyed in the UK reporting always or often feeling stressed or worried. According to
earlier research by Boyes (2013), this mental distress produces an escapism behaviour
known as avoidance coping and it can escalate from choosing not to do an assignment
because of a failed attempt in the past to possibly choosing not to attend the class, or even
leave the university entirely. If institutions want to counter this escapism behaviour, they
will need to consider how to engage their students inside and outside the classroom in
ways that will help them manage the stress of their new situation. Student engagement is
not a singular focus on mental health or academic ability but includes a “student’s

behavioural, emotional, and cognitive connection to their learning” (Kahu et al., 2019, p.



658). Student engagement is dynamic, being affected not only by their internal drive but
also by their external responses to their environment, leading Kahu et al. (2019) to
describe, “self-efficacy, belonging, emotions, and well-being as interwoven pathways to
student engagement” (p. 657).

According to Leaf (2018), one’s mind gives one the ability to think (cognition)
and feel (emotion) and choose (behaviour) but individuals must make the effort and
choose to respond based on their knowledge and sentiment. Although Leaf claimed that
students are intrinsically designed to improve their productivity, extrinsic motivators can
give them the push they need to examine themselves to think and feel positive attitudes
and emotions and choose to act in positive ways. If these helpful extrinsic motivators are
lacking then it stands to reason that negativity or apathy could be the driving force in a
student’s thinking, feeling, and choosing. As noted above, an undergraduate student’s
engagement can be assessed on the combination of their mental, emotional, and
behavioural responses to their academic program. This combination can lead to
transformational learning where one’s behaviour demonstrates a change from its previous
state having been precipitated by cognitive and affective changes during the
transformation (Bunting & Williams, 2017). However, the lack of this combination can
potentially lead to immobility and a disconnect from their education, as | have observed
while lecturing in post-secondary over the past 17 years. Noting that, | reasoned that there
is a relationship among the affective, cognitive, and behavioural elements of a first-year
student’s experience and that this integrative relationship can either increase or decrease
their effort and overall wellbeing, as proposed in my conceptual framework on the next

page in Figure 1 and included in Appendix A.



Figure 1

Conceptual Framework of Engagement
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According to Shcheglova et al. (2020), “the first year of study is a crucial period
for mitigating risks of attrition as this is the time when students develop a sense of
belonging, and academic and personal connections” (p. 1). A strategic way these
important connections are often formed for students is in a mentoring relationship, and
their success depends on the trust that can be established (Meehan & Howells, 2018). A
mentored individual is often a satisfied and productive individual. In a post-secondary
context, the mentor can “facilitate the student’s exploration of [their] social and academic
environment and be a source of support to cope with the stress of adjusting to a new
school” (Larose et al., 2005, p. 400). According to Ensher and Ehrhardt (2022), when
students are given the opportunity to participate in interventions with mentors that offer
self-discovery, they have a greater chance of understanding what they do and do not want

to do when they graduate. These “insight experiences are defined as life events or



episodes that offer a moment of comprehension, here related to one’s career” (Ensher &
Ehrhardt, 2022, p. 327). Students who discern a preference for a specific career are often
more engaged in their learning to pursue said career and are more likely to gain
holistically from their university education through positive emotional, mental, and
behavioural productivity (Ensher & Ehrhardt, 2022). It can be assumed that if students
are able to identify their calling through the guidance of a responsible, and emotionally
supportive mentor, they will be more likely to engage in the academics that will help
them achieve that calling and absenteeism will decrease. If absenteeism decreases, then
their opportunities to connect with professors and fellow students increases, possibly
leading to transformational experiences and improved engagement. This was observed by
Spiridon et al. (2019) in their application and study of Integrated Learning Communities
(ILC) with a first-year cohort of psychology students in a UK university. The ILCs
included structured social and academic integrated activities and it “served as a platform
for organizing activity around a new student-led Psychology Society” (Spiridon et al.,
2019, p. 403). This resultant action was precipitated by the first-year students’ psycho-
social development in the ILCs which affirmed Bunting and Williams’ (2017) assertions
that transformational learning occurs when one’s behaviour demonstrates a change from
its previous state having been precipitated by cognitive and affective changes during the
transformation.

Students in post-secondary institutions are experiencing challenges that the
generations before them did not (Flett et al., 2019). If post-secondary first-year
programming only concentrates on cognitive and behavioural components (e.g.,

instruction and assessment) without examining the importance of the affective (emotional



response), then students may continue to disengage or escape from their social realities.
This assertion is supported by Flett et al. (2019) in their study on the importance of
students feeling they matter to professors and classmates in order to stay committed to
their post-secondary studies. Flett et al. (2019) found that students who feel they are seen,
and their contribution is significant, “will be protected and resilient and highly engaged,
both inside and outside the classroom” (p. 668). While it may seem obvious that an
intervention to increase student engagement should include cognitive, affective, and
behavioural elements, based on previous research (Arney et al., 2018; Kahu et al., 2019),
a case study will help to explore the first-year students’ experience to determine how best
to implement each element into an effective first-year mentoring program. Such a
program would not only promote the importance of gaining knowledge and developing
new skKills but also successfully create connection, encourage commitment, and foster
healthy academic habits in students for the duration of their university program. These
are the type of interventions that are needed at Maritime institutions, ones that will lead to
transformational learning, reduce anxiety, and limit the exodus of students from first-year
university classrooms.

Focusing on a post-secondary program in a small Maritime university, | will
apply case study research to explore what contributes to retention rates and what
institutions can do to increase student persistence, focusing particularly on the role
mentorship may play in facilitating this. If student engagement increases, then the
likelihood of students remaining in their university programs could also increase as noted
by Arney et al. (2018) in the RFY campaign in the US, thus alleviating the problem that

Maritime universities are facing today. MSP University (pseudonym), a small, private



English-language institution located in New Brunswick, bears an attrition pattern that is
consistent with its greater Maritime cohort noted above. As shown in Table 1, over a
period of 5 years, MSP’s retention rates across its undergraduate programs fluctuated
from 65% to 71%. A look at its Bachelor of Business Administration (BBA) program
showed similar results (also observed in Table 1).

Table 1

MSP University Retention Rates 2016 - 2020

ABS (Arts Business & Science) Student Only Business Students
Retention Rates

Year % %)

2016 65 70

2017 65 75

2018 69 73

2019 71 75

2020 66 62

As a lecturer in the BBA program for the past 17 years, | have noticed the disturbing
attrition rates and have sought to increase the retention rate within our degree program by
focussing on classroom interventions. However, it has become clear over the years that
attrition is not just an MSP University problem (Boco et al., 2021). These statistics are
similar to those for English-language public universities in New Brunswick, as Boco et
al. (2021) recently reported retention rates in the graduating year of 2016 that ranged
from 40% - 75% (pp. 28-29). Therefore, using the first-year cohort at MSP University as
a case site provided data that can be useful to its sister institutions in New Brunswick and
throughout the Maritimes.

The goals of this study were to identify what factors contribute to a student’s

choice to stay in university and to understand what mentoring interventions could be



applied to increase this retention. As noted, the case (or issue) studied was the first-year
student experience and the context was a first-year cohort of post-secondary students.
While all first-year students were part of the survey sample, when it came to interviewing
faculty and staff involved with the first-year experience, it was important to me that all
Business faculty were included in the interview sample as that is the discipline area
where | lecture.
Research Questions
It is difficult to find a university mission statement that does not express the

desire to see its students thrive and yet thriving has often been misunderstood. Picton et
al. (2018) noted that thriving is not only based on a student being “academically
successful, but [that] they also experience a sense of community and a level of
psychological well-being that contributes to their persistence to graduation” (p. 1262).
Again, in this statement, similar to the concept of transformation, where a behavioural
change is noted prompted by cognitive and affective experiences, we see the importance
of the combination of the cognitive (academic success), the affective (psychological well-
being), and the behavioural (persistence to graduate) aspects in the students’ ability to
thrive (or transform) in university.

With the tenets of case study in mind, the following research questions were
formulated to guide the selection of methods in pursuit of thriving first-year students.

1) Why do first-year students choose to stay in their Maritime post-secondary

institutions?
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2) How effective is first-year programming in post-secondary institutions at helping
first-year students achieve academic goals, reduce anxiety, and improve student
retention.

3) How might a structured mentorship program facilitate student engagement and
what elements need to be included in an effective first-year student mentorship
program?

It is noteworthy that, while MSP University does have programming directed toward the
first-year cohort, it lacks a structured mentorship intervention. Therefore, an objective of
the study was to offer suggestions of how one could be structured to assist with student
and institutional thriving.

Understanding the challenge that Maritime post-secondary institutions are
experiencing with first-year student engagement and recognizing that mentorship may be
the solution has influenced the review of the literature. The next chapter will examine
what has been explored, proposed, and understood regarding the elements of a first-year
experience, what identifies it as successful, and what tools can be applied to increase
resilience and perseverance.

Summary
This chapter has introduced the issue of retention of first-year students that Maritime
universities are experiencing. In so doing, the significance of the study has been
articulated, my conceptual framework has been introduced, and the research questions

that guided my study have been identified.
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Chapter 2: Literature Review

As noted in Chapter 1, my proposed Conceptual Framework of Engagement
argues that there is a relationship among the affective, cognitive, and behavioural
elements of a first-year student’s experience that can either increase or decrease student
engagement. The case study described in this dissertation, which postulates that
transformational learning (the type of learning that encourages engagement in one’s
academic program) requires behavioural change prompted by changes in feelings and
thoughts (Bunting & Williams, 2017), also follows an integrative framework of the three
components. Furthermore, an objective of my study is to explore what elements should
be included in a first-year student mentorship program that will foster transformational
learning and lead to student retention. Consequently, four areas of literature pertaining to
the post-secondary education experience are reviewed to provide a knowledge foundation
for this dissertation: the first-year experience, transformational learning, student
engagement, and mentorship. As these terms can be defined differently for different
contexts, the following definitions were used to guide my review of the literature.

The first-year experience is a descriptor for when adolescents transition from high
school to post-secondary education and how they integrate into their new surroundings,
socially, mentally, and emotionally (Shcheglova et al., 2020).

Transformational learning occurs when one’s behaviour demonstrates a change
from its previous state having been precipitated by cognitive and affective changes during
the transformation (Bunting & Williams, 2017).

Student engagement is a student’s behavioural, emotional, and cognitive

connection to their learning (Fredricks et al. 2004).
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Mentorship is defined as the guidance provided by a mentor, often an experienced
person in a company or educational institution (Crisp & Cruz, 2008; Mullen, 2012;
Wakeman, 2012). In a post-secondary context, the mentor can “facilitate the student’s
exploration of [their] social and academic environment and be a source of support to cope
with the stress of adjusting to a new school” (Larose et al., 2005, p. 400).

The following sections will highlight what scholars from around the world have
deduced regarding an emerging adult’s venture into post-secondary education and will
outline each of these key areas.

First-Year Experience

The last decade has seen an increased focus by institutions on retention and
positive first-year assimilation, yet the highest attrition rates are still found in the first
year of a student’s post-secondary study (Shcheglova et al., 2020; Trautwein & Bosse,
2017). The first year of a student’s post-secondary career is highly influential on
determining whether the student will stay in university and succeed, however, the
transition from high school and how the first-year student experiences that transition has
not been given the attention it deserves (Meehan & Howells, 2018). Areas that tend to
challenge this reality are the enormity of the transition, the importance of socialization
and attachment, and the stress in pursuit of academic achievement (Kahu et al., 2019).
Transition

The shift from high school to university is often not only a transition from
adolescence to adulthood (Brewer et al., 2018), but also from parental dependence to
independence (Kahu & Picton, 2022), and from financial security to debt (Everett, 2019).

While many students relish this opportunity for freedom, they can quickly feel
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overwhelmed by the stress if former safety nets are not replaced with personal and
organizational resources (Trautwein & Bosse, 2016). As noted pictorially in Everett’s
(2019) research, first-year students often begin their semester with optimism but once
faced with new social realities, the challenges replace that optimism with
discouragement. Everett (2019) asked a group of first-year students in an American
south-eastern public liberal arts institution to draw what they thought their first semester
path in post-secondary would look like and then later in the semester asked them to draw
what it had actually been like. While many of the early semester drawings revealed
straight upward paths the later semester paths revealed the opposite (Everett, 2019, p.
207). As students try to manage these transitional challenges, it is evident that many lack
the necessary skills to cope and to discern the best path forward academically and
relationally (Marcotte et al., 2018). This is affirmed in the fact that “neurological
researchers have shown that the brain, particularly the prefrontal cortex, is still
developing until about 25 years of age and that the prefrontal cortex is vital to executive
functioning, decision-making, emotion regulation, and problem-solving” (Brewer et al.,
2018, p. 721). This lack of development can make the search for support systems
particularly challenging.
Socialization and Attachment

Noting that the transition is not only an adjustment to new personal freedoms and
environmental demands, Marcotte et al. (2018) also identified in their study that the first-
year experience was “‘a measure of adjustment to academics and attachment to the
institution” (p. 728). As this is a significant adjustment for students on all fronts, supports

are needed during the first year to socialize the individual, encourage academic
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engagement, and increase their effectiveness in their new environment (Kahu et al.,
2019). It is understood that when students first arrive on campus, they “often feel
isolated, separated, or socially and academically alienated from the college experience”
(Shcheglova et al., 2020, pp. 309-310). This lack of connection is a factor in a student’s
decision to stay or drop out, as noted in Mechan and Howell’s (2016) student satisfaction
study. As students lessen their attachment to their parents, they often seek out new forms
of attachment in their new environments in an effort to feel like they belong (Meehan &
Howells, 2016). If these attachments do not produce a sense of security for the students,
they will likely disengage from their academic environment as a way to deal with their
stress (Bumbacco & Scharfe, 2020). As noted by Bumbacco and Scharfe (2020),
“attachment insecurity is associated with the belief that others will be unavailable or
unresponsive during times of need resulting in maladaptive stress responses and less
constructive methods of coping” (p. 989). In a study of 290 Canadian first-year liberal
arts students, Bumbacco and Scharfe (2020) found that high attachment anxiety, high
levels of burnout, and low levels of engagement were all related to one another and
negatively related to academic persistence. If the anxiety persists, the method of coping
often chosen by students is to erect barriers (literally and figuratively), blocking
themselves from connection with their peers, the faculty, and the institution (Marcotte et
al., 2018). This defense mechanism or maladaptive stress response as noted by Bumbacco
and Scharfe (2020) will limit what Meehan and Howells (2016) discovered matters to
first-year student satisfaction, which are connection points or what they referred to as
touchpoints which students subconsciously use to determine what they think of the

institution and how satisfied they are with their post-secondary choice. If students block
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or avoid these touchpoints with peers, administrators, and activities, they will limit their
connection and their satisfaction will decrease (Meehan & Howells, 2016).

Levinson and Parker (2018) echoed the importance of these touchpoints in their
research on attachment-aware schools, noting that “education should not happen around
students, nor should it be performed on them; they should be active agents in a
collaborative process” (p. 890). Their study concluded that positive feelings increase
when students are actively connecting and are given the opportunity to share their
thoughts and feelings regarding school events and interactions. While the studies
previously quoted identify first-year student satisfaction levels as a by-product of
emotional and mental changes, academic institutions often believe first-year student
satisfaction to be a by-product of a student’s behavioural or academic success (Picton et
al., 2018). According to Picton et al. (2018) this difference of description is likely due to
a lack of listening to the student voice. This epiphany is likely what prompted the
creation of the RFY initiative within the AASCU described earlier by Arney et al. (2018).
Through this project, intentional efforts were made to listen to students while also
increasing academic advising, revising tutoring and communication methods, and
applying growth mindset and belonging interventions. Of the 44 AASCU institutions
selected to be a part of RFY, one member reported its interest in participating was
prompted by the project’s goal to better support the success of all students, understanding
that success is identified differently among a diverse first-year student body. The
initiatives described in this project reveal an intentional effort to address affective,

cognitive, and behavioural aspects of a student’s experience. This is an important

16



realization for all institutions given that social and emotional support is a foundational
need required for achievement and self-actualization (Maslow, 1943).
Stress in Achievement

On the academic side, the transition from high school writing to post-secondary
writing can also be overwhelming and often an impediment to successful academic
achievement (McNamara et al., 2018). Navigating not only the heightened requirements
for essay submission in higher education, but also trying to understand the differences
from one course to another increases the need for organization and time-management,
skills students are not necessarily entering university with (Marcotte et al., 2018). As
observed by McNamara et al. (2018):

Academic writing, from an academic literacies’ perspective, is fundamentally

situated in particular disciplinary cultures, with each student writer having to

negotiate epistemologies, forms of argumentation, and text types across the

disciplines they are studying and at times even apprehend the variation between

teachers within a discipline. (p. 18)
When it comes to academic achievement, one can assume that being an effective student
is the achievement being pursued during those first few weeks of university; however, as
Picton et al. (2018) argued, “in those early weeks staying on top of workload was often
the only measure available to students to indicate whether they were effective” (p. 1269).
This pressure to perform or simply the desire to survive tends to produce a stressful first
year (Brewer et al., 2018; Bumbacco & Scharfe, 2020; Everett, 2019; Kahu & Picton,
2022; Trautwein & Bosse, 2017). In their study, Kahu and Picton (2022) found that

students depicted this pressure as an individual being taken away by the current with no
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control. In interviews conducted by Trautwein and Bosse (2017) students shared the
significant pressure and difficulty of keeping up with the pace and workload of post-
secondary. This recurring theme has led many institutions to create a mandatory course
(either for or not for credit) that introduces students to post-secondary life in an attempt
to help them transition socially, emotionally, and academically (Arney et al., 2018).
Transformational Learning

Another significant aspect of the first-year post-secondary experience is the
opportunity for transformational learning. When students encounter situations where their
previous learning is challenged or revealed to be lacking, the prospect of transforming
their thinking and understanding is within reach (Bunting & Williams, 2017). According
to Hamilton and Ritch (2006), transformative learning can be identified by the following
elements: a problem situation or “disorienting dilemma” (p. 81), where the origin can be
critically analyzed, discussion with others is available, the individual is change-friendly,
constraints can be lifted, support is provided, and the potential for change exists. The
outcome would be the “development of new meaning schemes or perspectives through
interaction” (Hamilton & Ritch, 2006, p. 81). Once these new perspectives are put into
action, the ensuing behaviour reflects the transformation as described by Bunting and
Williams (2017), who attested that transformational learning, is what is needed for
behavioural change. The transformative learning process above should occur regularly on
post-secondary campuses where students are frequently asked to think critically about
their assumptions, attitudes, and beliefs and to assess them in light of theories presented

in a variety of discipline-specific courses to form cohesive worldviews.
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Yet sometimes the context is not conducive to this learning process especially if
the academic learning has only focused on the psychological versus the psychosocial
learning that develops in community (Brewer et al., 2018). Picton et al. (2018) noted that
a focus in first year can often be to develop strong self-regulation and be focused on
improving one’s own learning process through good study habits; however, these
researchers concurred that the learning or transformation is more likely to occur if it is
encouraged in community with opportunities to share and receive feedback. While
studying the connection between engaged learning and positive development in first year
students, Brewer et al. (2018) noted that the key influencers were educational context, the
coursework, and their classmates. This was also affirmed by Parker and Levinson (2018),
who identified the common-sense nature of the term social learning by stating that “the
critical pursuit of knowledge needs to be paralleled by the process of mutual
humanisation” (p. 889). According to Klinge (2015), a learning organization should be a
place where creation and collaboration are encouraged so much so that students are
learning how to learn by connecting with each other. Klinge provided a description of
Knowles’ five assumptions of adult learners: (a) self-concept is as a self-directed being,
(b) adult learner experience is key to their education, (c) readiness to learn is linked to
social circles, (d) orientation to learn is problem centered, and (e) motivation to learn is
internal. These assumptions link well with the assertions of Meehan and Howells (2018)
that the opportunity to be (themselves), to belong (feel welcomed), and to become (grow
and develop) are of paramount importance in a first-year student’s decision to stay in

post-secondary.
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Leaf’s (2018) theory that humans are intrinsically designed to improve their
productivity is also reflected in these assumptions of the post-secondary learner.
Therefore, one could deduce that students arrive on campuses with an internal motivation
to succeed. It is interesting to note that, while institutions might observe success through
grades or student feedback, Picton et al. (2018) found in their study that “three measures
of success were used by the students: grades, behavioural engagement, and positive
emotions” (p. 1269). The influence of these three elements (the cognitive, the
behavioural, and the affective) upon each other have the potential to produce not only
short-term outcomes of academic achievement but also long-term outcomes of
transformation and retention. Studies support the hypothesis that when first-year students
are welcomed into an environment to safely share and debate worldviews within
community and encouraged to develop cognitive tools to process new information and
apply new knowledge structures, transformation can occur, and the individual will be
engaged (Bunting & Williams, 2017; Klinge, 2015; Meehan & Howells, 2018; Parker &
Levinson, 2018; Picton et al., 2018).

Student Engagement

Recent literature on first-year engagement tends to be disciplinary specific,
pertain to first generation or potentially disadvantaged students, and focus on locations
outside of Canada. While there may be uniqueness in the situational context or
motivation of the research, the understanding that a key determinant in student retention
is whether students feel like they belong on their university campuses (Meehan &
Howells, 2018; Shcheglova et al., 2020; Trautwein & Bosse, 2017) is consistent. Meehan

and Howells (2018) noted that students need “time and space to ‘be,” whilst at the same
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time learning and growing to ‘become’ and the right to ‘belong’ in their school” (p. 897).
The importance of belonging and becoming were key priorities when the campuses of the
AASCU implemented their RFY initiative, desiring to provide their students with an
engaging interactive experience that focused on developing a growth mindset (Arney et
al., 2018). The possibility of engagement succeeding or failing based on the students’
response to their being, belonging, and becoming is argued by a number of researchers.
Flett et al. (2019) posited the idea that students seek to be accepted for who they are, “a
feeling of being important and recognized as an individual in a way that is keeping with
people’s need for uniqueness and a distinct identity” (p. 670). This is an important
element in a student’s sense of mattering: where an individual feels known, appreciated,
and whose absence would be noticed and of concern, “people feel like they matter when
they know that other people depend on them” (Flett et al., 2019, p. 676). In terms of
belonging, for some students this can mean fitting in (Kahu & Picton, 2022) and for
others it can be finding the right fit (Picton et al., 2018) in terms of their degree program
— both are noted as important. A study by Kahu et al. (2019) identified that a student’s
belonging was represented in relationship with their peers, their teachers, and their
discipline, attesting to the psycho-social aspect to one’s level of comfort in beginning
post-secondary. It has already been stated that “education should not happen around
students, nor should it be performed on them; they should be active agents in a
collaborative process” (Parker & Levinson, 2018, p. 890). This is student agency.
“Agency is a fundamental motivational drive that is reflected in the ways individuals
make sense of their life experiences” (Booker et al., 2021, p. 488). The desire to effect

change, to not be a bystander, can be applied to a first-year student’s goal to be seen, to
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be connected, and to develop in order to make a positive difference through their future
prospects.

Ensher and Erhardt (2022) observed that most students want to find a calling
before entering post-secondary education. They defined calling as ““a sense of passion for
a particular type of work, along with the belief that this work is meaningful” (Ensher &
Erhardt, 2022, p. 327). Again, the idea is that individuals, specifically young adults,
pursue work where they can see the value of it in the day-to-day activities and the
significance it has for the organization and others. As affirmed by Booker et al. (2021) in
their study within a first-year general education course at an American university,
“individuals who maintain a greater emphasis on agency should feel that they are better
in control of their lives, have a clearer sense of who they are, and have greater self-
efficacy for life’s challenges” (p. 488). Their findings supported their hypothesis that
agency is positively associated with student identity and development. This idea of the
being and becoming as an interrelated combination has also been relayed by Bunting and
Williams (2017) concerning the workplace where “identity formation has described how
one’s view of their future possible self can mediate the way they approach new
experiences” (p. 173). Students needing a “growth mindset” in their becoming is echoed
by Everett (2019), who found in his study of the first-year experience that many students
have high expectations entering college but when reality hits, their growth mindset often
deflates, leading to negative feelings about their education and disengagement from their
community. Realizing that students are entering post-secondary unprepared for the

pressures they’ll face personally, socially, and academically should prompt institutions to
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develop programs and interventions that will help them build agency and resiliency
(Everett, 2019, p. 216).

Trautwein and Bosse (2017) showed that the challenges faced in the first year can
be categorised by “personal, organisational, content-related and social requirements” (p.
383), of which personal and organizational were the most significant. Noting that this
categorization of struggles includes individual factors, institutional factors, and course-
specific factors has led researchers to classify a system of engagement when analysing
the first-year experience. This system described as the pathways to engagement by Kahu
et al. (2019) suggests that the institution influences the socialization, which then
influences the education, meaning that the student experience (their capacity,
contentment, and control) is highly influenced by the interaction between the student and
the institution. Kahu et al. (2019) postulated that this interaction will either promote or
demote one’s connection to their academic community. If this interaction between
student and institution can be supported institutionally through encouraging mentoring
relationships, the chance that it will promote one’s connection to their academic
community, could increase.

Mentorship

A study of mentorship over the past two decades produces three prominent
contexts for discovery: (a) business or organizational mentorship, (b) education or teacher
induction, and (c) student or academic mentorship. In each of these contexts, similarities
regarding the definition of mentorship exist; however, the pursuits are slightly different.
Business mentorship involves effort aimed at helping the protégé to learn, develop their

abilities, and grow the organization. Education mentorship involves supporting and
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encouraging the new teacher to enjoy teaching and help students flourish under their
instruction. Finally, academic mentorship involves effort aimed at helping the student
thrive in their studies and complete their degree. A review of the mentoring literature
provides a rich discussion regarding what mentorship should look like and what it can
achieve. While research on each of the above contexts provide relevant information, the
discussion that follows is on academic mentorship in the post-secondary setting which is
the focus of my research.

As asserted earlier, a mentored individual is often a satisfied and productive
individual. While scholars understand this, mentorship is often an after-thought or
perceived to be too costly in terms of time (Hellsten et al., 2009). Choosing to support
both the learning and feeling sides of a student requires a significant investment of time
(Parker & Levinson, 2018). Sometimes the institutional mindset is that mentorship can
aid the individual, but the long-term benefits may not return to the educational facility,
and yet the relationship between mentorship and retention has been found to be positive
(Kahu & Picton, 2022) if applied correctly (Spiridon et al., 2020). Kahu and Picton
(2022) noted in their research that when mentoring activities like advising and feedback
began before first-year classes and continued throughout the year, students were more
connected to their institution than when those activities were lacking. According to
Houston (2002), “mentoring is a form of social assistance a corrective to the introverted
self” (p. 10). Mentorship is a relationship involving instruction by the mentor and
development in the mentee, this guidance can also be found in a coach or a counsellor
and is known to be an effective way of equipping others to achieve goals (Crisp & Cruz,

2009). Noting this description of mentorship, three themes have surfaced when studying
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recent literature on the connection between mentorship programming and student
retention (Bonnett & Ly, 2017; Bumbacco & Scharfe, 2020; Larose et al., 2005; Yomtov
et al., 2015). These three areas are the importance of the mentoring relationship, the
application of a structured mentoring intervention, and the interdisciplinary nature of
mentorship.
Importance of Relationship

A driving factor in the mentoring experience is the mentoring relationship, as it
either negatively or positively affects the mentees’ interpersonal communication skills,
self-confidence, and understanding of the world around them (Irby et al., 2017). In fact,
the possibility of transformation increases when mentoring includes meaningful
engagement and the opportunity to self-reflect with trusted others (Bunting & Williams,
2017). Past research indicates support for this argument (e.g., Yomtov et al., 2015). In a
recent study, Yomtov et al. (2015) found that the use of peer-mentors (individuals close
in age and experiencing similar life situations) in addition to adult advisors increased
student connection to their institution and led to improved retention. Also noted in this
study was that the mentoring relationship is most successful when the mentors are
accessible, dependable, and consistent with their feedback. Bumbacco and Scharfe (2020)
also cite in their research the importance of first-year attachment gained from supportive
academic peers and that this connection often leads to improved academic performance,
and that participation in mentoring interventions often leads to improved post-secondary
student retention.

An underlying goal of student mentorship (if it has not been achieved already) is

the discovery of a “calling” a desire to pursue a particular discipline or future career.
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Ensher and Erhardt (2022) studied the importance of “calling” by collecting data on
whether mentoring relationships and insight experiences are calling antecedents for
university students. Collected data over three consecutive semesters from 536
undergraduate students representing three post-secondary institutions in the United States
revealed that a “high-quality mentoring relationship was positively related to students’
perceptions of callings” (Ensher & Erhardt, 2022 p. 337). Students often look to older,
experienced individuals for advice on what they are called to do in life. The importance
of “responsible mentoring” (Wakeman, 2012) is echoed here in the description of a high-
quality mentoring relationship (Ensher & Ehrhardt, 2022), one that is consistent, goal-
focussed, and offers emotional support. Ensher and Erhardt (2022) also found that if
students come to university trying to find their calling and are not able to participate in a
high-quality mentoring relationship they are at risk of suffering from “identity confusion,
discomfort and strain” (p. 327).

D’Abate (2010) affirmed this positive connection when looking at college
business graduates (3-5 years later) to determine if experiences like internships,
mentoring, and collaborative projects had favourable affects on their careers. A positive
relationship was also discovered between “insight experiences” (i.e., internships, co-
operative education, etc.) and students’ understanding of their callings (Ensher & Erhardt,
2022). When students are given the opportunity to participate in activities with mentors
that offer self-discovery, similar to hands-on experiences in the workplace, they have a
greater chance of understanding what they do and do not want to do when they graduate.
Being mentored often leads to mental and emotional support in the short-term and career

development and continued psychosocial support once the student has graduated into the
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workforce (D’Abate, 2010). Psychosocial support was identified by D’ Abate (2010) as
“clear self-identity, enhanced feelings of competence, increased self-awareness and self-
confidence” (p. 146) while career development was defined as “established an action plan
for my career and gained advice and guidance on issues concerning my career” (p. 146).
This shows a connection between the mentoring relationship and increased student
knowledge that helps students transition from school to the workforce. Not surprisingly, a
positive correlation was also found between students’ perceptions of callings and school
engagement, attendance, and career outcome expectations (Ensher & Erhardt, 2022). As
D’Abate (2010) pointed out:

Therefore, as mentored students are graduating college, they feel that they have

received more developmental support than non-mentored students — not

necessarily in terms of career development or business knowledge but in terms of

emotional support (i.e., advice and guidance to clarify their goals, encouragement,

support, increased self-awareness, and increased self-confidence). (p. 150)
It can be assumed based on previous studies (Bumbacco & Scharfe, 2020; D’ Abate,
2010; Ensher & Erhardt, 2022) in post-secondary settings that if students are able to
identify their calling with the guidance of a responsible, emotionally supportive mentor,
they will be more likely to engage in the academics that will help them achieve that
calling and absenteeism will decrease.

However, there can be several possible drawbacks when participating in a
mentoring relationship (Bonnet & Ly, 2017). Inadequate time and feedback,
misunderstanding the role of the mentor, and differences in personality can all lead to an

ineffective intervention and increased attrition (Bonnet & Ly, 2017). Again, as noted in
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the literature (Wakeman, 2012) on the importance of selecting responsible and supportive
mentors, these drawbacks reveal the imperativeness of conscious mentor-mentee
matching. Alisic et al. (2016) examined a significant problem within physician
mentorship residency programs. According to the authors, while past research showed
that when physicians took part in mentorship programs the results were positive in terms
of career satisfaction, academic physician retention, and research productivity; research
evidence indicated that typically, program organizers were unable to determine how best
to structure mentoring relationships between students and faculty in residency programs
given limited research findings on the design of mentorship programs that indicated what
helps or hinders its productivity from the perspectives of both the mentee and the mentor.
To address this gap in research, Alisic et al. (2016) conducted a case study within the
mentorship program of a department of anesthesiology with 11 student residents and 12
faculty members. One can infer from the study that the researchers were exploring what
elements contribute (positively and negatively) to the mentoring process, whether the
make-up of the mentoring relationship was important to the program’s success, and how
a mentorship program could be designed to deliver optimal levels of career satisfaction,
retention, and research productivity. Alisic et al. (2016) reported three key factors that
could facilitate or hinder the success of residency mentorship programs: shared pursuits,
participant characteristics, and program structure. It is important to note that the
characteristics of the mentors were a key differentiator as to whether the mentorship
thrived or not. Mentors that nurtured and counselled the mentees versus simply listening
and providing academic feedback were part of the strongest mentoring relationships

(Alisic et al., 2016). Bonnet and Ly (2017) echoed these factors as they discovered in
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their study of Early Childhood Education students that clear expectations, shared interest,
and specified meeting times increased the effectiveness of the relationship between
mentor and mentee. If participants in a mentoring relationship do not share a desire for
similar goals for the process, nor possess complementary personality characteristics, they
will likely find meeting together tedious, and the intervention could fail.
Structured Intervention

The probability of student success can be increased in educational settings when a
defined mentorship intervention, one that includes goals, structure, and commitment, is
applied (Alisic et al., 2016). While structural infrastructures for mentoring do differ
among researchers, the understanding that clear objectives and guidelines are imperative
for effectiveness is consistent (Alisic et al., 2016; Crisp & Cruz, 2009; Klinge, 2015;
Larose et al., 2005). Klinge (2015) suggests that successful mentorship programs include,
ensuring, (1) ownership of the internal process; (2) the mentoring pair have ongoing
support; (3) the mentoring program is linked to organizational initiatives; and (4)
articulated measurable outcomes. In another study, D’ Abate and Eddy (2008) examined
baseline participant satisfaction with a mentorship program being offered in a post-
secondary setting. In this study, the authors surveyed students in an undergraduate
business education program twice — pre and post the mentorship intervention. In the pre-
intervention survey the authors assessed four elements including matching, preparation,
interaction and outcome assessment. After the survey, improvements were made to the
structure of the mentorship intervention based on participant feedback and students were
surveyed once again showing a statistically significant increase in participant satisfaction

in two of the four elements and a marginally significant increase in a third (D’ Abate &
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Eddy, 2008). Similarly, a study of 42 empirical studies on the progression of mentoring
yielded positive results between mentoring programs and student achievement and
retention in all but two studies (Crisp & Cruz, 2009). These two studies showed a link
between mentoring and higher grades but not the retention of first-year students, Crisp
and Cruz (2009) concluded that the intervention should be organized to include
psychological and emotional support and help with goal setting in relation to academics
and careers. The selection of the mentor was also a key component in the success of the
intervention (Crisp & Cruz, 2009). Likewise, in the study of an applied mentorship in a
medical education program, Alisic et al. (2016) found that effective mentorship is
dependent on the characteristics of the participants, that they have identified goals for the
mentoring relationship, and a schedule of meetings and outcomes is in place.

While the benefits of mentorship have consistently been observed in the literature
in “regular” or pro-school settings where students are high academic achievers, it is
important to also note that mentoring can be imperative in at-risk or vulnerable school
settings for a healthy transition from high school to post-secondary education. According
to Larose et al. (2005), connections outside the classroom between students and faculty
have a positive influence on students’ academic performance, satisfaction with their post-
secondary education and social life, retention, and their career goals. In an attempt to
identify whether mentorship could achieve the same results with students at risk of failing
due to poor grades, Larose et al. (2005) conducted a study of 102 academically at-risk
freshmen from three Canadian colleges involved in a structured 10-hour mentoring
program. Over the course of the program, the students voluntarily completed four

questionnaires or interviews seeking a personal assessment of what they thought about
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mentoring, how secure they felt in the mentoring program, and how they felt about their
relationship with their teachers (Larose et al., 2005). Results indicated that security was
associated with a positive perception of mentoring and a low conflict with teachers,
which is “important because it has been shown that academically at-risk students perceive
more conflicts and unfairness in their relationships with teachers and seek their help less
frequently when they have problems” (Larose et al., 2005, p. 410). This finding affirmed
the importance of the consistency that is found in structured interventions. Larose et al.
(2005) studied five characteristics of teacher-student relationships: perception of conflict,
perception of unfairness, comfort in disclosing personal information, comfort in seeking
help, and the level of informal contact with teachers outside the classroom. They found
that characteristics of trust, integrity, care, and support, which are present in consistent
healthy interpersonal relationships must also be present in healthy mentoring
relationships; otherwise, students will reject the guidance and the adjustment to college
will fail (Larose et al., 2005). Their results also indicated that when students feel secure
meeting with their mentor in a structured routine, their opinion of teachers overall
improves, potentially leading to positive academic and adjustment outcomes overall
(Larose et al., 2005). Their feelings affect their thoughts, which affect their actions.
Interdisciplinary Nature

While research (as noted above) over the past two decades has articulated the
importance of relationship and the need for structured objectives in mentoring, the
possibility of its effectiveness increasing when it has an interdisciplinary approach has
only been explored minimally. In fact, a scan of peer-reviewed journal articles published

in the last 10 years regarding interdisciplinary mentorship produces only 35 results of
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which many focus either on mentorship or interdisciplinarity. That said, Rohan and
Fullerton (2020) researched the efficacy of interdisciplinary peer mentorship among
Doctor of Nursing Practice (DNP) students at Stony Brook University and found that an
“interdisciplinary peer tutor strategy was perceived by all participants (tutors, students,
and faculty) to be an inexpensive and effective method for improving self-perceived
writing confidence and competence in DNP students” (p. 175). Students who participated
in the Writing Tutor Round Table (Rohan & Fullerton, 2020), commented that they
appreciated the strategies that the tutors provided, and they were amazed that discipline
specific techniques (i.e., APA referencing) wasn’t a focus because “there was so much
else in writing to go over” (p. 174). Even though an interdisciplinary structure to
mentorship is a relatively new publishing topic, it is not necessarily a new concept in
mentoring. Transformational learning is a key outcome of mentorship (Hamilton & Ritch,
2006) and transformational learning is interdisciplinary by design (Bonnet & Ly, 2017)
since its catalyst is comprehensive understanding versus a limited understanding which
would not spark a significant change to one’s state of mind (Bunting & Williams, 2017).
If a mentoring intervention is to achieve transformational learning, it should also be
designed using an interdisciplinary approach in order to obtain a complete understanding
(Repko, 2012). Interdisciplinarity is the synthesizing of disciplines to achieve “shared
group identity, shared values, and shared understanding” (Carr et al., 2018, p. 39). It is
built on the idea that social learning leads to social capital outcomes which leads to new
knowledge frameworks (Carr et al., 2018) which is very similar to Hamilton and Ritch
(2006) who found the outcome of transformative learning to be the “development of new

meaning schemes or perspectives through interaction” (p. 81). A unidisciplinary approach
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to mentorship could simply be guidance or support grounded in one discipline’s
pedagogy whereas an interdisciplinary approach has a holistic focus providing guidance
and support that can be applied across a first-year’s entire course schedule. Arney et al.
(2018) noted that the RFY campaign applied in the American post-secondary system was
effective because it wasn’t course specific. Understanding that the Government of New
Brunswick has identified the Portrait of a Learner as being one who has “disciplinary
competencies, the skills, sets of knowledge, and attitudes specific to understanding,
learning, and working within and across subjects” (New Brunswick Department of
Education and Early Childhood Development, n.d., p. 13) reinforces the idea of
comprehensive understanding needing to be supported by comprehensive mentorship
programs. One might argue that mentorship could have a multidisciplinary approach or
that the terms multidisciplinary and interdisciplinary are synonyms; however,
“multidisciplinarity draws on knowledge from different disciplines but stays within their
boundaries, interdisciplinarity analyzes, synthesizes and harmonizes links between
disciplines into a coordinated and coherent whole” (Choi & Pak, 2006, p. 351).

As noted above, social capital reflects an achievement of new knowledge
precipitated by interaction with others in a social context (Carr et al., 2018). This
transformative learning is shaped by its contextual factors, one notably being the
mentoring relationship (Bunting & Williams, 2017). Bonnet and Ly (2017) concur that a
mediation that is often used to facilitate affective, cognitive, and behavioural
development is mentorship. According to Klinge (2015), “transformative learning may
occur as mentor and mentee critically reflect, explore questions and problems, examine

underlying assumptions and beliefs, and collaborate to find solutions that lead to change”
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(p.162). This idea of critical reflection supports the conceptual theory (Figure 1) that |
proposed in Chapter 1, noting that mentorship development was most effective following
an analysis of the entire system. An example of a partial or closed system would be
focusing on one course where as the entire or open system approach would be focusing
on the first-year experience — emotional, mental, and physical aspects. In fact, the
dynamic nature of an open systems approach supports the “coordinated and coherent
whole” (Choi & Pak, 2006, p. 351) of interdisciplinarity.

One could say the human life is interdisciplinary by design (including but not
limited to physiology, sociology, and psychology). It is an integration of different
physical and nonphysical elements that intersect to produce action (Kast, 1985). These
actions are motivated by the need for physiological essentials, safety, an individual’s
desire to belong and obtain status and ultimately to achieve self-actualization (Maslow,
1943). However, motives to satisfy these needs are also shaped by culture, one’s self-
concept (Schiffman & Wizenblit, 2019), and their physical and mental health. A recent
study of The Hierarchy of Needs (McShane, 2015) exposed an integrative relationship.
While Maslow (1943) may have felt that one level of the pyramid must be satisfied
before moving onto the next level of need, many researchers since have postulated that
this is not the case. Due to differences in values, situations, and ethnicity; need levels can
be achieved in different orders (McShane, 2015), some levels may be satisfied at the
same time and other needs may never be desired let alone satisfied. It is possible that the
pyramid is more of a circle with individuals cycling through the various needs at various
times depending on their personal values and situational characteristics. What was once

thought of as a building block formation of extrinsic motivators on the bottom and
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intrinsic motivators in the top half, has been re-evaluated to show that one’s motivation to
act can be characterized by the amalgamation of one’s external and internal state (Huitt,
2011). This integrative relationship between cognition, emotion, and action can also be
seen in the conceptual framework for psychotherapy, where experiences evoke feelings,
which create meaning (or understanding) for individuals and then provoke behaviour
(Safran, 1988). These internal systems (referred to as subsystems) are also influenced by
an individual’s socioeconomic state, technological advancements, the external natural
environment, and its political leadership. Alas, the human life is an open and complex
system of interacting subsystems (internal and external): social, technical, and physical
(Kast, 1985). This complexity produces questions that can only be solved by analysing
the integration of the internal and external systems within the whole. Therefore, it makes
sense that the development of a mentorship intervention, one that seeks to guide the
student holistically, would follow an interdisciplinary approach as the student seeks to
find a “more comprehensive understanding” (Repko, 2012, p. 4) of a problem that is not
discipline specific or solely cognition focused.

Mentorship interventions designed with an atomistic approach which focus on
discipline-specific tutoring or psychological support, run the risk of applying ineffective
guidance because they do not understand the complete narrative of what the student is
experiencing. A singular focus of the cognitive faculties might only consider reception,
interpretation, and understanding (Armstrong et al., 2018). A singular focus of the
emotional elements might exclusively reflect on selection, perception, arousal, and
motivation (Schiffman & Wizenblit, 2019). Moreover, a singular focus on behaviour

might simply look at role-modeling exercises, training, and evaluation (McShane et al.,
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2015). If a mentor applied any of these closed-system approaches, they would not see the
complete system the student is experiencing, the interacting internal and external
subsystems producing action (Kast, 1985) and therefore try to mend only what they see.
A short-term fix in a specific area could result but not transformation. While a focus on
two subsystems does enlarge the mentor’s understanding, it too could also be ineffective.
The combination of cognitive and emotional support lacks directional support which
could leave the mentee immobile and in a state of stress. A combination of cognitive and
behavioural support lacks emotional support and could encourage the mentee to take
action while feeling emotionally detached. A combination of emotional and behavioural
support could produce mentee responses that lack discernment and potentially encourage
impulsiveness. A focus on the pairs is myopic in scope; however, the combination of the
triad in the planning of a mentorship intervention could produce a holistic program that is
integrative, and transformational. Transformation is defined as being a distinct change
from the present state to an ideal state, that is likely to be long-term as it is both
extrinsically (behavioural) and intrinsically (cognition and emotion) motivated (Bunting
& Williams, 2017). This positive change is not a simple switch because the present state
is a complex system, requiring an interdisciplinary solution. This holistic approach is
supported by various researchers (Arney et al., 2018; Kahu et al., 2019; Meehan &
Howells, 2018) studying the first-year experience in post-secondary. Similar to Kahu et
al. (2019) and their pathways to engagement, my proposed conceptual framework speaks
to the mentorship piece of engagement and forms the foundation of my methodological

approach to analysis.
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Literature Summary and Hypotheses

After reviewing the literature pertaining to the first-year experience (enormity of
the transition, socialization and attachment, and stress in academic achievement),
transformational learning (encountering a problem situation, significance of community,
and environmental influence), student engagement (the affective, cognitive, and
behavioural elements), and mentorship (importance of the relationship, effectiveness in
structure, and interdisciplinary nature), two hypotheses were generated: (a) first-year
programming that focuses on affective, cognitive, and behavioural elements will lead to
transformational learning and (b) transformational learning strengthens student
engagement and increases student retention as illustrated in Figure 2.
Figure 2

First-Year Experience and Retention

First-year
experience

Transformational
thriving

Student
engagement

Retention

© Amy Lean MacArthur
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Chapter 3: Research Design, Methodology, and Methods

In this chapter, the strategy and course of action of the research study will be
explained. This explanation will include an overview of case study methodology, data
collection methods used, the sample of focus, and analysis process. Research rigour in the
areas of credibility, validity, and transferability will be highlighted.

Methodology

This research explored the experience of first-year students (with a particular
focus on students in the BBA program) in a private post-secondary institution using an
exploratory single-case study approach. While other methodologies were investigated,
the case study method seemed the most appropriate to pursue the outcomes of the study. |
hoped to hear the combined student voice of my participants instead of the individual
stories, which are common to narrative research in pursuit of developing an intervention
that would serve the entire first-year population well (Creswell & Poth, 2018). In
addition, it was my desire not only to understand the “lived phenomenon or culture
sharing group” (Creswell & Poth, 2018, p. 110) where phenomenological and
ethnographic research put their focus, but also to develop an in-depth description that will
lead to effective future planning. Finally, my desire was to observe themes and patterns
that arise from the data to form interpretations that can one day be used as the basis of an
intervention to be applied and tested.

As Yazan (2015) suggested, the elements that reflect a case study are “a study’s
questions; its propositions, if any; its unit(s) of analysis; the logic linking the data to the

propositions; and the criteria for interpreting the findings” (p. 140). The following aspects
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of my study reveal the good fit of case study research (CSR) and are described in the

ensuing paragraphs:

Exploratory and descriptive research questions.

Specificity (bounded by time, setting and people) of the unit of analysis.

A conceptual framework of propositions.

A logic for linking the data to the propositions rooted in systems thinking.
A criterion for interpretation based on desired outcomes and literature from

interdisciplinary sources.

Exploratory and Descriptive Research Questions

The primary research questions from Chapter 2 guided the methodology selection

and produced the following secondary questions. Why do first-year students respond in a

certain way to academic programing? What are the reasons that support this response?

How do those responses affect student engagement and university retention? How does

the context impact the results? These are all questions that can be answered using a case

study approach as they seek to answer “why?” in addition to “what?”” and “how?”

(Saunders & Lewis, 2017). The inquiries were also key to finding the particulars of why

first-year students choose to stay in university, as opposed to second or third-year

students: “There is emphasis on uniqueness, and that implies knowledge of others that the

case is different from, but the first emphasis is on understanding the case itself” (Stake,

1995, p. 8). This understanding was achieved by exploring the social learning processes

(Carr et al., 2018) of first-year students with specific attention given to students within a

BBA program.
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Specificity of the Unit of Analysis

This study was bound by time and space, a hallmark of CSR (Creswell & Poth,
2018), and took place during a one-year period when a cohort of first-year students
studied at one particular university. Given that the research was conducted in a real-life
setting with distinct boundaries and benefitted from the numerous perspectives of those
involved, the case study method made the most sense. In fact, the CSR method had many
advantages when analyzing a post-secondary setting, the two foremost being that it could
produce “context-specific [results] but has scope for applicability across other arenas”
(Taylor, 2013, p. 4). Since CSR is conducted in a particular context, its beauty is that it
allows others to apply its findings to their own research areas (Taylor, 2013). Turner and
Danks (2014) echoed this sentiment by stating that the case study method “will enable the
practitioner to easily capture information from the particular in order to generalize to
other relevant work groups” (p. 24). The goals of this study were to identify what factors
contribute to a student’s choice to stay in university and to understand what could be
applied to decrease attrition, with the ultimate goal of increasing student engagement
university wide. Therefore, what was discovered within this first-year business
administration sample group can be applied to other faculties within the institution. In
addition, because it was bound to a particular time and situation, the accuracy of the data
collection increased by exploring a particular cohort experiencing university life at a
specific moment in time.
Conceptual Framework of Propositions

Prompted by a review of the pertinent literature, | conceptualized a framework

(Appendix A) of what a mentorship intervention that encourages student engagement
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should include. This framework provided a beginning point with which the meaningful
patterns and themes that emerged from the collected data, were compared. This analysis
took place by categorizing the themes and reviewing the literature to move from idea and
observation to form conclusions and develop theories, following an inductive approach.
A Logic for Linking the Data to the Propositions Rooted in Systems-Thinking

The pursuit of the study was guided by the need to understand why students
choose to stay in university and how institutions can encourage them to do so; therefore,
qualitative research was necessary to propose a rich description of the social learning
situation. Qualitative research (specifically CSR) is also pertinent to this study due to the
complexity of the subject and the necessary interpretation of their interactions. Starman
(2013) suggested that “a case study is a description and analysis of an individual matter
or case with the purpose to identify variables, structures, forms and orders of interaction
between the participants in the situation” (p. 30). Since humans are complex systems with
physical, mental, and emotional dimensions, subsequently, an integrative or
interdisciplinary approach is relevant to explore the interaction of their dimensions. An
interdisciplinary approach was also relevant given that | am seeking to understand a
sociological phenomenon in an applied professional setting. This understanding of
interdisciplinarity is key to understanding student engagement as well, as the human life
is interdisciplinary by nature (Kast, 1985). It is an integration of different physical and
non-physical elements that intersect to produce action. These actions are motivated by a
drive to satisfy physiological, security, psychological, and social needs (Maslow, 1943).
However, each internal need is influenced by the external environment it finds itself

within. The human life is an open and complex system of subsystems; social, technical,
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and physical (Schein, 1994) interacting with its external system in dynamic and evolving
ways. This complexity produces questions that can be best solved by examining the
integration of the internal and external systems within the whole. As Stake (1995) posited
“the case is an integrated system. The parts do not have to be working well, the purposes
irrational, but it is a system” (p. 2). Since the case examined in this study was the first-
year experience of a student in a post-secondary institution, it was important to
understand the effect of the internal and external systems working together and against
each other in each first-year student.
Criterion for Interpretation Found in Interdisciplinary Sources

It is understandable that a study of how students engage with their learning and
why they respond the way they do would follow an integrative case study approach as |
tried to find an answer to a complex question, a new knowledge structure (Repko, 2012).
Carr et al. (2018) noted that “social learning processes build social capital (ability to
interact, interpersonal connectivity, and shared understanding) which enables knowledge
capital” (p. 39). I drew on literature from the social sciences, applied sciences,
humanities, and education to make meaning of the social capital produced during a first-
year student’s experience in a university BBA program.

In summary, the CSR components applied to this research study in the following
ways.

e The case (or issue of focus) is the first-year student experience.

e The setting is MSP University, a small, private university located in the

Maritimes (M = Maritime, S = small, P = private).

e The study is bound by:
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o Time = September 2021 to August 2022

o Place = First-year undergraduate cohort at MSP University

o People = First year students, faculty advisors, business faculty, and staff
involved with the first-year student experience (including academics and

campus life)

The phenomena (or object to be studied) was why students choose to stay.

The proposed outcomes:
o to explore how students respond to intrinsic and extrinsic motivators,
o to examine why thoughts and feelings decrease engagement and
encourage escapism, and
o to provide an in-depth description of what it means for a student to be
engaged in their academic program.
Data Collection Methods
The literature reviewed in Chapter 2 supported the assertion that there is a
relationship among the affective, cognitive, and behavioural elements of a first-year
student’s experience that can either increase or decrease student engagement. Post-
secondary institutions need to determine which factors encourage student engagement,
reduce attrition, and increase student academic success. Therefore, information was
collected by surveying first-year students and interviewing faculty advisors, business
faculty, and staff who participate in the first-year experience of undergraduate students at
MSP University.
The purpose of the questionnaires was to assess (a) first-year experience, (b)

transformational learning, (c) student engagement, and (d) student retention. The two
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hypotheses of this study were that (a) first-year programming that focuses on affective,
cognitive, and behavioural elements would lead to transformational learning and that (b)
transformational learning would strengthen student engagement and increase student
retention. The questionnaires were modelled after survey tools that had been used to
gather similar information in past studies. For instance, the questionnaire used to capture
responses towards first-year programming was structured based on the Sense of
Belonging Scale (Centre for Higher Education Research and Scholarship, n.d.). The
survey assessing student engagement was adapted from the Being, Belonging, and
Becoming Scale (Rebeiro Gruhl et al., 2018) and the questions pertaining to
transformational learning were scripted using the Transformation Rubric for Engaged
Learning (Springfield & Gwozdek, 2015).

As noted previously, it is understood that transformational learning is a
behavioural change prompted by affective and cognitive responses by the student
(Bunting & Williams, 2017). This correlates with student engagement, as “we understand
it to be a student’s behavioural, emotional, and cognitive connection to their learning”
(Kahu et al., 2019, p. 658). First-year programming should target affective, cognitive, and
behavioural elements in order to produce transformational learning, encourage student
engagement, and retain students.

The first-year experience was analyzed by asking questions related to students’
feelings, thoughts, and actions while participating in first-year programming at MSP
University. For analysis purposes, questions targeting affective responses were identified
in my notes by the colour blue. Questions targeting cognitive responses were identified

by the colour red and questions targeting behavioural responses were identified by the
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colour green. I used this colour-coding method to assist the analysis process; however, it

was not visible to the students.

First-year programming typically includes the following activities; therefore,
questions were asked regarding each activity:

- Welcome Week: During the first week of the fall semester, students from all years of
study participated in a variety of activities planned by the MSP Student Association
with the purpose of welcoming the first-year students and connecting them with their
upper year peers in a fun and relaxed atmosphere. Welcome Week activities included
games, food, movies, outings, and a charity event.

- Orientation Day: The day before classes began, first-year students took part in an
orientation day that included presentations by a variety of university staff including
the President, the Vice-President for Academics, the Manager of Campus Housing, the
Manager of Co-curricular planning, and the Dean of the Chapel. Students also took
part in a campus tour, met the professors for their discipline, shared a special meal,
and were given a box of university swag and important information.

- 1D1000: This is a non-credit, six-week course that is required for all first-year students
enrolled in traditional undergraduate studies. During the course, students were
introduced to university personnel through lectures covering such topics as academic
writing, research and library usage, mental health strategies, and effective study habits.

- Chapel Sessions: MSP University held weekly chapel services that included music and
teaching that prompted students, staff, and faculty to consider and/or better understand
the Christian faith. Small group chapel sessions (called small group) were held on

Mondays each week during the Fall and Winter semesters, while large group chapel
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sessions (called chapel) were held on Tuesdays and Wednesdays. Chapel sessions
were encouraged for first-year students but not required.

- Academic Advising: Every student was assigned an Academic Advisor and
encouraged to meet them on Orientation Day. Academic Advisors help students select
and register for courses, plan their degree, and assist with course changes and
withdrawals. They encourage students to stay the course and offer advice and
instruction on how to do so effectively.

- Course Instruction: First-year students typically enroll in five courses per semester
and would attend the first session of each of their courses during Welcome Week. This
first session gave them the opportunity to meet their professor, obtain a course
syllabus, and receive an overview of the course followed by a time to ask questions.

Since these activities did not happen all at once, the questionnaires addressed the

activities as scheduled in Table 2.

Table 2

First-year Programming Activities

Survey | Time frame First-year programming activities

#1 Fall, middle Welcome Week & Orientation

#2 Fall, end ID1000, Chapel Sessions & Course Instruction

#3 Winter, middle | Academic Advising, Chapel Sessions & Course Instruction
#4 Winter, end Academic Advising, Chapel Sessions & Course Instruction

Transformational learning was measured by asking questions related to a
student’s change in their confidence, abilities, and pursuits after their fourth semester.
Student engagement was measured by asking questions related to a student’s perception
of their being, belonging, and becoming. A study of the literature revealed that a key

determinant in student engagement is whether students feel like they belong on their
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university campuses (Meehan & Howells, 2018; Shcheglova et al., 2020; Trautwein &
Bosse, 2017). Meehan and Howells (2018) observed that students need “time and space
to ‘be,” whilst at the same time learning and growing to ‘become’ and the right to
‘belong’ in their school” (p. 897). The final category, student retention, was measured by
asking questions related to a student’s intention to stay in university after their first and
second semesters. Observations from the collected data produced opportunities for
comparison about whether first-year programming led to transformational learning at the
close of first-year, whether student engagement changed throughout the year, and finally
whether the students’ intention to return to university positively or negatively correlated
with their changes in transformation and engagement as articulated in my hypotheses.

The questionnaires were distributed to first-year students from all disciplines for
comparison purposes, while the interviews focused on first-year faculty (business and a
few others), faculty advisors, and staff assisting first-year undergraduate students. The
questionnaires and interviews were used to gather data regarding first-year social learning
processes in relation to their thoughts, feelings, and actions (cognitive, affective, and
behavioural motivation). After each interview, themes were identified, and explanations
proposed. As noted by Zucker (2009), CSR goes back and forth from method to analysis.
Each method, when applied, should “describe the experience, describe the meaning and
focus on the analysis” (Zucker, 2009, p. 6).

The questionnaires were administered near the beginning and end of the
mandatory 1D1000: Introduction to University, a non-credit course that all first-year
students must complete in their first semester (Fall 2021). As well, follow-up surveys

occurred at the beginning and end of their second semester (Winter 2022). The first
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questionnaire (Appendix B) intended to capture where students were at after arriving and
settling into university life, and unlike the subsequent surveys included a free response
section. Similar to the surveys that followed, information regarding feelings, thoughts,
and actions was recorded to get a sense of how students began their first-year experience
and to compare it to how they ended this experience, either positively or negatively. First-
year questionnaire participation was voluntary and anonymous. The first questionnaire
was completed in person similar to a course evaluation. | was absent when the surveys
were distributed and completed. In addition, the consent forms and questionnaires were
collected by others, in separate envelopes to ensure anonymity. The second, third, and
fourth questionnaires were completed electronically using Qualtrics — a software program
designed to collect data anonymously for research purposes. Participation in the study
was encouraged by sharing current retention statistics and describing to the students how
their input would help MSP faculty and administration understand the necessary ways to
help them succeed. That said, it was made clear that participation was not a requirement
of their ID1000 course.

The interviews were administered in person by the researcher throughout the fall
and winter semesters for the same first-year cohort. Multiple interviews were conducted
to collect a rich database of information. Interview questions developed as new themes
and patterns arose from the data. A list of the interview guestions can be found in
Appendix C. According to Zahle (2019), it is important that methods were applied “in a
highly integrated manner” (p. 33). Therefore, I fluctuated between the two forms of data

collection so that the information produced through the surveys could be top of mind
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when collecting the data from the interviews and visa versa. The data collection followed
the timeline described in Table 3.
Table 3

Data Collection Timeline

Fall (2021-2022) Winter (2021-2022)

First-Year Student Survey (1% semester) | First-Year Student Survey (2" semester)
» Data collection near the middle and » Data collection near the middle and end

end of the semester (after ID1000 has of the semester.

ended).
BBA Advisors, Faculty, and Staff BBA Advisors, Faculty, and Staff
Interviews Interviews

Ethical Considerations

As a professor within the university, | knew the members of the first-year sample
group. According to Lofland and Lofland (1984), this situation could present both
positives and negatives since, as a member of the context, I had “easy access to
understanding and therefore need to seek mechanisms for distancing” (p. 16). Avoiding
conversations pertaining to the study with the sample group helped facilitate this
distancing. To ensure this research involving humans respected their dignity and privacy,
permission was sought from the research ethics boards at both MSP University and the
University of New Brunswick. The research participants were each given a consent form
before participating in this study that clearly outlined the purpose and scope of the
research as well as the use of the collected data. Students were required to sign the
consent form (for the first questionnaire) before participating or signify their consent by
clicking the link in the online survey (for the subsequent questionnaires). To ensure that

work is being governed by “justice, concern for welfare, and respect for persons”
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(Government of Canada, 2019) regardless of the context, adherence to the ethical
principles set forth by the Tri-Council Policy Statement (TCPS) was necessary. As an
ethical principle of respect, the consent procedures were not only clearly communicated
but also ongoing and took place at the beginning of each survey data collection period. A
copy of the consent forms can be found in Appendix D and E. Similarly, the faculty
advisors and university staff were provided with a consent form (Appendix F) at the
beginning of each interview that clearly outlined the purpose and scope of the research as
well as the use of the collected data. This ensured that understanding was clear and that
consent was ongoing.
Research Rigour Considerations

There are five key research rigour considerations in qualitative research: validity,
credibility, dependability, transferability, and confirmability.
Validity

Validity in research can be defined as “the extent to which (a) data collection
method or methods accurately measure what they were intended to measure and (b) the
research findings are really about what they profess to be about” (Saunders & Lewis,
2017, p. 127). To increase the accuracy and soundness of the data, the following
measures noted by Baxter and Jack (2008) took place: (a) my case study research
questions were clear and my propositions for analysis were validated by the literature
review, (b) my case study design was appropriate for the pursuit of a holistic description
of the case, (c) my purposeful sampling strategy followed the case study method, and
finally (d) the data was “collected and managed systematically” (p. 556). This system

included questionnaires that were completed in person and online using Qualtrics
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experience management software. Interviews were administered in person on campus
and/or via Microsoft Teams. Factors that threatened the validity of the findings were
limited by removing any barriers that may have affected respondents’ answers during the
data collection process, such as, promoting the survey to students during a class being
taught by the researcher. Anonymity was maintained during the collection, analysis, and
interpretation of the survey data and the presentation of the results. The interviews were
transcribed and coded with confidentiality maintained. The surveys were also coded for
analysis. Transcripts of interviews and surveys were kept in a secure location at the
research site and/or my home office, and only used for the purpose of the research as
stated in the consent form.
Credibility and Dependability

When assessing credibility and dependability, the main question the researcher is
asking themselves is, “are the results an accurate interpretation of the participants’
meaning” (Creswell & Poth, 2018, p. 337) and is there “stability in the findings over
time” (Korstjens & Moser, 2018, p. 121). To be confident that the research information is
believable, it is important that my perspective, the participants’ perspective, and the
reader’s perspective be critically reviewed to lead to authentic findings. Therefore, I used
the following three strategies to enhance the authenticity of the case study: clarification
of researcher bias, collaboration with participants, and a peer debriefing. As the
researcher, I am closely connected with the research location and the participants;
therefore, it was imperative that | identified any preconceived attitudes and beliefs
regarding the research questions at the outset of the study. This was also noted and

assessed throughout the study in a reflective field notes journal to increase dependability
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and confirmability of the data collection and interpretation. My field notes journal was an
important part of this study as it shows “how the researcher’s history and personal
interests brought them to the research and demonstrated how the theoretical perspective
affected data collection and research” (Houghton et al., 2013, p. 15). From the
participants’ perspective, the study could only provide dependable findings if the
participants engaged and collaborated with me throughout the research. While
participation numbers did lessen for subsequent surveys, there was still value in the
produced responses. This prolonged engagement included four structured surveys with
student participants, and semi-structured interviews with each of the faculty advisors and
administrative staff. The objective was to interpret the collected data in a way that would
lead to a mentorship intervention that could benefit the participants in the long term, their
collaboration was important. Finally, from the reader’s perspective, a critical review of
the assumptions, findings, and interpretations was sought from colleagues at the research
site. This peer debriefing strategy complemented the clarifying bias strategy noted above
as its intent was to ask the tough questions of the researcher (Creswell & Poth, 2018) in
reference to my potential for bias in the interpretation of the data.
Transferability

An important goal in case study research is that the findings from the research
will be applicable to other contexts, thus legitimizing its transferability (Creswell & Poth,
2017). The transferability of this study hinges on the richness of the field notes and the
application of proper coding for analysis. Triangulation of the data took place as |
identified emerging themes from each of the collection methods and compared them in

search of patterns and similarities in my field journal. As cited by Baxter and Jack
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(2008), “comparison of this data enhances data quality based on the principles of idea
convergence and the confirmation of findings” (p. 556). In development of this case
study, I also created a codebook, as identified in my validation strategies above, and
revised it as necessary so that I could critique and analyze my collected data throughout
the research process. My field journal and codebook will be useful for future studies.
Confirmability

If my goal is to have my findings applied to other contexts, then it is important to
confirm that other researchers would deem my findings trustworthy. “Confirmability is
concerned with establishing that data and interpretations of the findings are not figments
of the inquirer’s imagination but clearly derived from the data” (Korstjens & Moser,
2018, p. 121). To increase confirmability, | returned my interview transcriptions to each
of my interviewees for their input, clarification, and confirmation that what was collected
was true. Also, as noted in my strategies for credibility, a peer debriefing also took place
to make sure my interpretations of the data were not biased.

Course of Action

According to Zucker (2009) a helpful organizing step for CSR is to develop a
“protocol that guides the researcher’s methodology” (p. 5). The following protocol (Table
4) or course of action was created in accordance with Zucker’s (2009) template (p. 5), the
research questions, and the conceptual framework as its impetus.
Table 4

Protocols and Application

Protocol Application

Purpose and rationale for case Purpose = to explore the first-year student
study experience

* Phenomena of interest

53



* Research questions

Rationale = to identify appropriate interventions
that will encourage first-year student engagement
Phenomena = first-year student drop out rate
Research guestions =

- Why do first-year students choose to stay in
their Maritime post-secondary institutions?

- How effective is first-year programming in post-
secondary institutions at helping first-year
students achieve academic goals (ex. academic
advising & tutoring), reduce anxiety (ex.
mentoring circles & connection events), and
improve student retention (ex. goal mapping &
career counselling)?

- What elements need to be included in an
effective first-year student mentorship program?

Design based on the unit of
analysis and research purpose

Design = case study research

Unit of Analysis = first-year BBA students
Purpose = to describe the student experience,
analyze and make meaning from the emerging
patterns, draw conclusions, and propose
appropriate interventions

Data
* Collection
* Management

Collection = surveyed all first-year students (4
times in an 8-month period); interviewed key staff
involved with the first-year experience (ex.
Writing and Student Success Center Coordinator);
interviewed BBA faculty advisors

Management = after each collection unit,
patterns/themes were identified and analyzed;
literature was then reviewed based on new data

Describe the full case.

The first-year student experience was explored
through the surveys and staff interviews. The
BBA first-year experience was explored further
through surveys, staff interviews, and faculty
advisor interviews.

Focus the analysis built on themes
linked to purpose and the unit of
analysis.

Themes = engagement, transformation &
integration

- Engagement is a by product of transformational
learning therefore interventions included an
integration of affective, cognitive, and
behavioural elements.
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Analyze findings based on the
purpose, rationale, and research
questions.

Analysis was from the case perspective.
Explanations were proposed based on the
literature.

Case = the first-year student experience

Establishing rigor
* Validity

* Credibility

* Dependability

* Transferability
* Confirmability

Validity = through a clear process substantiated
by the literature

Credibility = through clarification of researcher
bias and collaboration with participants
Dependability = through prolonged engagement
and a reflective field notes journal

Transferability = through field notes, triangulation
of data, and proper coding

Confirmability = through transcription review and
peer debriefing

This course of action again highlights the appropriateness of case study research

in exploring the first-year experience. The methods for data collection allowed for a rich

understanding of the phenomenon and the rigorous techniques applied in the analysis

increased the opportunity for transferability of the findings. The implementation of this

action plan and its results will be discussed in the subsequent chapters.
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Chapter 4: Study Findings

As noted, the goals of this study were to identify what factors contribute to a
student’s choice to stay in university and to understand what could be applied to increase
this retention. The case (or issue) studied was the first-year student experience and the
context was a first-year cohort of post-secondary students at MSP, a small private
Maritime liberal arts university. While the case site does have programming directed
toward the first-year cohort, they lack a structured mentorship intervention. Therefore, an
objective of the study was to offer suggestions on how a mentorship program could be
designed to assist with student transformation, engagement, and retention. The following
research questions were formulated to guide the selection of methods in pursuit of
thriving first-year students.

1. Why do first-year students choose to stay in their Maritime post-secondary
institutions?

2. How effective is first-year programming in post-secondary institutions at helping
first-year students achieve academic goals, reduce anxiety, and improve student
retention.

3. What elements need to be included in an effective first-year student mentorship
program?

With the tenets of the case study method in mind, and to gain a comprehensive
overview of my case, two forms of data collection were conducted: (a) a quantitative
method using four questionnaires (surveys) distributed over 8 months to a representative
sample of first-year students and (b), a qualitative method involving 13 in-depth semi-

structured interviews with university staff, faculty, and faculty advisors. The following
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paragraphs will first review the quantitative analysis including a description of the
participants, the data collection tools, and the results. Secondly, a review of the
qualitative analysis will be presented including a description of the participants, the data
collection tools, and the results. Finally, the limitations of each collection method will be
addressed. Each of the data sets will be analyzed in accordance with the course of action
plan (Table 4) presented in Chapter 3.
Quantitative Analysis

Participants

There were 86 first-year students in Fall 2021 enrolled in ID1000: Introduction to
University (a required, non-credit first-year course) at MSP University. Of this group,
only those 18 years of age and older were eligible to participate in this study. Therefore,
the total eligible population for this study was 72 (at the distribution time of Survey #1)
of which 53 were present and participated the day the first questionnaire was distributed.
This collection sample included 35 identified as female and 18 identified as male. The
majority (49) of the participants were Canadian, while four were international students.
Additional descriptive factors included their date of high school graduation (36 graduated
in 2021, 15 graduated from 2016-2020, and two graduated prior to 2016) and their
selected degree program (29 in Arts, 11 in Business Administration, eight in Science,
three in Arts and Science, one in Theology, and one in Science and Theology). Please see

Figure 3 for a visual representation of the collected categorical data of the participants.
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Figure 3

Description of the Participants

Gender Home
40 60
30 40
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Data Collection Tool

Four questionnaires were used to collect the quantitative data for this study. A few
weeks into the ID1000 course, | attended and gave the students an overview of the
research study and asked if they would voluntarily participate. I left the class and then
consent forms and questionnaires were distributed and collected separately by individuals
not involved with the study. Surveys were completed anonymously and kept confidential
and secure. For the first questionnaire, 53 students responded (based on the total of 72
eligible participants) which equaled a 74% response rate. Once the fall semester had
ended, a second survey was distributed through the university email to all 86 first-year
students and 12 students responded. Two additional questionnaires were distributed

digitally midway through and at the end of the winter semester. These questionnaires had
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4 respondents (Survey #3) and 8 respondents (Survey #4). A visual representation of the
survey responses is presented in Figure 4.
Figure 4

Survey Responses

First-Years in ID1000 86
Eligible for Survey #1 72
Responded to Survey #1 53
Responded to Survey #2 12
Responded to Survey #3 4
Responded to Survey #4 8

The questionnaires (Appendix B) included questions addressing the following:
(a) first-year experience - their affective, cognitive, and behavioural responses to
programming activities,
(b) transformational learning - the change in their confidence, abilities, and pursuits after
second semester,
(c) student engagement - their perception of their being, belonging, and becoming,
(d) student retention - their intention to stay after their first and second semesters.

Please see Table 5 for a timetable regarding survey distribution and inquiry.
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Table 5

Survey Distribution and Inquiry

Survey #1 — Fall
(mid-semester)

Survey #2 — Fall
(end of semester)

Survey #3 — Winter
(mid-semester)

Survey #4 — Winter
(end of semester)

First-year First-year First-year First-year

Experience — Experience — Experience — Experience —

Welcome Week & | ID1000, Chapel Academic Academic

Orientation Sessions, & Course | Advising, Chapel Advising, Chapel

Instruction Sessions, & Course | Sessions, & Course
Instruction Instruction

Transformational
Learning

Student Student Student Student

Engagement Engagement Engagement Engagement

Student Retention

Student Retention

Answer choices to the survey questions were in a ranked order ranging from an

extremely affirmative response to a completely negative one. For example, a first-year

experience question addressing the student’s affective response was as follows:

2. How Extremely Quite Somewhat | Slightly Not at all N/A
connected do connected connected | connected | connected | connected
you feel to the
university staff | coge=1 Code=2 |Code=3 |Code=4 |Code=5 | Code=
at MSP after 6
participating in
Welcome Week?
Similarly, an example of a student engagement question addressing the student’s
response to their perception of their belonging was as follows:
9. At MSP, there is a place Strongly Agree Disagree | Strongly |N/A
for me and space where | am | 29"€€ disagree
comfortable to socialize. Code=1 Code=2 | Code=3 | Code=4 |Code=5

Since the first survey was completed in person, the responses were coded in Excel

using a data matrix that ranked the answers from 1 to 6 and 1 to 5 depending on the

number of responses. A code of 1 equaled an “extremely or completely affirmative”
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answer or a “strongly agree” response, and as the numbers increased, the agreement
decreased. The selection of response choices offered varied based on the topic of interest.
The questionnaire used to capture responses towards first-year programming was
structured based on the Sense of belonging scale (Centre for higher education research
and scholarship, n.d.). The survey assessing student engagement was adapted from the
Being, Belonging and Becoming Scale (Rebeiro Gruhl et al., 2018) and the questions
pertaining to transformational learning were scripted using the Transformation Rubric for
Engaged Learning (Springfield & Gwozdek, 2015). Due to the differences in response
offerings, results were noted based on the positive to neutral responses that either
included three or two categories depending on whether the questions included six or five
response options. In the example above, the positive to neutral responses were reflected
in the extremely affirmative to somewhat affirmative categories (questions with six
category options), or the strongly agree and agree categories (questions with five
category options). A code of 0 was given to any response where the participant either did
not indicate a choice or chose more than one answer and it was not possible to determine
which response was the closest to their truth. A free response section (where students
were asked if there was anything else they would like to share regarding their first-year
experience) was also included in Survey #1 but not on the succeeding surveys.
Results

The subsequent tables (Tables 6 — 18) present the data according to the four
categories of interest mentioned in the preceding paragraph and in order of survey

distribution.

61



First-year experience - their affective, cognitive, and behavioural responses to
programming activities is displayed in Tables 6 — 13.

Student engagement - their perception of their being (feelings), belonging
(thoughts), and becoming (actions) is displayed in Tables 14 — 15.

Transformational learning - the change in their confidence, abilities, and pursuits
after second semester is displayed in Table 16.

Student retention - their intention to stay after their first and second semesters is
displayed in Tables 17 — 18.

Focus will be given to Survey #1 results as it had the greatest participation rate
and captured the students’ emotions, opinions, and experiences midway through their
first semester of post-secondary attendance. Where possible, answers to Surveys #2, #3,
and #4 will be grouped for comparison. Each questionnaire included questions regarding
programming that was taking place for first-year students during that time period. These
questions were scripted to induce responses specifically towards their feelings, thoughts,
and actions. As it was important to me to be able to compare the responses in these three
areas, | colour-coded the questions pertaining to the affective, cognitive, and behavioural
categories. Questions targeting affective responses were identified in my notes by the
colour blue. Questions targeting cognitive responses were identified by the colour red and
those targeting behavioural responses were labelled in green. This colour-coding was
only used in my copies of the surveys and was not visible to the students. Therefore,
please note, First-Year Experience responses have been grouped (in the tables) by
affective, cognitive, and behavioural categories, not in question order. Observations of

results are highlighted between tables.
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Table 6

First-Year Experience, Survey #1: Welcome Week

# responses = 53 % responses | Mean | St.
1 = complete or extreme agreement, 2 = quite a bit of | in the 3 Dev.
agreement, 3 = somewhat agreement, 4 = slight positive

aﬁreement, 5=n0 aireement ranks in:53i

1. How well do people at MSP University understand | 57% 322 |120
you as a person after participating in Welcome =30 of 53

Week?

2. How connected do you feel to the university staff | 60% 3.02 1.28
at MSP after iarticiiatini in Welcome Week? =32 of 53

3. How welcomed do you feel by the university staff | 94% 1.77 ]0.80
at MSP? =50 of 53

11. How happy are you with your choice to be a 92% 2 0.96
student at MSP University? =49 of 53

13. Did attending Welcome Week make you feel 75% 268 |1.25
more ‘at home” at MSP University? =40 of 53

4. How much respect do you think other students at | 91% 2.30 | 0.97
MSP University show toward you? =48 of 53

5. How much respect do you think the faculty at MSP | 96% 204 |0.71
University show toward you? =51 0f53

6. How much do you think you matter to others at 60% 3.02 1.15
MSP Universitii. =32 0f 53
10. How enriching is your experience at MSP 85% 243 | 0.97
University? =45 of 53
7. How possible is it that you will reach out to a 79% 225 |1.24

student you met during Welcome Week? =42 of 53

8. How possible is it that you will join your faculty 51% 3.47 1.37
societii. =27 of 53
9. How possible is it that you will attend future MSP | 77% 2.68 1.14
Student Association events? =41 of 53
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12. If you could go back in time, how possible is it 87% 2.02 1.12
that you would still choose to be a student at MSP =46 of 53
University?

Welcome Week activities achieved the goal of first-year students feeling invited
to participate as noted by a high positive response rate in questions #3 and #11; however,
feeling comfortable to participate like joining a faculty society where students and faculty
from the same discipline meet socially to increase connection as a community (question
#8) may require attention given to relationship building as only 60% of students felt
connected to university staff (question #2). Where this question was in reference to the
first week of the semester, the responses are encouraging that if the invitation continues,
as relational connection grows, emotional connection could associate positively as noted
by Flett et al. (2019) in their research on first-year students’ sense of mattering.

To feel respected is to feel admired for one’s accomplishments (Cambridge
Dictionary, n.d.). Similar to the feeling of being invited, first-year students seemed to
understand that they were admired by faculty, staff, and students with high positive
response rates for questions #4 and #5. However, where admiration can often be given
from a distance to people we do not know, the understanding that we matter — that our
presence would be noticed and missed — might require a different emphasis during
Welcome Week since the positive response to this question (#6) was lower at 60%. This
can also be observed in the following two free responses from Survey #1.

“[MSP] is a great environment! Very encouraging and all the people here

are beyond friendly.”

“I feel welcomed, but not exactly like I belong. Everyone's been nice so far,

but I just don't really know many people here and I find it hard to make
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friends! | feel like the faculty are very good at their jobs, but my classes

consist of many students and it's harder for the teachers to actually know me

and help me on a more personal level.”

Intention to take positive steps after Welcome Week, was strong in all categories
(questions #7, #9, and #12) except connecting with their program society (question #8).
This could be due to the focus placed on being part of MSP versus being a member of a
specific discipline. That said, it does reveal a missed opportunity to connect first-year
students with the academic group that they will be journeying with (hopefully)
throughout their 4 years. These groups (or faculty societies) will be the students and
faculty members they will likely look to for advisement, mentoring, and future-planning;
therefore, making a strong connection right at the beginning of their studies improves
future engagement.

The affective, cognitive, and behavioural response breakdown can also be viewed

as shown in Figure 5.
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Figure 5

Affective, Cognitive, Behavioural Responses Breakdown for Welcome Week

Behavioural
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Affective
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120%

There were either four or five questions directed towards each category in the First-Year

Experience survey for Welcome Week. The bar graph above shows a slightly more

positive response to affective and cognitive questions than to the ones directed towards

their behaviour. This will be unpacked further in Chapter 5.

Table 7

First-Year Experience, Survey #1: Orientation Day

# responses = 53
1 = strongly agree, 2 = agree, 3 = disagree,
4 = strongly disagree, 5 = n/a

1. The orientation session made me feel welcome.

2. The orientation session put me at ease.

m H
(e)]

% responses
inthe 2
positive
ranks (n=53

85%
=45 of 53

64%
=34 of 53

Mean

2.13

2.38

St.
Dev.

0.96

0.92




6. | feel comfortable visiting my professors because |
met them at Orientation.

11. I am excited to get involved in the MSP
community now that | have attended the activities fair
at Orientation.

3. I knew what to expect the first day of classes
because | attended the orientation session.

4. 1 knew where to go on the first day of classes
because | attended the orientation session.

7. 1 know when to consult my faculty advisor because
| attended the orientation session.

10. The activities fair at Orientation taught me how to
connect with the MSP community.

5. I made my way around campus easily because |
participated in the campus tour at Orientation.

8. I connect with my professors easily because | met
them at Orientation.

9. I visit my faculty advisor when necessary.

12. I have selected an activity to pursue at MSP.

64%
=34 of 53

55%
=29 of 53
49%
=26 of 53

58%
=31 of 53

45%
=23 of 53

53%
=28 of 53

62%
=33 of 53

55%
=29 of 53

34%
=18 of 53

42%
=22 of 53

2.40

2.38

2.42

2.49

2.66

2.55

2.36

2.43

2.77

2.66

0.99

1.22

1.23

1.22

1.02

1.42

0.98

1.15

1.35

1.34

Similar to the emotions noted during Welcome Week activities, respondents felt

welcome during the orientation session with 85% of them agreeing to that sentiment in

question #1. However, their feelings towards visiting their professors (question #6) or

getting involved (question #11) did not receive as high a level of agreement with a

positive response rate of 64% and 55% respectively. When it came to their cognitive

responses, positive replies were weak with only 49% recognizing what to expect on their

first day of classes (question #3), 58% knowing where to go for their classes (question

#4), 45% understanding when and why a student would connect with their faculty advisor
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(question #7), and 53% knowing how to connect to campus life (question #10). While
information was given at the orientation session about classes, academic advising, and
extra-curricular activities, this information did not compute to knowledge for the majority
of the attendees. This lack of understanding could speak to a lack of reinforcement or
reward presented with the material in order to motivate the students to place the
information received in their long-term memory storage. It could also reflect a situation
of information overload by trying to provide all pertinent news in one orientation session.
This will be explored further in Chapter 5.

Even though the MSP staff and faculty would hope the above behaviours would
come quickly for first years in order to assimilate them quickly, the lack of knowledge
acquired during the orientation session could have limited their behaviour as noted in the
low agreement of 34% in reference to meeting with a faculty advisor when necessary
(question #9) and 42% selecting an activity to get involved with (question #12). This last
question did not ask if action had been taken but whether the intention was there to take
action. Information can lead to knowledge and once evaluated could lead to action,
however, little knowledge produces low evaluation and few action steps.

The response rate regarding the first-year Orientation points to an emphasis by
university personnel to also make students feel welcome yet falls short when providing
the tangible information for students to retain and feel prepared and knowledgeable for
university life. This can also be seen in the following free responses from Survey #1 in
reference to an orientation activity fair (an event promoting extra-curricular activities on
and off campus) and interactions with professors and administration. One student

commented:
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I accidentally missed the activity fair. The tour was nice to learn what
certain rooms were for (student center, gym...) but I had to go around the
school a second time to find my specific classes and relearn some locations
as the tour got me confused where exactly | was in some parts of the tour.
However, | am now confident in the layout of the school (the scavenger
hunt during orientation week helped).
Another student pointed this out:
I like how professors say, ‘don't freak out if you fail a test’, because it keeps
you calm, but I've noticed they say it a lot to the point it doesn't feel like a
big deal at all to fail which gives a false sense of security.
A third student offered this observation: “Teachers are great. When doing course
selection, was not taken seriously and will now need to take various spring courses
to graduate on time.”
The affective, cognitive, and behavioural response breakdown can also be viewed

in Figure 6.
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Figure 6

Affective, Cognitive, Behavioural Responses Breakdown for Orientation Day
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There were four questions directed towards each category in the First-Year Experience
survey for Orientation Day. The bar graph above exposes a difference between the
students’ feelings (average positive response rate to affective questions = 67%) and
thoughts (average positive response rate to cognitive questions = 51%). This disconnect
between the affective and cognitive reveals a difficulty in students being able to take the
appropriate steps (average positive response rate to behavioural questions = 48%). This
will be discussed further in Chapter 5.

Table 8

First-Year Experience, Survey #2: 1D1000

# responses = 12 % that Mean | St.
1 = strongly agree, 2 = agree, 3 = disagree, 4 = agree (n=12) Dev.
strongly disagree, 5 = n/a
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5. After listening to the Librarian in 1D1000, | feel
better equipped to do research and complete
assignments.

6. When the University Counsellor spoke in ID1000
about stress and resiliency, | felt good knowing there
is someone | can talk to when | feel overwhelmed.

3. After listening to the Dean of the Chapel in
ID1000, I understand how attending chapel can be of
benefit to my post-secondary education.

4. The discussion in ID1000 on the importance of a
liberal arts education has strengthened my decision to
stay In universit

9. The 1ID1000 session on goal mapping helped me
identify my calling®. *A calling refers to “a sense of
passion for a particular type of work, along with the
belief that this work is meaningful” (Ensher &
Erhardt, 2022, p. 327).

10. I think the 1D1000 sessions will help me achieve

11. I think the 1D1000 sessions have reduced my

1. The ID1000 session on computer services has
helped me do better in class.

2. The ID1000 session on notetaking has helped me
erform better academically.

7. The ID1000 session on study habits has helped me

8. The 1D1000 session on writing skills has helped
me perform better at MSP.

12. The ID1000 sessions have encouraged me to stay
in university and complete my degree.

90%

100%

92%

55%

33%

64%

58%

50%

69%

91%

58%

75%

1.70

1.46

1.83

2.55

2.67

2.27

0.64

0.50

0.55

0.66

0.47

0.62

mi academic ioals in universiti.
nX|eti about attendlni umversﬂi

i erform better at MSP.
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Understanding that supports exist on campus seemed to give this first-year group
a feeling of relief. ID1000 is meant to orient students to the requirements of post-
secondary study. It expands on the information given during the first day orientation
session. While only 64% of students agreed that the 1D1000 course would help them
achieve their academic goals (question #10), many believed that individual elements
discussed in 1D1000 would or did benefit their academic life. For instance, 90%
appreciated the information given from the Librarian (question #5), 100% valued what
the mental health counsellor had to share regarding campus care (question #6), and 91%
acknowledged that the discussion on study habits (question #7) helped them perform
better. The response regarding study habits is interesting as it was the only behavioural
question that received a high positive response rate. The other questions in that category
regarding computer use (question #1), note-taking (question #2), and writing skills
(question #8) in regard to improving their academic performance, received moderate
response rates at 50%, 69%, and 58% respectively. Again, we see a disconnect between
the affective and the behavioural.

ID1000 is a required 6-week course although it does not have any credit value
attached to it and this can prompt students to doubt its importance and not fully absorb
the course content. In terms of the goal-mapping session (question #9), responses were
likely in the “disagree (3)” category due to the reduced requirements in regard to the
assignment. In years past, students have been asked to create a goals map (Part 1) and
share it with their academic advisor (Part 2); however, Part 2 was removed during the
2021-2022 1D1000 session. | was made aware of this change after the survey had been

administered. The loss of this structured step to meet with a faculty advisor, limited the
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actions taken. Students were likely still encouraged to discuss the goals map with their
advisor, however; with no course requirement, the students’ lacked drive to move
forward with the assignment.

Table 9

First-Year Experience, Survey #2: Chapel

# responses = 12 % responses | Mean | St.
1 = no agreement, 2 = slight agreement, found in the Dev.
3 = somewhat agreement, 4 = quite a bit of 3 positive

aireement, 5= comilete aireement, 6 =n/a ranks inlei

1. How well do people at chapel understand you asa | 38% 238 |1.11
person?

2. How connected do you feel to the other students at | 42% 275 |1.23
chapel?

3. How welcomed do you feel by the staff and faculty | 100% 4 0

at chapel?

11. Does your chapel experience affirm your choice | 64% 3.18 | 1.59
to be a student at MSP Universit‘i.

13. Does attending chapel make you feel more ‘at 2% 3.55 1.50
home” at MSP Universiti?

4. How much respect do you think other students 92% 3.58 |0.86
show toward iou at chaiel?

5. How much respect do members of the staff and 100% 3.75 | 0.60
faculty show toward you at chapel?

6. How much do you think you matter to others at 50% 233 | 0.94
chapel?

10. How enriching is your experience in chapel?

7. How possible is it that you will attend chapel 83% 3.83 1.34
weekly”
3.42 1.38

8. How possible is it that you will attend small group | 67%
weekly?
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9. How possible is it that you will join a mentoring 42% 2.33 1.11
group?

12. If you could go back in time, how possible is it 100% 4.45 0.78
that you would still choose to be a student at MSP

University based on your experience in chapel?

It is clear that on a macro-level (or general level) students felt positive about the
benefits of attending chapel as noted in their response to question #3 where 100% felt
welcome at chapel, 72% felt chapel made them feel more “at home” (question #13), and
100% knew they were respected by staff and faculty (question #5) and 92% (question #4)
knew they were respected by fellow students. However, on a micro-level (one on one) the
respondents did not feel connected or known as witnessed in their responses to questions
#1 and #2 where only 38% felt they were understood as an individual and 42% felt they
connected to other students at chapel. Again, on a macro-level (or more impersonal
level), students understood they were respected but since mattering is deeply personal,
this understanding was not as strong. Responses show a positive (100%) behavioural
connection between the chapel experience and attending MSP (question #12); however,
their intention to join a smaller mentoring group (question #9) where they would be more
apt to be understood as a person and find it easier to connect only had a positive response
rate of 42%. It is important to note that “mentoring groups” was a new voluntary
initiative announced during Fall 2021. While small group chapels are gatherings where
dialogue regarding a specific topic or book study is encouraged, mentoring groups would
also be small in size and conducive to dialogue but led by a third- or fourth-year student
or faculty member with the intent of providing personal guidance. The low indication of

intention to attend a mentoring group could be due to a lack of understanding in the



difference between it and small groups. This points to the need for comprehensible design
and clear communication of first-year interventions. A point that will be discussed further
in the subsequent chapter.

Table 10

First-Year Experience, Survey #2: Course Instruction

# responses = 12 % that Mean | St.

1 = strongly agree, 2 = agree, 3 = disagree, agree (n=12) Dev.
4= stronili disairee, 5=nla

1. | feel good about my performance in class this past | 77% 2 0.68
semester.

2. | feel at ease talking to my professors.

6. My professors don’t notice if [ miss a class.
7. My professors don’t care if I miss a class.

3. I knew what was expected by my professors in 85% 192 |0.62
most of my courses.

4. 1 will still do well in a course if | choose to skip a 62% 292 | 154
class session.

5. 1 will still do well in a course if | choose not to 46% 3.38 | 150
complete one of its assignments.

9. I think taking five courses was too much for meto | 31% 277 |1.12
handle this semester.

8. I should have dropped one of my courses this 23% 3.23 |1.05
semester.

10. I’'m glad I received help from the Writing & 54% 3 1.66
Student Success Center.

11. I'm glad I had a tutor this semester.

12. 1 should have asked for help at the Writing & 54% 277 | 1.37
Student Success Center.
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13. I should have accessed a tutor this semester. 69% 2.54 1.15

Observations regarding affective responses are that students felt moderately
positive (77%) about their academic experience in semester one (question #1) and felt
they were noticed in the classroom as seen in the low response rate of 15% of those who
felt their absence would not be noticed by professors (question #6). In terms of their
cognitive response, for the most part, respondents (85%) understood what was required
(question #3) and the consequences for not meeting the requirements as witnessed in the
answer to whether missing an assignment would affect their grade (question #5), only
46% thought it would not have an effect. Almost a third (31%) of respondents thought the
regular course load was too much (question #9) whether this is due to the fact that they
are over tasked in other areas of life would be something to consider. When it came to
their behaviour, a portion of respondents (54%) either used (question #10) or wished they
had used (question #12) the writing services offered by the university and 69% wished
they had accessed a tutor (question #13). This points to the importance of having one on
one opportunities to receive academic encouragement and instruction. A point that will
be discussed further in the subsequent chapter.

Table 11

First-Year Experience, Surveys #3 and #4: Academic Advising

Survey #3 = 4 responses, Survey #4 = 8 responses | Survey #3 Survey #4
1 = strongly agree, 2 = agree, 3 = disagree, 4 = % that % that

strongly disagree, 5 = n/a agree (n=4 agree N=8
1. | feel comfortable asking my faculty advisor for 100% 75%

helﬁ with course selection.

4. | have enjoyed discussing my future calling* with | 100% 71%

my faculty advisor.
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*A calling refers to “a sense of passion for a
particular type of work, along with the belief that this
work is meaningful” (Ensher & Erhardt, 2022, p.

327).

7. | feel like talking with my faculty advisor is time 67% 86%
well spent.

10. I appreciate that my faculty advisor is available 100% 100%
to discuss my academic goals.

14. | feel encouraged by my faculty advisor.
2. | think academic advising is important in achieving | 100% 100%

my academic goals.

5. My faculty advisor helped me understand how my
courses prepare me for my future.

6. | understand the role of a faculty advisor.
13. I know that there are options like internships and | 75% 75%
co-op placements that will help me work towards my

calling.

3. I will meet with my faculty advisor to discuss 100% 87%
course selection.

8. 1 would only visit my faculty advisor if | needed to | 25% 25%
chanie a course.

9. I have not talked to my faculty advisor since 25% 25%
Orientation.

11. When it is time to pick a major or concentration, | 100% 75%
| will discuss it with mi faculti advisor.

12. 1 will meet with my faculty advisor to discuss my | 100% 67%

future career.

Given that students are responding at the middle and end points of semester two
it is good to see that those who have completed Surveys #3 and #4 feel comfortable

(100% & 100%) meeting with their faculty advisor (question #1), understand the
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importance (100% & 75%) of academic advising, and have taken the opportunity to meet
with their faculty advisor (75% & 75%) at least once since orientation (question #9).
While students are not required to meet with their faculty advisor, it is a step the
university encourages them to take. Strong agreement in this category could show a
positive connection between one-on-one interactions and knowledge. That said, not all
respondents (50% & 75%) understood the role of the faculty advisor (question #6) even
though they have been in university for at least a semester and a half. As noted
previously, information regarding faculty advising and the role of the faculty advisor
(e.g., to help with academic goal setting) was shared in the first semester during their
ID1000 session; however, this information was not retained by some and therefore did
not produce cognition. Now that students have had the opportunity to experience
academic advising and been able to process and evaluate the information with someone
else, their opinion of its importance and their desire to continue to meet has increased.
Increases in positive affective and cognitive responses in academic advising throughout
the academic year, could be attributed to the intention to take positive steps in their
academics.

Table 12

First-Year Experience, Surveys #3 and #4: Chapel

Survey #3 = 4 responses, Survey #4 = 8 responses | Survey #3 Survey #4
1 = no agreement, 2 = slight agreement, % that % that

3 = somewhat agreement, 4 = quite a bit agreement, | agree (n=4) | agree

5 = complete agreement, 6 = n/a (n=8)

1. How well do people at chapel understand you asa | 100% 50%
person?

2. How connected do you feel to the other students at | 100% 64%
chapel?
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3. How welcomed do you feel by the staff and faculty | 100% 75%
at chapel?

11. Does your chapel experience affirm your choice | 100% 50%
to be a student at MSP University?

13. Does attending chapel make you feel more ‘at 100% 50%
home” at MSP University?

4. How much respect do you think other students 100% 100%
show toward you at chapel?

5. How much respect do members of the staff and 100% 100%
faculty show toward you at chapel?

6. How much do you think you matter to others at 7% 50%

chapel?

10. How enriching is your experience in chapel? 100%
7. | attend chapel at least once a week. 50% | ]
8. | attend a small group weekly. 50% |
7. How possible is it that you will attend chapel 75%

weekli in iour second iear?

8. How possible is it that you will attend a small 75%

roup weekly in your second year?

9. How possible is it that you will join a mentoring 75% 63%
irouE?
12. If you could go back in time, how possible is it 100% 87%

that you would still choose to be a student at MSP
University based on your experience in chapel?

The table above reveals higher affirmation by students on Survey #3 than on
Survey #4. In regard to their feelings and thoughts, one could infer that consistent chapel
attendance in first year, improves feelings of contentment and knowledge of acceptance

in the first-year social environment since students have the opportunity to attend chapel
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twice a week and Survey #3 was taken during the middle of their second semester. That
said, a decrease from Survey #3 to Survey #4 in students’ feelings regarding being
understood could reflect the stress of ending the year or perhaps highlight a factor that
has been missing all year but not yet identified. It is important to note that while the
percentage of positive responses has decreased, the majority of responses were still in the
“agree” categories. It is also interesting to note the difference again between students
knowing they are respected (100% on Survey #3 & 75% on Survey #4) and thinking their
presence matters (77% on Survey #3 & 50% on Survey #4) to others at chapel. This
consistent pattern will be addressed further in Chapter 5.

Table 13

First-Year Experience, Surveys #3 and #4: Course Instruction

Survey #3 = 4 responses, Survey #4 = 8 responses | Survey #3 | Survey #4

(n=4) (n=8)
1 = strongly agree, 2 = agree, 3 = disagree, % that % that
4 = strongly disagree, 5 = n/a agree agree

1. | feel hopeful about my performance in class this | 100%
semester.

1. | feel good about my performance in class this 75%
past semester.

2. | feel at ease talking to my professors. 100%
6. My professors will not notice if | miss a class.
7. My professors will not care if | miss a class.

3. I know what is expected by my professors in most | 100% 100%
of my courses.

4. 1 will still do well in a course if | choose to skipa | 100% 75%
class session.
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5. I will still do well in a course if | choose not to 75% 25%
complete one of its assignments.

10. I think taking five courses is too much for meto | 0% 25%
handle this semester.

8. | dropped one of my courses this semester. 0% ]

9. I will probably drop one of my courses this 0%
semester.
11. I have asked for help from the Writing & 50%

Student Success Center this semester.

12. If I need it, I will ask for help at the Writing & 100%
Student Success Center.

13. | have received help from a tutor this semester. | 100% ]
14. If | need one, | will get a tutor. 100% ]

8. I should have dropped one of my courses this past
semester.

10. I’'m glad I received help from the Writing & 100%

Student Success Center this past semester.

11. ’'m glad | had a tutor this past semester. s ]
12. 1 should have asked for help at the Writing & 100%

Student Success Center.

13. I should have accessed a tutor this past semester. 60%

In regard to course instruction, one could infer that the respondents are

understanding how to balance their course load better this semester than last semester

with the help of university resources since 100% of the respondents to Surveys #3 and #4

knew what was expected of them (question #3) and did not choose to drop a course
(question #8). Also, respondents to Survey #3 feel hopeful about their performance in

second semester (100%) and the respondents to Survey #4 feel good about how they
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performed (75%). Another important fact is that those who completed Surveys #3 and #4

were affirmative in their intention and experience when it came to accessing support from

the university writing center and tutors. It may seem confusing that 100% of respondents

were both glad they received help from the Writing & Student Success Center (question

#10) and wished they had asked for help from the Writing & Student Success Center

(question #12), however, this could be attributed to the fact that they asked for help in

one course area and wished they had in others, as well.

Table 14

Student Engagement, Survey #1

# responses = 53
1 = strongly agree, 2 = agree, 3 = disagree, 4
= strongly disagree, 5 = n/a

% that agree
(n=53)

Mean

St.
Dev.

Questions assessing Being

1. The faculty and staff always treat me in a
respectful manner.

2. The faculty and staff genuinely listen to me
and validate my concerns.

3. The faculty and staff understand my issues
and demonstrate empathy for my concerns.

4. The faculty and staff provide reassurance
and support to me.

5. The faculty and staff help me to believe
that | can achieve my academic goals.

6. The faculty and staff help me to be hopeful
about my future.

7. | feel comfortable to raise concerns about
MSP with the faculty and staff.

96 %
=51 of 53

87%
=46 of 53

66%
= 35 of 53

79%
=42 of 53

79%
=42 of 53

75%
=40 of 53

70%
=37 of 53

1.51

1.91

1.87

2.10

2.13

2.19

0.58

1.15

1.09

1.16

1.06

1.18

1.06
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Questions assessing Belonging % that agree Mean | St.
in:53i Dev.

8. | feel welcomed at MSP. 89% 1.68 |0.80
=47 of 53

9. At MSP, there is a place for me and space | 85% 1.83 1|0.85

where | am comfortable to socialize. =45 of 53

10. At MSP, | am comfortable to just be 81% 1.89 |0.75

present in the space, without feeling =43 0f 53

Eressured to Earticiﬁate.

11. Since arriving at MSP, | feel like I belong | 64% 230 |1.12

somewhere. =34 of 53

12. At MSP, | feel that | am a part of a 70% 2.09 10.88

communiti. =37 of 53

13. At MSP, | feel that | have a social 2% 217 |1.01

existence. = 38 of 53

14. | have the opportunity to be involved in 53% 242 |1.22

decisions about the services at MSP. =28 of 53

Questions assessing Becoming % that agree Mean | St.
in:53i Dev.

15. | feel involved at MSP and empowered to | 79% 2 0.90

make decisions about mi education. =42 of 53

16. As a result of my attendance at MSP, | 66% 228 |1.01

feel that | am better able to manaﬁe mi life. =35 of 53

17. As a result of my attendance at MSP, I am | 81% 2.08 | 1.02

achievini mi ioals. =43 of 53

18. Compared to before I arrived at MSP, my | 38% 281 |1.39

mental health has imﬁroved. =20 of 53

19. Compared to before | arrived at MSP, my | 53% 247 | 131

ﬁualiti of life has imiroved. =28 0f 53

20. Participation at MSP has helped me 23% 323 |1.30

obtain employment or a volunteer position. =12 of 53

(0]




21. The work | do at MSP is helping me 57% 266 |1.25
contribute to my community in meaningful =30 of 53

and valued wais.

22. My studies at MSP allow me to 74% 219 |1.02
understand and participate in important social | =39 of 53

purposes in my community.

It is interesting to note that the majority of the responses to the Student
Engagement questions (including Being, Belonging, and Becoming assessments) showed
a positive (“agree” or “strongly agree”) response of 50%, yet there were two areas where
the most common response was “disagree” on the first Becoming survey. Only 38% of
students surveyed agreed that their mental health had improved since beginning post-
secondary (question #18). Students also felt the ability to obtain employment or volunteer
experience (question #20) was difficult (only 23% answered affirmatively). There were
two other responses that caught my attention. Although the students affirmed that they
have opportunity to be involved in the decision making at MSP (question #13) and that
their quality of life improved since beginning university (question #19), the agreement
rate was only 53% in both cases. The possible connection between these responses will
be discussed further in Chapter 5. A visual representation of the student engagement

results from Survey #1 can be found in Figure 7.
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A number of questions were asked pertaining to the being, belonging, and becoming
categories. Figure 6 reveals that on average more students felt they were welcomed to be
(79%) who they are, and knew they belonged (73%) at MSP than they believed, intended
to, or pursued activities attributed to their becoming (59%).

Agreement responses did increase in subsequent surveys (except for their
thoughts on involvement with MSP services) but this first survey is important as it was
the one that assessed their first 6 weeks in post-secondary, and it was completed by 74%
of eligible first-year students. It is possible that first-year experience activities like
Welcome Week or Orientation Day may have been a factor in the students’ mental health
not improving those first six weeks of school since response rates on the First-Year
Experience Survey were lower in terms of their sense of mattering during that

programming. That said, it is important to note that many students arrive with emotional
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baggage that can take time to unpack as noted in these free response comments from the

first survey:

“I like MSP, it's just I have my own stuff in life what happen, and I have a

lot of stress” and “I struggle with feeling like a ghost and feeling

overwhelmed in my surroundings.”

The fact that students enter post-secondary with stress and outside pressure could

have attributed to the response in the first-year experience portion of Survey #2 when

31% of the respondents thought five courses was too heavy a course load to manage. The

free response comments above support the need for first-year programming that helps

students have an effective university start regardless of their beginning status. This will

be discussed further in Chapter 5 where interventions will be recommended based on the

findings from the student surveys.

Table 15

Student Engagement, Surveys #2, #3, and #4

1 = strongly agree, 2 = agree, 3 =
disagree, 4 = strongly disagree, 5 =
n/a

Survey #2
# responses
=12

Survey #3
# responses
=4

Survey #4
# responses
=8

2. The faculty and staff genuinely
listen to me and validate my
concerns.

3. The faculty and staff understand
my issues and demonstrate
empathy for my concerns.

92%

85%

% that agree | % that agree | % that agree
(n=12) (n=4) (n=8)
Questions assessing Being
1. The faculty and staff always treat | 100% 100% 100%

me in a resEectfuI manner.

100%

100%

100%

87%
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4. The faculty and staff provide
reassurance and support to me.

5. The faculty and staff help me to
believe that I can achieve my
academic goals.

6. The faculty and staff help me to
be hopeful about my future.

100%

85%

92%

100%

75%

75%

75%

87%

75%

# responses
=12

7. | feel comfortable to raise 7% 50% 61%
concerns about MSP with the

faculty and staff.

Questions assessing Belonging Survey #2 Survey #3 Survey #4

# responses
=4

# responses
=8

% that agree
n=12

% that agree
n=4

% that agree
n=8

e e
8. | feel welcomed at MSP. 100% 100% 100%
e e

100%

10. At MSP, | am comfortable to
just be present in the space, without
feelin

9. At MSP, there is a place for me
and space where | am comfortable
to socialize.

ressured to participate.

11. Since arriving at MSP, | feel
like | belong somewhere.

12. At MSP, | feel that |1 am a part
of a community.

13. At MSP, | feel that | have a
social existence.

14. | have the opportunity to be
involved in decisions about the
services at MSP.

73%

85%

77%

85%

69%

100%

100%

100%

100%

100%

25%

100%

86%

75%

75%

87%

38%
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Questions assessing Becoming

Survey #2
# responses
=12

Survey #3
# responses
=4

Survey #4
# responses
=8

15. | feel involved at MSP and
empowered to make decisions
about my education.

16. As a result of my attendance at
MSP, | feel that | am better able to
manage my life.

17. As a result of my attendance at
MSP, | am achieving my goals.

18. Compared to before I arrived at
MSP, my mental health has
improved.

19. Compared to before I arrived at
MSP, my quality of life has
improved.

20. Participation at MSP has helped
me obtain employment or a
volunteer position.

21. The work | do at MSP is
helping me contribute to my
community in meaningful and
valued ways.

22. My studies at MSP allow me to
understand and participate in
important social purposes in my
community.

% that agree
n=12

92%

69%

92%

54%

69%

46%

62%

69%

% that agree
n=4

100%

100%

75%

75%

75%

50%

50%

75%

% that agree
n=8

87%

87%

87%

62%

50%

50%

50%

63%

Those who participated in the subsequent digital surveys, responded to the student

engagement questions with more agreement. While only 38% of students (Survey #1)

agreed that their mental health had improved since beginning post-secondary (question

#18), Surveys #2, #3, and #4 boasted agreement rates of 54%, 75%, and 62%
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respectively. Respondents on these surveys felt the ability to obtain employment or

volunteer experience (question #20) at an agreement rate of 46% (Survey #2), 50%

(Survey #3), and 50% (Survey #4) versus the 23% who agreed on Survey #1. An area that

is noteworthy were the responses to whether quality-of-life had improved since beginning

university (question #19), the agreement rate was only 53% on Survey #1 and while

increased to 69% (Survey #2) and 75% (Survey #3), it dipped to 50% on Survey #4 by

those who completed that survey.
Table 16

Transformational Learning, Survey #4

# responses = 8

At the beginning of the semester,
I was nervous about how | would

I now feel confident in my
academic ability.

I used to think my intelligence*
level was something I couldn’t
change.

*intelligence = the ability to
acquire and apply knowledge
and skills

I now know that I have the
ability to improve my
intelligence.

I entered university not knowing
what | wanted to do when |
raduate.

I have now identified a calling
that I would like to pursue.

Strongly
agree

Agree
62.5%

Disagree

Strongly
disagree

Eerform academicalli. 37.5%

Strongly | Agree Disagree | Strongly
agree 50% 12.5% disagree
25% 12.5%
Strongly | Agree Disagree | Strongly
agree 25% 50% disagree
12.5% 12.5%

Strongly | Agree Disagree | Strongly
agree 62.5% 12.5% disagree
25%

Strongly | Agree Disagree | Strongly
agree 25% 25% disagree
25% 25%
Strongly | Agree Disagree | Strongly
agree 37.5% disagree
50% 12.5%




All respondents entered MSP University feeling unsure of how they would
perform academically and after completing the year, 75% felt they had the ability to do
well in university. While 62.5% of the respondents entered first year understanding that
their intelligence levels could develop, 87.5% finished the year knowing they could
improve their intelligence. These findings show a positive improvement in their feelings
and thoughts towards their academic learning. It’s not clear as to whether this
improvement could have influenced their pursuit of a calling or career goal, as 50%
entered with an idea of what they wanted to do after graduation and 50% ended the year
with an identified calling to pursue. What is noteworthy is the degree to which the
students responded to that last question, 50% strongly agreed that they had identified a
calling and 37.5% strongly disagreed. This was a visible difference from the even split of
strong versus regular agreement and disagreement given when answering whether they
arrived with a career goal in mind. Therefore, this identified resoluteness could be
attributed to the positive change in their confidence and abilities.

Table 17

Student Retention, Survey #2

# responses = 12

I will return to MSP in the winter Very Likely | Not Very

semester. likely likely unlikely
Retention

A\

m Very likely = Likely Not likely = Very unlikely

90



I will complete my degree at MSP. Very
likely

Likely | Not
likely

Very
unlikely

Degree Completion

\

= Very likely = Likely Not likely

= Very unlikely

All except one of the respondents planned to return to MSP for their second

semester, however, two students did not plan to complete their degree at MSP. This

increase could be due to lack of engagement or could simply be a result of students

starting their post-secondary education at MSP with the understanding that their preferred

degree is not one of MSP’s offerings and therefore might have planned to transfer to

another institution after Year 1 or 2 all along. In hindsight, a follow up question would

have been good to ask on this survey probing for the reason as to why they planned not to

finish their degree at MSP.
Table 18

Student Retention, Survey #4

# responses = 8

I will return to MSP in the fall. Very Likely | Not Very
likely likely | unlikely
Retention

N

= Very likely = Likely Not likely

= VVery unlikely
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# responses = 8
I will complete my degree | Very Likely Not likely Very unlikely
at MSP. likely

Degree Completion

m Very likely m Likely Not likely = Very unlikely

# responses = 8
I will complete my degree to pursue my | Very Likely | Not Very
chosen profession. likely likely unlikely

Degree Completion for Chosen Profession

= Very likely = Likely Not likely = Very unlikely

# responses = 8
I will complete my degree to achieve my | Very Likely | Not Very
calling. likely likely unlikely

Degree Completion to Achieve Calling

= Very likely = Likely Not likely = Very unlikely

All of the students who completed Survey #4 plan to return to MSP for their
second year, and plan to complete their degree at MSP in pursuit of their chosen career

and calling.
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Overall, the key findings that resulted from the surveys were as follows:

There is a difference between feeling welcome and knowing that you matter.
Experiencing one did not automatically mean a first-year student would
experience the other.

First-year students can respond positively in terms of their affective and cognitive
attributes, but those responses will not necessarily lead to positive behaviours.
Academic assistance like tutoring and help with writing papers are important
resources for all students, not just those who enter university with academic
accommodations.

There is a lack of connection between a students’ degree and their career goals (or
professional calling) in the first 6 weeks of school.

Students felt empowered to make decisions about their education but did not feel
involved in decisions affecting university services.

Each of the above will be discussed in Chapter 5 in regard to the research

questions. The following section will outline the results generated from the qualitative

analysis of this mixed methods case study.

Qualitative Analysis

Participants

Thirteen individuals were interviewed at MSP University. They were selected

based on the role they played in the first-year experience of students. The roles included

faculty members and faculty advisors, and staff working in roles related to student life,

mental health counselling, library administration, athletics, campus housing, chapel, and

the registrar’s office.
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Data Collection Tools

Qualitative data were collected using an interview template, a recording device,
and a field notes journal. The interviews were conducted beginning with a structured 11
question format (Appendix B) but allowing for additional questions to be asked as
prompted, for a period of 45-60 minutes in the interviewee’s office or using an online
platform. The interviews were recorded, transcribed only by the researcher, and
transcriptions were returned to the interviewees for their feedback. This data collection
was spread over 10 months, beginning on November 8, 2021, and ending on August 9,
2022. The interviewees volunteered to participate after having the study presented to
them and their identities have been kept confidential.

A field notes journal was maintained throughout the data collection period. In this
journal, I recorded observations and patterns from the interviews, as well as activities that
were taking place on campus during the data collection period.

Results

The interviews produced 123 pages of single-spaced transcription. To capture all
of the insights from this rich collection, a thematic analysis was conducted. First, the
responses to each question were coded and then these codes were categorized into
meaningful patterns based on repetition and connection of ideas. Finally, the patterns
were examined to identify overarching themes that can be used to describe the case. This
strategy of codes, patterns, and themes followed the assertions made by Nowell et al.

(2017) in their study on how to maintain trustworthiness in qualitative analysis.
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Codes

The following section will identify the codes which originated from the responses.

The codes were classified by the interview questions. Each box represents a collection of

similar ideas that were coded under one overarching term. The first question asked for the

interviewee’s name, role, and length of time working at MSP. To maintain

confidentiality, | did not code the first question.

Question 2: In what way(s) do you think you contribute to the first-year experience for

MSP students, in your role?

Encouragement On vs. Off campus | Relay what it’s not | Biblical teaching
Productivity Pseudo parenting *RA importance Course instruction
Transformation Transitioning Training Skill development
University Employment Counselling Academic advising
awareness

Relationship Assimilation Small groups Registration
building

Academic Following a Confidence Post-secondary
orientation schedule building prep

*A Resident Assistant (RA) is an older student who lives in the residence and supports

the residents.

Responses focused on all aspects of student well-being from academic advice to social

development to mental health counselling.

Question 3: In your opinion, to what extent has your contribution to date been effective in

engaging first-year students in the following:

a. University community?
Involvement Family Connection to resources
Small groups Collaborative space Culture of success

Intentionality Events Asking good questions
Belonging Extra-curriculars Celebration
Fear/hesitation Common goal Institutional knowledge
Advocate Service opportunities Opportunities to lead
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b. Academic studies?

First week affect Policy awareness Lack of advising structure
Course structure Transfer of skills Meaningful conversations
Small class size Holistic advice Academics before extras
Accountability Encouragement Understanding the basics
Space & resources Connection

C. Faith development?
Calling Resources Integration of faith & work
Ministry Small groups Intentional conversations
Open discussion Hospitality Spiritual practices
Experiences Making connections Seeing the bigger picture
Modelling Consistency

d. Calling?
Exploration Seeding ideas Vocation vs. career
Soul care Service opportunities Intentional conversations
Career search Divine moments Assessing world needs

In each of the sections above and consistently, respondents gave themselves a passing but
not stellar assessment. They identified all the areas that are available in which they were
trying to influence engagement, yet they recognized that an improvement could be made
with added structure and additional resources as voiced by this professor:
Had we had a chance to do more small groups, | think there could have been more
connection with the university. | felt like students are already so busy or should be
busy with their schoolwork, that I didn't want to give them an assignment. So, in
class a face-to-face kind of assignment would be good for engaging with the
university community. Or maybe even an assignment for a quick thing that was
pretty easy for them to do and effective as well. For what I did I would give

myself an 8/10, maybe.
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Question 4: It has been said that effective transformation starts with affective and
cognitive changes which then lead to long-lasting behavioural changes. Do you agree

with this statement?

Yes All are needed Cyclical not linear
Component order Definitely Missing spiritual piece

Respondents unanimously agreed while some also added thoughts on how the order can
change up at times, but all are certainly needed for lasting change, as noted in this
response from a professor and faculty advisor:
| definitely believe that those are key parts of transformation, but if | was going to
develop a description or definition, I'd make sure | had experience integrated into
the transformation process. | strongly believe that experiential education is one of
the most transformative learning experiences students can have and that's one of
the reasons we have that strong experiential component in [specific discipline].
One individual felt the spiritual component of a student’s life required more attention in
the theory, noting that “the Holy Spirit has a role to play” (Professor), while most felt that
was integrated in the affective and cognitive components.
Question 5: If you answered “yes” to question #4, what resources are needed in your role,

to help students think and feel positively?

Remove barriers/restrictions Encourage holistic health | Time to process
Focus on relationships Clear communication Open to change
Structure connection with older peers | Welcoming spaces Breakdown silos
Mental health counselling Individualized resources | Small classes
Create a culture of celebration Measurement tools Many voices
Strengthen quality of relationships Provide extra help/tutor Accurate advising

The responses to this question built on those provided in question #3 where faculty and

staff were assessing their effectiveness in engaging first-year students. While many felt
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MSP is providing good resources, they also recognized more can be done to make sure

students are aware of the resources and how they can be helpful to all student groups. It

was also identified that the tools and the application of them need to be evaluated,

effectiveness measured, and changed/improved if necessary to promote positive

behavioural change. One professor and faculty advisor noted this in terms of a need for

resources:

| think, some sort of structured material that has been assessed for its quality,

where we’re not just trying to fill time but authentic, engaging, quality material

that's not just about feelings and not just about thoughts, but kind of blends the

two together. So that it can engage a variety of students. Some students come to

this stuff and they're all about the feeling and then others are all completely

academic in their heads.

Question 6: Professional learning communities often ask themselves the following

questions. How would you answer these questions in relation to first-year students?

a. What do we want our students to learn?

Transformation Academic skills They belong
Friendship Interpersonal skills Organizational culture
Resiliency Communication skills The pace of post-secondary

Productive behaviour

Critical thinking skills

Fundamentals

Initiative/curiosity

They are not alone

To question the status quo

b. How will we know if they learned it?

Assessment of objectives

Bigger questions asked

Asking for help

Informal conversation

Testing

Attendance

Engagement/participation

Outside pressures

Increase in library usage

Passivity
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C. How will we respond if they’re not getting it?

Feedback Meet with the Affirm what can be affirmed
influencers

Intentionality Reach out Schedule positive assessment

One on one Supply extra resources Encourage extra help

Return to the basics Keep communication Create a task force
lines

d. What do we do for those who already learned it?
Reinforce Pursue co-curriculars Provide leadership
opportunities
Establish mentoring Keep in contact Encourage internships
Continue support Increase expectations Add the next level

Similar to question #2, responses to what faculty and staff would like first-year
students to learn were holistic in nature. A foundation in reading, thinking, and writing
for academic research is important but also understanding the university environment,
making good connections, and feeling like they belong were equally important. In

response to this interview question, several interviewees indicated that they all shared a

desire for the students to develop and thrive. For example, a professor and faculty advisor

offered this response:

Students come in not knowing how to read [for academic study]; some
come in not knowing how to read an academic source and to gain from it.
They don't know how to cite or use academic sources, and they don't know
how to write academically. So, all those things they have to learn in their
first year, we hope, in order to move them ahead. Yeah. So that's the second
skill set. The third piece of skill is navigating how to be a student i.e. taking
care of your body, getting proper sleep, starting assignments on time, all the

sort of other parts of being a student.
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When it came to assessing how they know when first years have learned those

things, they recognized that besides academic testing their ways were essentially

subjective, as this Academic Administrator identified:

I guess, well, the fewer questions that we receive about academic policies is

certainly the better signal that the information has been received and

learned. But we do understand that not everyone, especially first year

students are just dealing with so many new things, so much change, we

know they're not going to be familiar with that. We anticipate that.

Responses to how they react when students are not getting it, were focused and action-

oriented yet most admitted that they did not always know if students weren’t getting it.

For those they recognize are excelling, they try to support through additional resources, if

they are available.

Question 7: If you have not mentioned these already, what indicators do you look to

when considering whether improvement is necessary in engaging MSP’s first-year

students?

Retention

Event attendance

Improved academic behaviour

Course withdrawals

Chapel attendance

Withdrawal from
extracurriculars

Satisfaction surveys

Service participation

Active public spaces

Quality of work

Transfer retention

Negative self-talk

Discussion with
colleagues

Institutional fit

Mindset

Class attendance

Grades

Library usage

Responses mostly reflected a mix of objective and subjective assessments of behaviour

(not feelings or thoughts) to indicate engagement.

Question 8: What supports do you think are currently present at MSP University to

encourage first-year students to continue their education and complete their degree?
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Program societies

Advisors

Writing & Student Success Ctr.

Early registration

Counsellors

Transformation committee

Residence team

Coaches

Focus on service

New student life team

Focus on holistic health

Small group discussions

Faculty

Peer tutors

Engaging the bigger questions

Front-line staff

Opportunities to lead

Respondents were able to easily identify resources at MSP that can encourage students to

take positive action steps in their education.

Question 9: What supports do you think are needed at MSP University to encourage first-

year students to continue their education and complete their degree?

Retention committee

Service-learning focus

Relief from faculty
requirements

Career counsellor

Structured advisement

Additional peer to peer
interaction

Increase value of 1D1000

Posted positive
messaging

Improved community building

Psychological support

Older peer mentoring

Off-campus student
engagement

Increase tutoring options

Supportive sub
community

Highlighting Registrar’s office

Encourage intentionality

Events throughout year

Increase informal S/F
interaction

The majority of responses point to strengthening relationships, interpersonal

connection, and community, as observed by this mental health counsellor:

Well, I think the university is doing some really good things already, but |

think it’s that on-going support. Not just from myself but from the whole

university. Now, whether that’s more mental health awareness, more

encouragement, just more opportunities where we can speak to students and

encourage them. I don’t know what that looks like but having more people

than just me saying “tell me what’s going good, right now.” That’s part of

those cognitive changes, you know? | may have a student that comes in and
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tells me that everything is awful and proceeds to tell me all about it and then

| empathize with them that things are pretty rough right now but then I ask

them to tell me about the good things because if we as a university — and not

that we want to minimize the challenges — but the more of those positive

conversations that we can have (tell me about the wins today, the good

things), | think that helps with those cognitive changes.

While relational supports can take time to administer, it is obvious from the findings that

they are crucial, and their absence is noted.

Question 10: Is there anything I didn’t ask, that you would like to comment on, regarding

the first-year experience at MSP University?

Engagement with the domestic student is different than with an international student.

Difficult to find effective measurement tools for transformation.

Importance of the influencers and enablers for students especially with messaging.

Admissions staff and library staff should have a stronger connection.

engagement.

Program societies should have more accountability, given their role in first-year

Faculty should be trained on how to mentor and engage effectively.

Seek to flip the student mindset during adversary — see limitations as opportunities.

Buddy system has pros and cons when trying to improve student mental health

Education and training were a key focus in these answers. Increased understanding of

university departments, of mentoring and transformation, and of the differences between

domestic and international student needs were all mentioned as key areas that could be

improved.

Question 11: To what extent do you think the pandemic has affected the first-year

experience for students?

Lack of activities

Lack of in-person
contact

International students excelled

Tiring

Clique-mentality grew

On-line learning challenges

Defeat

Masks hurt connection

Pre and post class interaction
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Students unprepared Library usage decreased | Restrictions created divides

Lack of smiles (i.e., Expectations lessened Avoidance of public spaces

masks)

Lack of recall/recognition | Increased anxiety Dimmed first-year experience

Developed resiliency Fragility Fewer in-person graduations

Increased enrollment 80-85% of counsellor conversations were pandemic
related

It is important to note that given the timing of this data collection the global pandemic
could have influenced the experience of students, as commented by this mental health
counsellor: “Students used to show up with more resiliency than they do now so if we
could teach that to our first years that (going back to your other questions) is going to
help them maintain and complete their degrees.”
The replies as to how it specifically affected those in their first year centered around a
lack of development academically and socially, as well as an increase in mental distress,
and a restriction of preferred routines.
Patterns

A number of patterns present themselves within the responses to the interviews. A
pattern can be a repetitive formation, or it can be the way we select and sort information
that we receive. First, let’s consider the codes that are related and repeated by the
interviewees in questions two through nine and sort them into groups (Table 19).
Questions 10 and 11 produce additional information that will influence the discussion,
conclusions and recommendations to be presented in Chapter 5.
Table 19

Related and Repeated Codes Grouped Together

a) Encouragement, celebration, confidence-building, welcoming, affirm what can
be affirmed, positive messaging, belonging, not alone, common goal, advocate,
supportive sub-community
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b) University awareness, assimilation, institutional knowledge, organizational
culture, policy awareness, post-secondary prep, registration, highlighting
Registrar’s office, culture of success, the pace of post-secondary, relay what it’s
not, course structure, clear communication, first week affect, early registration

¢) Relationship building, strengthening quality relationships, focus on
relationships, friendship, peer to peer interaction, older peer mentoring,
increase informal staff & faculty interaction with first-year students,
connection, hospitality, break down silos, family, pseudo parenting, one on one,
improved community building, residence team, new student life team, faculty,
front-line staff

d) Productivity, productive behaviour, holistic health, resiliency, initiative /
curiosity, holistic advice, consistency, soul care, accountability, open to change,
quality of work, mindset, negative self-talk, passivity, institutional fit, outside
pressures, grades

e) Academic orientation, course instruction, skill (interpersonal, communication,
analytical, & critical thinking) development, training, Writing & Student
Success Center, tutors, transfer of skills, lack of advising structure,
understanding the basics, academics before extras, individualized resources,
fundamentals, return to the basics, testing, increase in library usage, add the
next level, supply extra resources, increase expectations

f) Counselling, academic advising, coaches, mental health counselling, accurate
advising, meaningful conversations, divine moments, psychological support,
seeding ideas, open discussion, many voices, modelling, asking for help, keep
communication lines open, reinforce, continue support

g) Asking good questions, measurement tools, intentionality, transformation,
structured advisement, transformation committee, intentional conversations,
establish mentoring, assessment of objectives, feedback, schedule positive
assessment, create a task force, meet with influencers, retention committee,
satisfaction surveys, discussion with colleagues, increase value of 1D1000

h) Small groups, welcoming spaces, collaborative space, events, extra-curriculars,
space & resources, experiences, small class size, remove restrictions/barriers,
involvement, engagement / participation, attendance, active public spaces,
withdrawal from extra-curriculars, off campus vs. on campus students, program
societies, off-campus student engagement, events throughout the year,

i) Transitioning, employment, vocation vs. career, opportunities to lead, calling,
ministry, exploration, career search, time to process, question the status quo,
encourage internships, pursue co-curriculars, career counsellor

j) Focus on service, service opportunities, service-learning focus, integration of
faith & work, seeing the bigger picture, spiritual practices, assessing world
needs, Biblical teaching

Themes
Now, as we consider the patterns above, the following themes emerge regarding

the first-year experience.
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1. A welcoming environment should include both encouragement through
affirmation and celebration as well as encouragement through the provision of
resources (to better understand), space (to collaborate), and activities (to
experience).

2. A need for students to have a better understanding of their institution — its ethos,

procedures, pace, and policies.

3. The importance of holistic health — relational, mental, emotional, physical, and
spiritual.
4. A desire from all players (students, faculty, and staff) for structured objectives,

teaching, mentoring, advisement, and assessment.
5. A focus on individual development through increased expectations, service, the

identifying of a calling, help with career preparation.
These themes will be examined in Chapter 5 in relation to the research questions
described in Chapter 3.

Limitations of Collection Methods

The response rates on Surveys #2, #3, and #4 were less than 20% each which
could have affected the credibility of the data collection. Since the questions pertaining to
transformational learning were only asked on Survey #4 and retention questions were
only asked on Surveys #2 and #4, findings in these two areas were limited due to low
response rates. That being said, the high response rate (74%) on the first survey, at a
critical time (6 weeks into their first semester) when students could be deciding whether
they should drop-out prior to the withdraw date just 2 weeks later, was an excellent time

to assess students’ initial feelings, thoughts, and behaviours which increases the
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credibility of these results. In regard to the interviews, since the interviewer was known
to each of the interviewees, certain responses (positive or negative) might have been held
back, which also could have decreased the credibility.

Another limitation of the study was the decision to pursue one case study instead
of multiple case studies. If I had chosen to research multiple case studies, my findings
would have been more generalizable (Creswell & Poth, 2018). That said, my intent was
to zoom in on a particular case, collect data using mixed methods and through
triangulation produce a rich description without diluting the analysis with additional
cases (Creswell & Poth, 2018).

Summary

The data analysis has produced five key findings from the quantitative data
collected from the first-year student surveys, as well as five themes from the qualitative
data collected from the staff and faculty interviews. These results will be discussed and

compared in the following chapter.
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Chapter 5: Discussion and Recommendations

The purpose of this study was two-fold: (a) to explore what factors contribute to a
student’s choice to stay in university and (b) to understand what interventions could be
applied to increase this retention. A conceptual framework highlighting the importance of
integrating affective, cognitive, and behavioural elements in first-year programming was
the catalyst to structure the research, which studied the first-year experience of post-
secondary students attending a small private Maritime liberal arts university using both
quantitative and qualitative methods. The following research questions guided the study:

1. Why do first-year students choose to stay in their Maritime post-secondary
institutions?

2. How effective is first-year programming in post-secondary institutions at helping
first-year students achieve academic goals, reduce anxiety, and improve student
retention.

3. What elements need to be included in an effective first-year student mentorship
program?

The first year of post-secondary education is a significant transition for students.

It is a time of meaningful development socially, academically, and physically (Marcotte

etal., 2017). It is also an emotional roller coaster, and a mentally exhausting transition

that challenges adolescents’ behaviour and life choices (Everett, 2019). By studying the
first-year experience of students at MSP University and the phenomena of why students
choose to stay, | have explored how students responded to intrinsic and extrinsic
motivators (first-year programming) in pursuit of transformation and examined why their

thoughts and feelings either increased or decreased their engagement — two purposes of

107



the study. In this chapter, I will discuss the key findings stemming from the combined

results in Chapter 4 in relation to the research questions and the literature reviewed in

Chapter 2. I will then revisit my conceptual framework and offer recommendations for

post-secondary institutions on how they can intervene and provide mentorship

programming that will lead to student transformation, engagement, and retention.

Discussion of the Key Findings

As previously noted, the surveys completed by a sample of students four times

throughout their first post-secondary year produced the following insights:

1.

2.

The difference between feeling welcome and knowing that you matter.
Having positive affective and cognitive responses but those not necessarily

leading to positive behaviour.

The importance of academic resources like tutoring and help with writing papers

for all students, not just those who enter university with academic

accommaodations.

The lack of connection between students’ degree and their career (or professional

calling) in the first 6 weeks of school.
Students feeling empowered to make decisions about their education but not

feeling involved in decisions affecting university services.

When | compared these insights with the themes identified from the interviews, | noticed

the following connections (Table 20).
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Table 20

Connections from Quantitative and Qualitative Results

Insights from Questionnaires

Themes from Interviews

The difference between feeling welcome
and knowing that you matter.

A desire from all players (students,
faculty, and staff) for structured
objectives, teaching, mentoring,
advisement, and assessment.

Having positive affective and cognitive
responses but those not necessarily
leading to positive behaviour.

The importance of holistic health —
relational, mental, emotional, physical,
and spiritual.

The importance of academic resources
like tutoring and help with writing papers
for all students, not just those who enter
university with academic
accommodations.

A welcoming environment should include
both encouragement through affirmation
and celebration as well as encouragement
through the provision of resources (to
better understand), space (to collaborate),
and activities (to experience).

The lack of connection between students’
degree and their career (or professional
calling) in the first 6 weeks of school.

A focus on individual development
through increased expectations, service,
the identifying of a calling, help with
career preparation.

Students feeling empowered to make
decisions about their education but not
feeling involved in decisions affecting
university services.

A need for students to have a better
understanding of their institution — its
ethos, procedures, pace, and policies.

Unintentionally, the quantitative and qualitative methods each produced five key

findings. Each list of findings was recorded in my research journal on separate occasions

and only when completing Chapter 4 did | notice the similarities. | had hypothesized in

Chapter 2 that first-year programming that focuses on affective, cognitive, and

behavioural elements would lead to transformational learning and that transformational

learning strengthens student engagement and increases student retention (Figure 2).

These hypotheses had germinated from my role as a post-secondary lecturer, observing

the effect of emotional and mental aspects on my students regarding their academic
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performance. After confirming in literature, the significance of the combination of these
three components in first-year thriving, | created my conceptual model (Appendix A) and
proceeded with my research. It was evident to me that a case study would be the best way
to zoom in on a first-year class and study their motives and responses to develop an in-
depth description of what encourages a student to stay and thrive in post-secondary. The
results were both affirming and surprising.
Key Finding #1: Welcoming versus Mattering

There is a difference between feeling welcome on campus and knowing that you
matter to those around you and this difference will affect how (or whether) you get
involved in university life. This was shown in the data when first year students, after their
first 6 weeks on campus, almost unanimously declared that they felt welcome, yet 60% or
less felt understood or connected to people on campus. Over 90% knew they were
respected, yet only 60% thought they mattered, which likely is why only 55% were
excited to get involved with their university community. This finding corresponds with
Flett et al. (2019) in their discovery that students in post-secondary can feel welcomed
but if they do not feel like they matter, they will not develop community: “Mattering
reflects the feeling of being significant and important to other people” (p. 670). While the
differences noted in the responses above might be surprising, what is not a surprise is that
if students do not feel like they are a significant part of a community, they could
potentially leave said community (Bumbacco & Scharfe, 2020).

Those teaching and serving the first-year cohort understood this disconnect and
felt a possible solution would be to structure program delivery with objectives for

teaching, mentoring, advisement, and assessment. This finding about consistent
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connection in pursuit of holistic outcomes is supported by this observation of Meehan
and Howells (2018): “Staff-student interactions have a significant impact on student
outcomes and experience in the first year. The trust and rapport that is developed from
the outset is evident through the students’ engagement” (p. 901). In response to the
interview question, “What do we want our students to learn?”, several interviewees
indicated that they all shared a desire for the students to develop and thrive. For example,
a professor and faculty advisor offered this response: “So, one of the key things we want
to do in their first year is you have to introduce them to the fundamental concepts of [the

discipline], so they have the foundation to handle their future classes.”

Similarly, a professor and academic resources administrator remarked as
follows:
We want them to learn a certain amount of course content, of course so they
know the facts. Uh, but we also want our students to learn how to think
critically. How to analyze. How to communicate. How to read carefully. |
think about those academic skills and those interpersonal skills; how to
work together and problem solve. But then also I think we want them to
grow in wisdom and understanding of who they've been created to be. |
really want our students to know that they’re loved that they’re really cared
for.
A mental health counsellor offered this comment: “l want them to know that they
are not alone and there is always someone there to help them.”

Consider also the words of a campus housing administrator:
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For all of them, when I look at them on Welcome Day, | think, | want them

to make good friends. | want this to be the place they make lifelong

friendships, and it often is. | want them to get through the year and pass

everything and do better than they thought. You know and for that first

semester to come and then to know I lived on my own, away from home. |

took care of all the things about my living. | found my way to my classes. |

passed in my things on time, | made good friends, and 1 did it. Doing the

things that are expected of them and finding moments of fun and

community in the midst of it.

On the topic of supportive structure, the following interview excerpts indicate that
respondents observed that structure was lacking so that the answer to the question “How
will we know when they’ve learned it?” was difficult to assess. According to a professor
and faculty advisor, “I think you see that in the classroom. I think you see it in people
coming to your office.”

A student life administrator provided this response:

I think it’s through their engagement. Are they engaged in class? Are they

engaged in the community? Are they participating in [specific] events? Are

they getting to know the people around them? It’s hard to measure. It’s hard

to measure if they are engaged. | think they can fake it for a while.

This last comment affirms the need for structure when pursuing mattering. Students
can feel welcomed by a professor in the same way a customer feels welcome when
they walk into a store but until that student has had prolonged time with a professor

in class and office hours and has received understanding regarding assessment
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through experience and feedback, they will likely just float through their day or
fake it and not feel missed (Kahu & Picton, 2022).
Key Finding #2: Affective + Cognitive # Behaviour

First-year programming at MSP incorporates elements that seek to connect
students socially and academically through fun welcome events, informative seminars,
meaningful chapel services, course advisement, and instruction. All of these elements
seem to have achieved an overall sense of contentment in a first-year student’s choice of
university during the first 6 weeks, yet none seemed to have had as positive an effect in
producing intentional actions like visiting a professor to discuss their courses, joining an
academic society, or pursuing an extracurricular activity. They experienced positive
affective and cognitive responses but those did not necessarily lead to positive (or any)
behaviour, which limits transformational learning because we know that it is witnessed in
the behaviour that has changed after prompted by affective and cognitive components
(Bunting & Williams, 2017). Similar to the emotions noted during Welcome Week
activities, respondents also felt welcome during the orientation session. However, feeling
content to move forward, being comfortable to connect with professors one on one, or
motivated to get involved requires more than a positive feeling. It also requires time to
mentally process those steps before taking them. It seems that something needs to be
added to encourage students to move from feeling and knowing to learning and actioning.

According to Schiffman and Wizenblit (2019), “cognitive learning is the
systematic evaluation of information and alternatives needed to solve a recognized but
unfilled need or unsolved problem” (p. 133). While encouraging stimuli (e.g., friendly

staff) may be present to motivate a student emotionally and to address the attachment
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insecurity present in many first-year students (Bumbacco & Scharfe, 2020), a perception
of security will only turn into a belief of security once combined with knowledge
(Schiffman & Wizenblit, 2019). If we think of students as consumers and institutions as
providers, the study of consumer behaviour reported by Schiffman and Wizenblit (2019)
is relevant to this discussion. According to their study, we understand that individuals
make decisions based on three types of learning: behavioural, observational, and
cognitive learning. While each includes a motive by the individual, a stimulus from the
environment, and a response to that stimulus in search of need satisfaction, observational
learning focuses on how we see others satisfying those needs and cognitive learning
focuses on what we remember satisfying our needs in the past (the behavior that led to
satisfaction). According to Schiffman and Wizenblit (2019), behavioural learning is
based on what we do, on what behaviours secure satisfaction, and the well-known
behavioural learning theory concepts of classical conditioning (the use of reward) and
instrumental conditioning (the use of reinforcement).

When we apply this behavioural learning theory to the first-year experience, we
can see how steps to encourage students to feel positive and understand their new
environment will not necessarily lead to positive action steps unless there is consistent
reinforcement of what behaviours are successful and rewards that will incentivize
students to take those positive steps. Back to the idea of consumer behaviour theory, there
are three levels of consumer engagement: consuming, collaborating, and creating (Guolla
et al., 2020). Engagement increases from one level to the other. MSP faculty and

administration do not want their students to simply be consumers of post-secondary
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education; they want them to move on from consuming information to collaborating with
their peers and faculty, ultimately creating outputs from their university experience.

| believe this is the reason why the academic staff and faculty place a high
importance on the students’ overall health — relational, mental, emotional, physical, and
spiritual. When asked what resources were needed to help students think and feel positive
in order to pursue transformational behaviour, they offered answers that were holistic in
nature. First, here is a comment from a student life administrator:

| strongly believe that experiential education is one of the most

transformative learning experiences students can have and that's one of the

reasons we have that strong experiential component in [specific discipline].

Whether it’s staff or faculty, people who intentionally create experiences

where strong relationships can develop. | think that is key. Both

relationships between students and relationships between faculty and

students so that connects to the staff to set up and facilitate a strong co-

curricular program where the things that we’re doing in Student Life

accentuate or compliment everything that’s happening in the classrooms.
These sentiments were echoed by a professor who also works in student life:

Knowing that those things [athletics] are there but being better at putting

them in front and center of the university experience, integrating them better

within the whole of the university. And I think that's a good way of

thinking, making people feel like they belong, finding their tribe, and I think

that the positivity should come out and then some fruit of that in their

behaviour.
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The following comment by a professor and advisor addressed the importance of
instructing the cognitive (skill) to fuel the affective (confidence) to produce the
behaviour:

| really think when | teach, what | try to do whether it relates to

transformation, whether it relates to learning a [specific discipline]

technique or whatever, | really think there's something extraordinarily

powerful about learning to do a thing, like having a skill, having

knowledge, and then being able to build confidence because you can do that

one thing right. It's foundational in how I see students learning.
This comment echoes the importance of incentive and reinforcement in order to
move the student from feeling and thinking to doing. Giving opportunity to learn
the skill (e.g., public speaking), practice the skill, and then receive feedback and
encouragement to build the confidence will help them move forward and apply the
skill in other parts of their life (e.g., student government). When the two can be
integrated rather than be in siloes, the student’s holistic well-being is considered,
behavioural learning can take place, and the student succeeds (Picton et al., 2018).
Key Finding #3: Importance of Academic Resources

As has been noted in the literature, one of the most significant transitions for
students is the change in academic requirements from high school to post-secondary. In
high school, listening and reading focuses on information gathering to learn a new skill or
process; however, in post-secondary critical listening and reading is added and first-year

students are required to analyze and evaluate. While these critical thinking skills may
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have been introduced in some high school classrooms, they are an expectation in
university as noted in the following response from a professor and faculty advisor:

We want them to learn a certain amount of course content, of course so

they know the facts. Uh, but we also want our students to learn how to

think critically. How to analyze. How to communicate. How to read

carefully. I think about those academic skills and those interpersonal

skills; how to work together and problem solve.

The timing of this research study was only 18 months after the commencement of
the global pandemic. MSP University was able to return to in-person learning for the
majority of the 2021-2022 academic year; however, the students in first year at that time
had spent their final year of high school mainly online and likely lacked some of the skill-
building curriculum normally achieved in Grades 11 and 12. This situation certainly left
the students at a disadvantage, as was noted in the interview responses to the question
“To what extent do you think the pandemic has affected the first-year experience for
students?”’ First, a mental health counsellor had this to offer:

A lot of them [first years] are coming in - | could go into a big rant

about society - but they are not coming in with the skills they need to

be resilient. They’re not able to deal with the C on their paper when

they were hoping for an A — it becomes a big crisis when it should be

addressed with “oh, that’s disappointing, how can I do that better next

time.” Those are the types of things that are happening right now, and

I don’t think that’s unique to MSP.

A professor and faculty advisor provided this observation:
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On the inbound, the ones that don’t know how to write a test, the ones
that don’t get that checking answers on the internet in the middle of a
test is cheating, they don’t have any understanding of academic
integrity, at all. Even the ones who know right from wrong. They
would know not to steal but they don’t understand that taking
information from the internet and putting your name on it, is stealing.
Library administrators hold a unique position within post-secondary
institutions. One from MSP had the following insight on the effects of the
pandemic:
Academic libraries in general, not just MSP, but overall, across
Canada and probably in the States as well in the years leading up to
the pandemic, found that library usage was increasing. That usage of
print books even was increasing, but also of electronic resources,
obviously. The pandemic reversed those trends. ... And so, it seems
that the pandemic has caused students to disengage with the library at
least at some level and so I'm hopeful that we can regain that ground
because | think that academic libraries provide essential resources for
a university community, and especially for first-year students.
Finally, a notion that was consistent throughout the interviews was provided
by the following professor and advisor: “There's a lot of, especially now,
maybe with COVID more passivity in the classroom than ever.”
It is interesting to note that, although the academic resource center was set up to

facilitate accommodated students (those who enter MSP with personalized learning
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plans) as well as offer any student seeking help with writing or access to a tutor, its usage
has grown substantially by non-accommodated students seeking tutoring and extra help.
This increase is affirmed by the first-year responses where students agreed anywhere
from 54% (Survey #2) — 100% (Survey #4) that they were glad they accessed help or
acknowledged they should have accessed help from the academic resource center and
60% (Survey #4) — 69% (Survey #2) wished they had met with a tutor, noting that some
may have accessed help in certain course areas and not in others. The increase in usage
by all incoming students reflects not only the magnitude of the difference between high
school and university rigor but also the lack of preparation likely brought on by the
challenges the school system encountered during the pandemic. There also could have
been an increased willingness to ask for help if the pandemic had negatively affected the
students’ mental and emotional health, effects that could potentially continue now that
depression and anxiety have increased in this age group (U.S. Surgeon General, 2021).

Likely for this very reason, the faculty and staff noted that a welcoming
environment should include both encouragement through affirmation and celebration as
well as encouragement through the provision of resources (to better understand), space
(to collaborate), and activities (to experience). An MSP mental health counsellor shared
their opinion on this objective:

Encouraging them to just keep doing their best, to work away at it, and to

speak with their profs when it’s necessary, to reach out. That is

something I hear from first years is that they don’t know what those

relationships are supposed to be like with their professors. So, when they
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share a challenge that they are having academically, it would be very
common for me to ask if they have talked to their professor.
Similarly, a professor and advisor noted that for this to be successful it cannot
just be anecdotal but needs some planning and structure behind it:
We need to train faculty to mentor and engage students in not only
formal ways, but informal ways. Until we do that well, I think we won't
be doing retention as well as we should. ... I"d still like to see efforts
created where we see interaction between (informal interaction between)
professors and students.
The need for more structure was affirmed by this student life administrator:
| think we need to for our first-year students have better community
building events ... a lot of our students, they struggle to get involved,
they struggle to get to know people. Especially the off-campus students,
so that's an area where we, quite honestly, we don't know what to do
about how to get those students more involved.
University is such a significant adjustment for first-year students that supports
are needed to socialize the individual, encourage academic engagement, and
increase their effectiveness in their new environment (Kahu et al., 2019).

Key Finding #4: Connection of Degree and Calling

Some may feel that talking about life after university in the first 6 weeks of
university is too much for students to handle and yet if we treat them like fragile objects,
they will never develop resilience or agency for themselves. Agency is that drive that
motivates students to “have a clearer sense of who they are and have greater self-efficacy
for life’s challenges” (Booker et al., 2021, p. 488). The lack of connection between a
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student’s degree and their career aspirations (or professional calling) in the first 6 weeks
of school can actually have a detrimental effect especially if students enter university
without already identifying a calling (Ensher & Erhardt, 2022). As noted in their study on
first-year transition, Marcotte et al. (2017) found that “in the development of emerging
adulthood and post-secondary transition, personal and vocational goals appear to be an
important dimension affecting school motivation, as well as depressive symptoms,
especially at the beginning of college” (p. 730). It makes sense that, if a first-year student
has entered post-secondary for the sole purpose of continuing their education, they would
not be able to make the connection between their academic goals and their future career,
which is likely why only 33% of respondents on Survey #2 agreed that goal-mapping in
their introduction to university course did not help them identify a calling. This situation
could also be linked to a low number of students intending to meet with their faculty
advisor. If your sole purpose in attendance is simply to continue your education, then
course registration can be done on your own digitally as a transaction, not the
transformation the institution is hoping to facilitate. This affirms the assertion by Bunting
and Williams (2017) that “one’s view of their future possible self can mediate the way
they approach new experiences” (p. 173).

What can be done to connect a student’s degree to their calling? When faculty and
staff were asked what supports were needed to encourage first-year students to continue
their education, a key theme was the importance of individual development through
increased expectations, service, the identifying of a calling, and help with career

preparation. The following response from a professor who also serves as a faculty advisor
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spoke to how service can help identify a calling if it is structured in a way that integrates
the learning inside the classroom with the activities outside the classroom:
When you read the literature on service learning, ... service learning
tends to be connected with transformation. I tell my students, my 4th
year class, for their service learning projects, as admirable as it is to go
outside and pick up garbage along the highway, it's not service learning.
And they say, “what, we're taking care of creation and all the rest of it.”
And my response is yes, but there has to be an integrative component a
thoughtfulness to it. There has to be a design and in an ideal world, an
application of your giftings, right? | mean, unless you're particularly
gifted at picking up garbage then again, that’s probably not doing it. For
an accounting student, who is actually taking those skills and helping an
individual in poverty who struggles with overspending to develop a
budget plan for their family, well now we're talking about something
really interesting happening there.
Another professor spoke to the need of placing academic expectations on extra-curricular
activities in order to increase the connection between academic skills and their career:
Learning how to organize events or plan that there should be events is so
important to the engagement of the first year, particularly 1st and 2nd
year students that we say that's not good enough. And here's what it's
going to look like. In the same way we would, in a course, say “that's not
good enough, it's an F, we're going to work towards something better.”

... And it’s a lot of work, for both advisors and the executives, but do we
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believe there’s something worth doing here? If we do, then we shouldn’t

just let it slide.

When it came to calling, it was interesting to hear the perspective of an athletics
administrator:

We try to make sure that our athletes are giving back, so if they have

been gifted with these skills ... “it takes a village” I guess is the popular

saying now ... so if an athlete is performing on the court, they don't get

there by themselves. It’s the parent support, the coaches’ support, peer

support, professor support, there are all kinds of people that contribute to

make that happen. So, we want them in whatever vocation they choose,

their calling, whatever they do that they give back. We want to provide

opportunities for our athletes to do that.

As noted in the Being, Belonging, and Becoming surveys, 50% or less agreed that
participation at MSP had helped them obtain employment or a volunteer position, the
lowest response (23% agreement) being on the first survey. Again, it is expected that this
response rate speaks to the fact that the administration leans heavier on encouragement
and lighter on expectation and structure in these areas, as noted in this professor’s
comment:

One thing that we don't have institutionally is any kind of employment support or

development like other universities have. So that makes it tough for students

transitionally at the end, not the first-year level. We do things like writing letters
of reference and making phone calls and all the rest of it, but we just don't have

that sort of placement agency.
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This acknowledgement of support (versus structure) is reflected in the same surveys
regarding how the students felt the faculty and staff helped them to be hopeful about their
future, since 75% or greater agreed with this statement on each of the four surveys. While
this professor commented that this missing “transitioning” resource was more concerning
at the end of a student’s degree, Ensher and Erhardt (2022) argued that its non-existence
is just as detrimental in the first year of study.

Key Finding #5: Empowered, Yet Lack Influence

The final theme to discuss centers around the notion that students feel empowered
to make decisions about their education but do not feel involved in decisions affecting
university services. There seems to be a disconnect between the empowerment students
experience inside the classroom and that which they experience outside of the classroom.
Although the first-year cohort gave a significant positive response (87% - 100%) on how
the faculty and staff genuinely listen and validate their concerns, their response to
whether they felt comfortable to raise concerns was not as positive (50% - 77%) and their
thoughts about their ability to be involved in decisions about the services at MSP was
lower still (25% - 69%). This disconnect supports the earlier observations that students do
not feel they matter (or have influence) on campus to the same degree that they feel
invited or welcome to participate. Flett et al. (2019) noted the distinction between

belonging and mattering with this example:

Consider the student who is a member of a student group, she or he can belong to
this group, but also feel ignored while in this group because her or his voice is not

being heard and her or his views are not being considered. In this instance, it is
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possible to feel a sense of being in the group yet also invisible and irrelevant. (p.

670)

Whether this disconnect or feeling of irrelevance is supported from an administration
perspective or not, it is the perception that some first-year students have, and knowledge
and perception form belief, which then influences our attitude (Schiffman & Wizenblit,
2019). Therefore, it is important in those first days on campus that faculty and staff focus
on providing important information that will influence a better understanding of the

power of the student voice and negate any inaccurate perceptions of mattering.

This pursuit for organizational understanding was repeated often in the
interviews. MSP employees try to provide the important information for a successful
transition and first year of study because they know that knowledge will help the student
feel more connected to the institution and should help them move forward effectively. It
should also open up space for dialogue where students can feel heard and know that their
voice matters, which could build their agency. That said, as is noted below, more needs to
be done by way of communicating the organizational culture, methods, and policies as
well as the unique pace of post-secondary and reminding students how each will shape
their academic journey. When asked what resources are needed to foster our students’
thinking and feeling positively, structure and time seemed to be the keys to development
in multiple areas of the university, including advisement, paper writing, housing, and

registration. One registrar’s office administrator echoed the importance of information:

Clear communication, but we can't soften the blow too much so that it's
unclear, you know. And so, it's hard to say exactly what resources are

needed. Time is always valued because the more time we have to, let's
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say, pour into our correspondence to make it clearer, fuller, the more

encouraging it can be. Of course, when we're pressed for time, the emails

become shorter because we're rushing. So, time is certainly a need.
Communication was also echoed by a library administrator but with a focus on
what needs to be communicated when:

Although I think the first-year ones [orientations] are particularly

important because | think it's important when the students first arrive at

the beginning of the first semester to give them the sense that this is an
academic library. It's different from other libraries that you would have
encountered in the past, and you're going to need to rely on these
resources in order to be successful in your papers and course
assignments. | don't think that's necessarily a guaranteed mindset for
students coming in. | don't think they take in a lot more information than
where is the library and who to talk to, at that first orientation session.

So, | think it's important to meet them at the point of need when they

realize now | have a paper coming up and | don't know where to find

sources for this that are going to be accepted by my professor.

Academic advisement was a popular topic in the interviews. All the
interviewees who teach and advise within their discipline noted that more time
needed to be directed towards this endeavour, as noted here by one professor:

We don't seem to have the sort of institutional thrust or encouragement to

really step in there and to be advising well. There was a time where there

was a whole program, a whole framework for how advising was
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supposed to happen, a schedule of meetings and all of that has seemingly

fallen by the wayside. And I mean | don't reflect on this with any kind of

pride because I think I really need to do a better job.
And from a campus housing perspective there was this comment:

I meet with the communities of [campus housing buildings] as a great

big group on that first day in the evening as well. And then we will meet

with the [residence] freshmen students right at the end of the day before

supper. I make it mandatory and there will be prizes and fun stuff. And

then we walk through some things together, by then they're already in the

building and they can go right to that first meal with their RA and with

their friends because a simple thing like leaving your room that you've

just unpacked and your parents have just left and now you have to walk

over and find the cafeteria and figure out where do | get my trays and

who can | sit with and that whole thing of carrying your tray to a table ...

it's a lot and so I actually do that meeting right before supper and then

everyone goes together as a great big group and it avoids that

uncomfortable walk up the hill from residence to the cafeteria.
When time is taken to connect the cognitive, the affective, and the behavioural as this last
interviewee has just explained, students often feel more empowered to take ownership of
their current circumstances because their feelings have been validated, they have the
knowledge to move forward, and they are capable of taking the next step (Booker et al.,
2021). When that step can be taken in community first, the likelihood that it will be taken

(and continue to be taken) increases.
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As | reflect on my research questions and my desire to explore what motivates a
student to choose to stay in university, it is clear from the assessed findings that it
includes the provision of psycho-social support, resources to help transition well from
high school to university, a focus on holistic health, and clear communication of
expectations. What seems to be the linchpin are the touchpoints, the vehicles that connect
those elements to the student, usually found in the form of staff, faculty, and students.
Whether it was feeling welcome at a chapel service, connecting with a professor or
counsellor in an advising session, or receiving help from the academic resource center,
the interactions had the opportunity to increase the students’ comfort level, care for the
students’ mental health, and build their confidence and performance with their studies.

In terms of the second research question, as to whether the first-year
programming at MSP is effective in achieving academic goals, reducing anxiety, and
improving student retention, the answer is a mix of yes, no, and more research is needed.
While the responses to the first-year programming and student engagement questions on
Survey #1 were mainly positive, gaps were identified. Emphasis needs to be placed on
creating environments that encourage mattering, behavioural change, and calling
development. Literature supports the importance of mattering as a key factor in a
student’s engagement (Flett et al., 2019), behavioural change as a key factor in student
transformation (Bunting & Williams, 2017), and calling development as a key factor in
student retention (Ensher & Erhardt, 2022). It is evident in the responses, that MSP is
attentive to the first-year students’ affective side by employing staff and faculty who care

about the students’ well-being and creating welcoming environments to do so; however,
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attention could be given in the cognitive and behavioural areas of the first-year
experience and further research could unpack each of these areas further.

The realization of where emphasis needs to be placed addresses the final research
question of what can be included in an effective mentorship intervention for first-year
students. While additional inquiry on the cognitive and behavioural aspects and further
research with this group closer to the end of their degree program could provide insight
for an effective intervention, the findings thus far provide enough information to begin to
lay the groundwork. In order to make recommendations on what could be included in a
proposed mentorship intervention, my conceptual framework will be revisited.

Recommendations

The combined findings support the assertions made when creating my conceptual
framework of engagement (Appendix A) focusing on affective, cognitive, and
behavioural elements. Impelled by a review of the pertinent literature, | envisioned what
a mentorship intervention that encourages holistic student engagement should include and
this study strengthened my resolve that a program that focuses on emotional (i.e., psycho-
social) well-being, psychological development, and behavioural change is key.
Otherwise, students could live in a state of immobility, detachment, or impetuousness.

The literature on mentorship focused on the importance of the mentoring
relationship, structured programming, and its interdisciplinary nature. Irby et al. (2017)
reported that the relationship was a driving factor in mentoring as it had the ability to
either positively or negatively affect a student’s interpersonal communication skills, self-
confidence, and understanding of the world around them. Yomtov et al. (2015) noted in

their study that the mentoring relationship is most successful when the mentors are
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accessible, dependable, and consistent with their feedback. Bunting and Williams (2017)
affirmed that sentiment when finding that transformation increases if mentoring includes
meaningful engagement and the opportunity to self-reflect with people they trust. This
can include peers if the individual is experienced and able to provide trusted advice; in
fact, Yomtov et al. (2015) studied the use of peer mentors in addition to adult advisors
and found that student connection increased to their institution and led to improved
retention. Survey #1 responses showed a pattern of high agreement in terms of feeling
welcome, moderate agreement in terms of knowing they mattered, and low to moderate
agreement on taking positive steps like meeting with an advisor or joining a faculty
society. One could infer from this pattern that steps were not taken because they had not
developed trusted, dependable relationship with any of the experienced guides overseeing
Welcome Week and Orientation. Even though everyone was very nice, strong connections
were not formed, so that students’ sense of mattering was low, and their actions were
stunted.

Mentoring should also be structured; it should include “internal process
ownership, ongoing mentoring pair support, linkage to organizational initiatives and
measurable outcomes” (Klinge, 2015, p. 165) in order to be successful. Alisic et al.
(2016) concurred that “a successful mentorship program hinges on three key factors—
i.e., the anticipated goals of a mentorship relationship [psychosocial support and stress
management], characteristics of the participants, and the structure of the program” (p.
854). The importance of structure was so prominent in my data that it formed a key
finding on the qualitative side with many staff and faculty seeking resources and training

on advising, measuring, and mentoring. Understanding that structured mentorship is

130



known to be an effective way of equipping others to achieve goals (Crisp & Cruz, 2009),
one professor noted, “We need to train faculty to mentor and engage students in not only
formal ways, but informal ways. Until we do that well, I think we won't be doing
retention as well as we should.” This affirms the importance of relational support systems
articulated by many of the interviewees.

Finally, an interdisciplinary focus is key in order to obtain a more complete
understanding (Repko, 2012) of mentorship that it is not simply discipline-specific
instruction and assessment but also a cohesive package of interpersonal connectivity,
shared understanding, and contextual factors (Carr et al, 2018). As noted earlier, where a
multidisciplinary focus would consider multiple disciplines but keep them separate
“interdisciplinarity analyzes, synthesizes and harmonizes links between disciplines into a
coordinated and coherent whole” (Choi & Pak, 2006, p. 351). This holistic focus is
important in mentoring otherwise it simply becomes discipline-specific tutoring. While
tutoring is often a necessary aid to first years as noted in this study’s findings, it is only
one piece. In order for the intervention to have long-lasting success even after the courses
change, it should include psychosocial support (Alisic et al., 2016). The need for
psychosocial support was evident in Survey #1 where only 64% felt the orientation
session put them at ease and 49% knew what to expect their first day of classes after
attending the orientation session. Academic information is helpful, but it is more effective
when it is delivered by an emotionally supportive source and in a setting that offers time
to reflect on the whole academic system and create holistic strategies for study. While
further research is necessary to drill into each of these areas further, the findings from this

small site-specific case study uphold the findings in current literature on mentorship.
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Therefore, as | consider what to recommend, it is encouraging that the five
collective findings (combined from quantitative analysis with the students and qualitative
analysis with the staff and faculty) each seek to promote at least one element of holistic
health (head, heart, and hands) in regard to mentoring. Recognizing that mentoring is the
activity that assists a student with the “exploration of his or her social and academic
environment and be a source of support to cope with the stress of adjusting to a new
school” (Larose et al., 2005, p. 400), it should begin on Day 1 of Year 1 to establish
engagement and continue throughout the year. Looking at my conceptual theory of

engagement, | recommend MSP strengthen their first-year programming in the following

ways:

1. To increase affective engagement, connection with the university community
needs to be improved through communication, older or more experienced peer
participation, and small group opportunities to dialogue.

2. To increase cognitive engagement, recall needs to be strengthened by applying
reinforcement through consistency, assessment, and rewards.

3. To increase behavioural engagement, positive action must be encouraged through

structured activities, partnership with older and more experienced peers, and

faculty and staff commitment.
As previously noted, the findings included insights gained from the questionnaires and
themes discovered in the interview transcripts. An application of these recommendations
to the combined findings can be viewed in the following paragraphs.

The first insight gleaned from the questionnaires completed by the first-year

cohort was that there is a difference between feeling welcome and knowing that you
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matter. This insight was matched by a prominent theme in the interview transcripts from
staff and faculty that there is a desire from all participants (students, faculty, and staff)
involved in the first-year experience, for structured objectives in teaching, mentoring,
advisement, and assessment. The understanding here is that as these elements become
more organized and strategic in terms of preferred outcomes then staff and faculty will
feel better equipped to teach, guide, and evaluate, and first-year students will feel cared
for and understand what is expected of them. In applying the recommendations to this
area, an interdisciplinary approach to student support is needed where the desired student
outcomes are integrated and not siloed between academics, extracurriculars, and campus
services. If assessment tools and mentorship practices could be applied in specific ways
to achieve the desired holistic outcomes, students will likely not only feel welcome and
respected but through structured connection times, also feel better understood and know
that they matter (as it is clear that they do to those interviewed). This holistic focus on
outcomes should include training for the faculty and staff and require their commitment.
The second insight derived from the questionnaires was the realization that a
focus on affective and cognitive pursuits did not necessarily produce action towards those
pursuits. The theme from the interviews that resonated with this insight was the
importance of holistic health. Those working with first-year students recognize that the
students’ health is a system with relational, mental, emotional, physical, and spiritual
subsystems and each requires attention when it comes to thriving. With this in mind, the
recommendation in this area is to have interventions that focus on the whole health of
students and to facilitate opportunities for students to learn through reinforcement and

reward, the benefit of some actions over others, to pursue transformational changes in
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their behaviour and learning. For this recommendation to be effective, space and time for
connection with faculty, staff, and older peers should be prioritized.

The third insight discovered within the first-year group was the importance of
academic resources and extra help. Similarly, a theme arose from the interviews where
the staff and faculty echoed that if their pursuit is to provide a welcoming environment it
should include both encouragement through affirmation and celebration as well as
encouragement through the provision of resources (for students to better understand the
academic material), space (for students to collaborate with each other), and activities (for
students to experience and grow with one another). Faculty and staff are explicitly
sharing (while students are implicitly relaying to them) that structured programming
needs to go beyond making students feel good about their academic choice. The
recommendation here is that community, collaboration, and doing life together socially
and academically also be encouraged. While some of this can grow organically, having a
foundational framework in place for it to grow from is recommended.

The fourth insight derived from first-year students was the connection between
their degree and their calling with a complementary theme noted from the staff and
faculty that a focus on individual development through increased expectations, service,
the identifying of a calling, and help with career preparation was needed. Therefore, it is
recommended that future planning and goal-mapping be applied in mentoring
relationships that include career counselling, to help students flourish during their first-
year study period and transition to the next stage of their development well. Dialogue

with upper-year students to hear their experiences and with faculty to know how courses
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prepare the student for different callings should be included after goal-mapping, prior to
career counselling.

The fifth and final insight was realizing that students felt empowered in their
studies but not in their experience outside the classroom, noting that they felt they lacked
influence when it came to institutional decisions. While this might seem like a moot
point, it could reveal a communication weakness on the part of administration which is
likely why the final theme found in the interview transcripts noted a need for improved
organizational understanding. Recognizing that some first-year students might not fully
understand their institution’s ethos, procedures, pace, and policies should be noted as that
could lead to misunderstanding and perpetuate miscommunication. It is recommended
that time be taken to connect the cognitive, the affective, and the behavioural elements in
a structured intervention for first-year students. In doing so, they could build their
knowledge, develop agency, and feel empowered to take ownership of their current
circumstances because their feelings will be validated, they will acquire the knowledge to
move forward, and be capable of taking the next step. When possible, it is recommended

that the next step be taken in community, first.

The recommendations above were determined based on the findings of this case
study and in reference to current literature. The conceptual framework and set of
recommendations could be applied in any post-secondary setting seeking to improve
first-year engagement and retention.

Summary
This chapter has offered a discussion of five key findings along with a series of

important recommendations. The findings have illuminated strategic areas where
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resources, tactics, and training should be applied at the case site; therefore, specific
implications for practice at MSP will be reviewed in Chapter 6. Implications for further

study with this sample cohort, will also be suggested.
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Chapter 6: Implications for Practice and Theory, and Concluding Thoughts

The study focused on a first-year cohort of students at a small Maritime post-
secondary institution with the goal of understanding why students choose to stay after
their first year and what institutions can provide by way of programming to encourage
that action. This research provided five key findings from the quantitative and qualitative
data: (a) feeling welcome and knowing that you matter are not synonymous, (b) affective
and cognitive inputs do not automatically create behavioural outputs, (c) supplemental
academic resources are needed by most, if not all first-years, (d) connecting one’s degree
to one’s calling is important, and () empowerment without influence affects student
agency. Based on these findings, strong recommendations were made in Chapter 5 to
improve student engagement in the areas of affective, cognitive, and behavioural
engagement. Since this case study was conducted at a specific institution with specific
programming directed towards first-year students, this chapter will look at the
implications of my recommendations for MSP. Implications for theory and further
research as well as concluding thoughts will also be addressed in this chapter.

Implications for Practice

The discussion of the survey results and interview themes and how both led to the
key findings, provided revelations that could be put into practice at MSP University to
strengthen student engagement. The proposed initiatives for MSP are highlighted in

Table 21 followed by recommended implementation steps.
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Table 21

Proposed Initiatives

Findings Findings (Faculty/Staff) Initiatives
(Students)
Welcome vs. | A desire from all players (students, Recommend changes to
Mattering faculty, and staff) for structured ID1000 and Academic
objectives, teaching, mentoring, Advising.
advisement, and assessment.
Affective + The importance of holistic health — Propose additions to
Cognitive # relational, mental, emotional, physical, Welcome Week and
Behaviour and spiritual. Orientation.

Importance of
Academic
Resources

A welcoming environment should
include both encouragement through
affirmation and celebration as well as
encouragement through the provision of
resources, space, and activities.

Suggest additions to
Welcome Week,
Orientation, and Course
Instruction.

Connection of

A focus on individual development

Recommend changes to

Degree and through increased expectations, service, | Academic Advising.
Calling the identifying of a calling, help with

career preparation.
Empowered, A need for organizational understanding | Propose additions to
yet lack of — its ethos, procedures, pace, and Orientation and 1D1000.
Influence policies.

Implementation of these proposed changes and additions to first-year programming are
described below.
Welcome Week

At present, during the first week of the fall semester students from all years of
study participate in a variety of activities planned by the MSP Student Association with

the purpose of welcoming the first-year students and connecting them with their upper
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year peers in a fun and relaxed atmosphere. Welcome Week activities include games,
food, movies, outings, and a charity event.

These are activities that provide an opportunity for students to feel invited and
know that they matter. An addition that could help students take steps towards ongoing
community engagement would be to organize a faculty society event for each discipline
during this week. That way, every student would have an opportunity to connect with
their society. Older students (from the same discipline) should be paired with each first-
year student and invite them to attend this event together. A number of the faculty
advisors noted in their interviews that societies were a great way to connect first-year
students with their discipline and their peers. Flett et al. (2019) noted that mattering in
university was positively related to cohesion and that “cohesion was described as a sense
of connection with an organization or group” (p. 671). If connections can start to be
formed within society groups early, first-years will likely feel more engaged with their
discipline and their peers.

Orientation Day

Currently, the day before classes begin, first-year students take part in an
orientation day that includes presentations by a variety of university staff including the
President and members of his team who represent academic affairs, campus housing, and
student life. Students also take part in a campus tour, meet the professors for their
discipline, share a special meal together, and are given a bundle of university swag and
important information.

The information supplied on this day is imperative and should be provided. That

said, if the goal is for students to retain the information, there needs to be a mechanism
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for reinforcement. Since there is a significant amount of information given on this day, |
suggest a short checklist (or fill in the blank) be provided with the bundle that students
can fill out during the information session and have for future use when needing to know
key information. This could also be in the form of a QR code. This action will increase
their retention of the information. I also suggest that an entertaining activity be integrated
into the information session where first-year students have an opportunity to answer
questions (e.g., game show) regarding the information for a small prize (e.g., $5.00 café
gift card). This reward system presented in an active and entertaining way will encourage
positive feelings and retention of information similar to how the interviewees used a
reward system to encourage information retention in their classrooms. This process is
also supported by Schiffman and Wizenblit (2019) in their research on behavioural
learning in regard to instrumental (or operant) conditioning and how behaviour can
change in anticipation of, or upon receipt of, a reward.
1D1000

Right now, this is a non-credit, 6-week course that is required for all first-year
students enrolled in traditional undergraduate studies. During the course, students are
introduced to university personnel through lectures covering such topics as academic
writing, research and library usage, mental health strategies, and effective study habits.

| propose that this non-credit course become a for-credit course with assessment.
These two structural changes will increase accountability and will also add opportunities
to measure the students’ learning and capabilities in key post-secondary areas. Picton et
al. (2018) discovered in their research that academic success depended on the goals and

motivation of the student. If ID1000 remains a non-credit course, it will not motivate the
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first-year students to complete the work. I also suggest that the assessment focuses on
interaction and collaboration as much as creation. For example, the first half of the course
could be project-based requiring students to meet with peers and faculty advisors to
complete assignments, and the second half could focus on academic writing. These two
elements, meeting with advisors and understanding the nuance of academic writing, were
shared by the faculty advisors as key areas needing improvement.
Chapel Sessions

At present, MSP University holds voluntary weekly chapel services that include
music and teaching that prompt students, staff, and faculty to consider and/or better
understand the Christian faith. As noted by Glanzer et al. (2017), “the liberal arts cease to
be liberal if they do not help humans cultivate and expand our understanding, experience,
and imitation of the triune God, especially God’s wisdom, holiness and grace, Christ’s
humility and redemptive love, and the fruits of the Spirit” (p. 264). Smaller versions of
these chapel services (called small groups) are held on Mondays each week providing
opportunities for students to connect interpersonally during the Fall and Winter
semesters, while large group chapel sessions (called chapel) are held on Tuesdays and
Wednesdays providing opportunity for students to connect corporately. Small-group
options are announced in chapel by the faculty or staff leader. Chapel and small-group
sessions are encouraged for all students but not required.

The weekly chapel sessions are well-received by those who attend. To increase
the first-year students’ notion that they matter and to build community, improvement
could be made in the promotion of small groups. These smaller gatherings provide

opportunity for first-year students to develop psycho-social connection through
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engagement. According to Moser (2018) small groups help young adults do life together
by providing safe places to ask questions, share challenges, and receive encouragement.
To foster participation, older students (who attend the small group) can promote the small
group (either with or in place of the faculty or staff leader) to the student body gathered
in chapel. This invitation by an older peer has been known to encourage participation in
social groups (Spiridon et al., 2020).

Academic Advising

Currently, every student is assigned an Academic Advisor (i.e., faculty advisor)
and students are encouraged to meet their advisors on Orientation Day. Academic
Advisors help students select and register for courses, plan their degree, and assist with
course changes and withdrawals. They encourage students to stay the course and offer
advice and instruction on how to do so effectively.

It is helpful that every new student is encouraged to meet their academic advisor,
but it should be structured in a way that the connection continues throughout the semester
regardless of whether the student needs to make a course change. | suggest that every
first-year student participate in a mentoring activity (assigned in 1D1000) that requires
them to meet with their advisor bi-weekly or once a month over the first semester for a
few reasons. First, the advisors can help students to understand what their chosen degree
program looks like in terms of coursework, extra- or co-curriculars, and career paths.
Secondly, students can work with their advisors to complete a goals map (first) and a
career map (second) that they discuss with their advisor, which thirdly should prompt
them to set an academic plan in pursuit of their career map. Of course, these plans will be

fluid and flexible, but the structured meetings will help them stay on course. The lack of
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interaction with advisees was noted in the interview transcripts with frustration.
Apparently, advising initiatives were more structured pre-pandemic at MSP and advisors
had observed positive results. Unfortunately, those initiatives ceased during the pandemic
and have not been reinstated. | also suggest that academic advising place mentoring as a
key focus that can include all of the administrative actions currently being undertaken but
under the umbrella of a holistic advisement that offers psychosocial support. This change
in focus should include a structured program and training for faculty administered during
the faculty retreat held late August where the Registrar reviews advising policy and
communicates initiatives for the upcoming academic year.

Course Instruction

At present, first-year students typically enroll in five courses per semester and
would attend the first session of each of their courses during Welcome Week. This first
session gives them the opportunity to meet their professor, obtain a course syllabus, and
receive an overview of the course followed by a time to ask questions.

Prior to this first session, it should be instituted that the professor of record email
the class to welcome them, remind them of the course location, and give information
regarding course texts. Faculty members mentioned that student engagement with course
texts was lacking; therefore, this pre-course connection could help foster interest in the
students to acquire the required materials. It would also be helpful during those first
weeks of the semester if each professor either invited a staff member from (or organized
a class visit to) the library and academic resource center. These visits could serve to
reinforce what was communicated during Orientation and ID1000 in terms of the

importance of these resources and how they are available and encouraged for all students
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at all levels of academic achievement. Since each discipline uses different sources in the
library and first-year students take a variety of courses during their foundational year,
there should not be an overlap of information. A discipline-specific focus on library
resources should support the transition to academic writing as noted by McNamara et al.
(2018) to be quite challenging for first-year students to navigate.
Implementation

Each of these recommendations should be preceded by faculty and staff training
during the month following the previous academic year and reviewed during faculty and
staff meetings held the week prior to the start of the semester. This training will hopefully
ensure all employees understand how mentoring activities can lead to transformation,
engagement, and retention, and are equipped with all necessary resources and prepared to

begin. Figure 8 provides a visual representation of the applied conceptual framework.
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Figure 8

Conceptual Framework of Engagement Applied
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Recommendations
for increased
affective
engagement:

-improve
connection with
university
community through
communication,
older peer
participation, and
small group
opportunities to
dialogue

-integrate into
Welcome Week,
Chapel Sessions,
and Course
Instruction

Recommendations for increased behavioural engagement:

-increase positive action through structured activities, partnership with older peers, and faculty and staff commitment

-integrate into Welcome Week, 1D1000, Academic Advising, and Course Instruction

If these recommendations are applied, first-year programming will focus on the

thinking, feeling, and doing of their students and this integrated approach should lead to

transformational learning and hopefully keep the students engaged in their academic

journey until graduation. | hope the recommendations I have proposed will be embraced

and implemented at MSP University. If they are, it would be helpful to administer my

first-year surveys again with the new first-year programming model in place to examine

whether positive behaviour increases, and student engagement improves. Finally, | also

believe it is imperative to interview the first-year cohort of 2021 during the winter

semester of 2025 to determine who stayed the course and to understand better why they

did.
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Implications for Theory and Further Research

Current literature on the first-year experience of post-secondary students
highlights first-year programming, student transformation, and student engagement as
key areas of focus for institutions seeking to help their new students transition well, form
positive attachments, and thrive (Arney et al., 2018; Bumbacco & Scharfe, 2020; Kahu &
Picton, 2022). Noting that student thriving includes emotional well-being, positive
psychosocial development, and academic success (Kahu et al., 2019), and these are also
emphasized in effective mentorship programs (Alisic et al., 2016), mentoring should be a
priority for institutions. My conceptual framework for engagement (Appendix A) while
theoretical could be applied in post-secondary settings with the analysis of social
processes and lead to a grounded theory in effective mentorship planning and provision
in higher education. Understanding that mentorship can take place in various forms is
reflected in my recommendations for older peer connections, advising interactions, and
small group dialogue. As a holistic approach to keeping students engaged in post-
secondary education it could also be used by researchers as a model when studying
mentorship, student transformation, student engagement, and retention in public and
private post-secondary. Noting that the three areas identified in my literature review as
significant to the area of mentorship were structure, relationship, and its interdisciplinary
nature, further research could apply the conceptual framework to each of these areas to
test its validity.

While this case study was able to capture key quantitative information in a variety
of areas relating to the first-year experience, student engagement, and student

transformation, it would be good to zoom in on each of the areas with a qualitative study
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with the same students in their fourth year to add to the description of the case. One area
highlighted by students and faculty is care. It would be important to unpack the
understanding of care in post-secondary by students, faculty, and staff with further
research, as it has affective, cognitive, and behavioural implications.
Concluding Thoughts

The growing attrition rate within Maritime post-secondary institutions is
unsettling because students are choosing to escape the pressures of higher education.
Using the case study method, | examined the first-year experience at a small Maritime
university and explored the phenomena of why students choose to stay in post-secondary
education. It is clear from the research that first-year students need to be mentored
through programming that is focused on producing positive feelings and thoughts and
structured to encourage positive action. This study suggests that thoughtful integration of
the three aspects of engagement will encourage transformational learning and keep the

students engaged in their learning.
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Appendix A: Conceptual Framework of Engagement

Engaging

Detached

© Amy Lean MacArthur

Immobile

Integrated

Impetuous

Transformative
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Appendix B: Questionnaires

Questionnaire #1

Participant Information:

Please circle the answer that best describes you.

Gender: Female Male Other

Home location: | | Domestic International ]

| |
Graduated high In 2021 Between 2016-2020 | Other
school:
- |

Pursuing which Arts Science Business Theology
discipline:

First-year Programming:

For each of the following questions, if you have not participated in the activity, please
circle N/A.

Welcome Week: Please circle the statement that best describes your experience during
Welcome Week.

1. How well | Do not Understand | Understand | Understand | Completely
do people at | understand | a little somewhat quite a bit Understand
MSP at all

University

understand

you as a

person after
participating
in Welcome
Week?
I R A R R B
2. How Not at all Slightly Somewhat | Quite Extremely
connected connected connected connected connected connected
do you feel
to the
university
staff at MSP
after
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participating
in Welcome
Week?

3. How
welcomed do
you feel by
the
university
staff at
MSP?

4. How
much
respect do
you think
other
students at
MSP
University
show toward
you?

5. How
much
respect do
you think
the faculty
at MSP
University
shows
toward you?

6. How
much do you
think you
matter to
others at

MSP
University?

7. How
possible is it
that you will
reach out to
a student

Not at all
welcoming

No respect
at all

No respect
at all

Do not
matter at all

Not at all
possible

Slightly
welcoming

A little bit
of respect

A little bit
of respect

Matter a
little bit

Slightly
possible

Somewhat
welcoming

Some
respect

Some
respect

Matter
somewhat

Somewhat
possible

Quite
welcoming

Quite a bit
of respect

Quite a bit
of respect

Matter
quite a bit

Quite
possible

Extremely
welcoming

A
tremendous
amount of
respect

A
tremendous
amount of
respect

Matter a
tremendous
amount

Extremely
possible
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you met
during
Welcome
Week?

8. How
possible is it
that you will
join your
faculty
society?

9. How
possible is it
that you will
attend
future MSP
Student
Association
events?

10. How
enriching is
your
experience
at MSP
University?

11. How
happy are
you with
your choice
to be a
student at
MSP
University?

12. If you
could go
back in time,
how possible
is it that you
would still
choose to be
a student at

Not at all
possible

Not at all
possible

Not at all
enriching

Not at all
happy

Not at all
possible

Slightly
possible

Slightly
possible

Slightly
enriching

Slightly
happy

Slightly
possible

Somewhat
possible

Somewhat
possible

Somewhat
enriching

Somewhat
happy

Somewhat
possible

Quite
possible

Quite
possible

Quite
enriching

Quite
happy

Quite
possible

Extremely
possible

Extremely
possible

Extremely
enriching

Extremely
happy

Extremely
possible
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MSP
University?

13. Did
attending
Welcome
Week make
you feel
more ‘at
home” at
MSP
University?

Not at all
‘at home’

Slightly ‘at
home’

Somewhat
‘at home’

Quite ‘at
home’

Extremely
‘at home’

Orientation: Please circle the statement that best describes your experience during

Orientation.

1.The
orientation
session
made me
feel
welcome.

2.The

orientation
session put
me at ease.

3. 1 knew
what to
expect the
first day of
classes
because |
attended the
orientation
session.

4. 1 knew
where to go
on the first
day of
classes
because |
attended the

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A
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orientation
session.

5. 1 made
my way
around
campus
easily
because |
participated
in the
campus tour
at
Orientation.

6. | feel
comfortable
visiting my
professors
because |
met them at
Orientation.

7. 1 know
when to
consult my
faculty
advisor
because |
attended the
orientation
session.

8. I connect
with my
professors
easily
because |
met them at
Orientation.

9. I visit my
faculty
advisor
when
necessary.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A

N/A
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10. The Strongly | Agree Disagree Strongly N/A
activities agree disagree
fair at
Orientation
taught me
how to
connect with
the MSP

communiti.

11. lam Strongly | Agree Disagree Strongly N/A
excited to agree disagree
get involved
in the MSP
community
now that |
have
attended the
activities
fair at
Orientation.

12. 1 have Strongly Agree Disagree Strongly N/A
selected an agree disagree
activity to
pursue at
MSP.

Student Engagement:

Please circle the statement that best describes your experience at MSP University to date.

Being

1. The Strongly | Agree Disagree Strongly N/A
faculty and | agree disagree
staff always
treat me in
a respectful
manner.

2. The Strongly | Agree Disagree Strongly N/A
faculty and | agree disagree
staff

genuinely
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listen to me
and validate
my
concerns.

3. The
faculty and
staff
understand
my issues
and
demonstrate
empathy for
my
concerns.

4. The
faculty and
staff
provide
reassurance
and support
to me.

5. The
faculty and
staff help
me to
believe that
| can
achieve my
academic
oals.

6. The
faculty and
staff help
me to be
hopeful
about my
future.

7. 1 feel
comfortable
to raise
concerns

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A

N/A
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about MSP
with the
faculty and
staff.

Belonging

8. | feel
welcomed at
MSP.

9. At MSP,
thereisa
place for me
and space
where | am
comfortable
to socialize.

10. At MSP,
I am
comfortable
to just be
present in
the space,
without
feeling
pressured to
articipate.

11. Since
arriving at
MSP, | feel
like I belong
somewhere.

12. At MSP,
| feel that |
am a part of
a
community.

13. At MSP,
| feel that |
have a social
existence.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A

N/A

N/A
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14. | have
the
opportunity
to be
involved in
decisions
about the
services at
MSP.

Strongly
agree

Agree

Disagree

Strongly
disagree

N/A

Becoming

15. | feel
involved at
MSP and
empowered
to make
decisions
about my
education.

16. As a
result of my
attendance
at MSP, |
feel that |
am better
able to
manage my
life.

17. Asa
result of my
attendance
at MSP, |
am
achieving

18.
Compared
to before |
arrived at
MSP, my
mental

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

mi ioals.

N/A

N/A

N/A

N/A
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health has
improved.

19.
Compared
to before |
arrived at
MSP, my
quality of
life has
improved.

20.
Participation
at MSP has
helped me
obtain
employment
ora
volunteer
position.

21. The
work | do at
MSP is
helping me
contribute to
my
community
in
meaningful
and valued
ways.

22. My
studies at
MSP allow
me to
understand
and
participate
in important
social
purposes in
my
community.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A
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Questionnaire #2

First-year Programming:

For each of the following questions, if you have not participated in the activity, please
circle N/A.

ID1000: Please circle the statement that best describes your experience during 1D1000.

1. The Strongly | Agree Disagree Strongly N/A
1D1000 agree disagree
session on
computer
services has
helped me do
better in
class.

2. The Strongly | Agree Disagree Strongly N/A
ID1000 agree disagree
session on
notetaking
has helped
me perform
better

academicalli.

3. After Strongly | Agree Disagree Strongly N/A
listeningto  pgree disagree
the Dean of
the Chapel in
1D1000, |
understand
how
attending
chapel can be
of benefit to
my post-
secondary
education.

4. The Strongly | Agree Disagree Strongly N/A
discussion in pgree disagree
ID1000 on
the
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importance of
a liberal arts
education has
strengthened
my decision
to stay in
university.

5. After
listening to
the Librarian
in 1D1000, |
feel better
equipped to
do research
and complete
assignments.

6. When the
University
Counsellor
spoke in
1D1000 about
stress and
resiliency, |
felt good
knowing
there is
someone |
can talk to
when | feel
overwhelmed.

7. The
1D1000
session on
study habits
has helped
me perform
better at
MSP.

8. The
ID1000
session on
writing skills

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A
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has helped
me perform
better at
MSP.

9. The
1D1000
session on
goal mapping
helped me
identify my
calling*.

*A calling
refers to “a
sense of
passion for a
particular
type of work,
along with
the belief that
this work is
meaningful”
(Ensher &
Erhardt,
2022, p. 327).

10.1 think the
1D1000
sessions will
help me
achieve my
academic
goals in
university.

11. 1 think
the 1D1000
sessions have
reduced my
anxiety about
attending
university.

12. The
ID1000
sessions have

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A
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encouraged

university

my degree.

me to stay in

and complete

Chapel: Please circle the statement that best describes your experience during Chapel to
date (includes small group chapel and mentoring groups).

1. How well
do people at
chapel
understand
you as a
person?

2. How
connected
do you feel
to the other
students at
chapel?

4. How
much
respect do
you think
other
students
show
toward you
at chapel?

5. How
much
respect do
members of
the staff and
faculty show

Do not
understand
at all

Not at all
connected

Not at all
welcoming

No respect
at all

No respect
at all

Understand
a little

Slightly
connected

Slightly
welcoming

A little bit
of respect

A little bit
of respect

Understand
somewhat

Somewhat

connected

Somewhat
welcoming

Some
respect

Some
respect

Understand
quite a bit

i

Quite
connected

3. How
welcomed
do you feel
by the staff
and faculty
at chapel?

Quite
welcoming

Quite a bit
of respect

Quite a bit
of respect

Completely
Understand

Extremely
connected

Extremely
welcoming

A
tremendous
amount of
respect

A
tremendous
amount of
respect
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toward you
at chapel?

6. How
much do

you think
you matter
to others at
chapel?

7. How
possible is it
that you will
attend
chapel
weekly?

8. How
possible is it
that you will
attend small
group
weekly?

9. How
possible is it
that you will
join a
mentoring
roup?

10. How
enriching is
your
experience
in chapel?

11. Does
your chapel
experience
affirm your
choice to be
a student at
MSP
University?

Do not
matter at all

Not at all
possible

Not at all
possible

Not at all
possible

Not at all
enriching

Not at all
affirms

Matter a
little bit

Slightly
possible

Slightly
possible

Slightly
possible

Slightly
enriching

Slightly
affirms

Matter
somewhat

Somewhat
possible

Somewhat
possible

Somewhat
possible

Somewhat
enriching

Somewhat
affirms

Matter
quite a bit

Quite
possible

Quite
possible

Quite
possible

Quite
enriching

Quite
affirms

Matter a
tremendous
amount

Extremely
possible

Extremely
possible

Extremely
possible

Extremely
enriching

Extremely
affirms
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12. If you
could go
back in
time, how
possible is it
that you
would still
choose to be
a student at
MSP
University
based on
your
experience
in chapel?

13. Does
attending
chapel make
you feel
more ‘at
home” at
MSP
University?

Not at all
possible

Not at all
‘at home’

Slightly
possible

home’

Somewhat
possible

Somewhat
‘at home’

Quite
possible

Slightly ‘at

Quite ‘at
home’

Extremely
possible

Extremely
‘at home’

Course Instruction: Please circle the statement that best describes your experience with

your courses.

1. | feel good
about my
performance
in class this
past
semester.

2. | feel at

ease talking

to my
rofessors.

3. I knew
what was
expected by
my
professors in

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A
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most of my
COUrses.

4. 1 will still
dowellina
course if |
choose to
skip a class
session.

5. 1 will still
dowellina
course if |
choose not
to complete
one of its
assignments.

6. My
professors
don’t notice
if I miss a
class.

7. My
professors
don’t care if
I miss a
class.

8. I should
have
dropped one
of my
courses this
semester.

9. I think
taking five
courses was
too much for
me to handle
this
semester.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A

N/A

N/A
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help from
the Writing
& Student
Success
Center.

this
semester.

for help at
the Writing
& Student
Success
Center.

10. I’'m glad |Strongly
I received agree

11. ’m glad |Strongly

| had a tutor |agree

12. 1 should |Strongly
have asked |agree

13. I should |Strongly
have agree
accessed a

tutor this

semester.

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly

disagree

Strongly

disagree

Strongly
disagree

N/A

N/A

N/A

N/A

Student Engagement:

Please circle the statement that best describes your experience at MSP University to date.

Being

1. The faculty
and staff
always treat
meina
respectful
manner.

2. The faculty
and staff
genuinely listen
to me and
validate my
concerns.

Strongly
agree

Strongly
agree

Agree

Agree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

N/A

N/A
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3. The faculty
and staff
understand my
issues and
demonstrate
empathy for

my concerns.

4. The faculty
and staff
provide
reassurance
and support to

5. The faculty

and staff help

me to believe

that | can

achieve my

academic
oals.

6. The faculty
and staff help
me to be
hopeful about
my future.

7. 1 feel
comfortable to
raise concerns
about MSP
with the faculty
and staff.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

i

N/A

N/A

N/A

Belonging

8. | feel
welcomed at
MSP.

9. At MSP,
there is a place
for me and

Strongly
agree

Strongly
agree

Agree

Agree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

N/A

N/A
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space where |
am comfortable
to socialize.

10. At MSP, |
am comfortable
to just be
present in the
space, without
feeling
pressured to
articipate.

11. Since
arriving at
MSP, | feel like
I belong
somewhere.

12. At MSP, |
feel that l am a
part of a

13. At MSP, |
feel that | have ¢
social existence.

14. | have the
opportunity to
be involved in
decisions about
the services at

MSP.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

communiti.

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A

N/A

Becoming

15. | feel
involved at
MSP and
empowered to
make decisions
about my
education.

Strongly
agree

Agree

Disagree

Strongly
disagree

N/A
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16. As a result
of my
attendance at
MSP, | feel that
I am better
able to manage
my life.

17. As a result

of my

attendance at

MSP, | am

achieving my
oals.

18. Compared
to before |
arrived at
MSP, my
mental health

19. Compared
to before |
arrived at
MSP, my
quality of life
has improved.

20.
Participation at|
MSP has
helped me
obtain
employment or
a volunteer
osition.

21. The work 1
do at MSP is
helping me
contribute to
my community
in meaningful
and valued

ways.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

has imiroved.

N/A

N/A

N/A

179



22. My studies
at MSP allow
me to
understand and
participate in
important
social purposes
in my

community.

Strongly
agree

Agree

Disagree

Strongly
disagree

N/A

Student Retention:

Please circle the answer that best describes your intentions.

I will return to MSP in the winter

semester. Iikeli Iikeli unIikeIi

I will complete my degree at MSP.

Very

Very
likely

Likely

Likely

Not

Not
likely

Very

Very
unlikely
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First-year Programming:

Questionnaire #3

For each of the following questions, if you have not participated in the activity, please

circle N/A.

Academic Advising: Please circle the statement that best describes your experience with
academic advisement.

1. | feel
comfortable
asking my
faculty advisor
for help with
course selection

2. 1 think
academic
advising is
important in
achieving my
academic goals.

3. 1 will meet
with my faculty
advisor to
discuss course
selection.

4. | have enjoye
discussing my
future calling*
with my faculty
advisor.

*A calling refer|
to “a sense of
passion for a
particular type
of work, along
with the belief
that this work i
meaningful”
(Ensher &
Erhardt, 2022,

327).

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A
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5. My faculty
advisor helped
me understand
how my courses
prepare me for
my future.

6. I understand
the role of a
faculty advisor.

7. 1 feel like

talking with my
faculty advisor
time well spent.

8. 1 would only
visit my faculty
advisor if |
needed to chang
a course.

9. | have not
talked to my
faculty advisor
since
Orientation.

10. I appreciate
that my faculty
advisor is
available to
discuss my
academic goals.

11. When it is
time to pick a
major or
concentration, |
will discuss it
with my faculty|
advisor.

12. 1 will meet

with my faculty|

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A

N/A

N/A

N/A

N/A

18

N



advisor to
discuss my
future career.

13. I know that
there are option
like internships
and co-op
placements that
will help me
work towards
my calling.

14. | feel
encouraged by
my faculty
advisor.

Strongly
agree

Strongly
agree

Agree

Agree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

Chapel: Please circle the statement that best describes your experience during Chapel to
date (includes small group chapel and mentoring groups).

1. How well | Do not Understand | Understand | Understand | Completely
do people at | understand | a little somewhat quite a bit Understand
chapel at all

understand

you as a

Eerson?

2. How Not at all Slightly Somewhat | Quite Extremely
connected connected connected connected connected connected
do you feel

to the other

students at

chaﬁel?

3. How Not at all Slightly Somewhat | Quite Extremely
welcomed do | welcoming | welcoming | welcoming | welcoming | welcoming
you feel by

the staff and

faculty at

chaﬁel?

4. How No respect | A little bit | Some Quiteabit | A

much at all of respect respect of respect tremendous
respect do amount of
you think respect
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other

students

show toward

you at

chaiel?

5. How No respect | A little bit | Some Quiteabit | A

much at all of respect respect of respect tremendous
respect do amount of
members of respect
the staff and

faculty show

toward you

at chaﬁel?

6. How Do not Matter a Matter Matter quite | Matter a
much do you | matter at all | little bit somewhat | a bit tremendous
think you amount
matter to

others at

chaiel?

7. How Not at all Slightly Somewhat | Quite Extremely
possible is it | possible possible possible possible possible
that you will

attend

chapel

Weekli?

8. How Not at all Slightly Somewhat | Quite Extremely
possible is it | possible possible possible possible possible
that you will

attend small

group

Weekli?

9. How Not at all Slightly Somewhat | Quite Extremely
possible is it | possible possible possible possible possible
that you will

joina

mentoring

group?

- r - r 71 [ 7]
10. How Not at all Slightly Somewhat | Quite Extremely
enriching is | enriching enriching enriching enriching enriching
your
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experience
in chapel?

11. Does
your chapel
experience
affirm your
choice to be
a student at
MSP
University?

12. If you
could go
back in time,
how possible
Is it that you
would still
choose to be
a student at
MSP
University
based on
your
experience
in chapel?

13. Does
attending
chapel make
you feel
more ‘at
home” at
MSP
University?

Not at all
happy

Not at all
possible

Not at all
‘at home’

Slightly
happy

Slightly
possible

Slightly ‘at
home’

Somewhat
happy

Somewhat
possible

Somewhat
‘at home’

Quite happy

Quite
possible

Quite ‘at
home’

Extremely
happy

Extremely
possible

Extremely
‘at home’

Course Instruction: Please circle the statement that best describes your experience with

your courses.

semester.

rofessors.

1. | feel hopeful about my
performance in class this

2. | feel at ease talking to my

Strongly | Agree Disagree | Strongly | N/A
agree disagree
Strongly | Agree Disagree | Strongly | N/A
agree disagree
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3. I know what is expected by
my professors in most of my
COUrses.

4. 1 will still do well in a course
if I choose to skip a class
session.

5. 1 will still do well in a course
if I choose not to complete one
of its assignments.

6. My professors won’t notice if
I miss a class.

7. My professors won’t care if I
miss a class.

8. I will probably drop one of

9. I think taking five courses is
going to be too much for me to
handle this semester.

10. If I need it, | will ask for
help from the Writing &
Student Success Center.

11. If I need one, | will get a
tutor.

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly | Agree Disagree | Strongly
agree disagree
Strongly | Agree Disagree | Strongly
agree disagree
Strongly | Agree Disagree | Strongly
Strongly | Agree Disagree | Strongly
agree disagree

Strongly
agree

Strongly
agree

Agree

Agree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A

N/A

N/A

N/A

N/A

N/A

mi courses this semester. airee disairee

Student Engagement:

Please circle the statement that best describes your experience at MSP University to date.

Being

1. The faculty and staff always
treat me in a respectful manner.

2. The faculty and staff
genuinely listen to me and
validate my concerns.

Strongly | Agree Disagree | Strongly
agree disagree
Strongly | Agree Disagree | Strongly
agree disagree

N/A

N/A
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3. The faculty and staff
understand my issues and
demonstrate empathy for my
concerns.

4. The faculty and staff provide
reassurance and support to me.

5. The faculty and staff help me
to believe that I can achieve my
academic goals.

6. The faculty and staff help me
to be hopeful about my future.

Strongly
agree

Agree

Disagree

Strongly
disagree

Strongly | Agree Disagree | Strongly
agree disagree
Strongly | Agree Disagree | Strongly
agree disagree

Strongly
agree

Agree

Disagree

Strongly
disagree

N/A

N/A

N/A

N/A

7. 1 feel comfortable to raise Strongly | Agree Disagree | Strongly | N/A

concerns about MSP with the agree disagree

faculty and staff.

Belonging

8. I feel welcomed at MSP. Strongly | Agree Disagree | Strongly | N/A
airee disairee

9. At MSP, there is a place for Strongly | Agree Disagree | Strongly | N/A

me and space where | am agree disagree

comfortable to socialize.

10. At MSP, I am comfortable

to just be present in the space,

without feeling pressured to
articipate.

11. Since arriving at MSP, | feel
like I belong somewhere.

12. At MSP, | feel that | am a
art of a community.

13. At MSP, | feel that | have a
social existence.

14. 1 have the opportunity to be
involved in decisions about the
services at MSP.

Strongly
agree

Agree

Disagree

Strongly
disagree

Strongly | Agree Disagree | Strongly
agree disagree
Strongly | Agree Disagree | Strongly
agree disagree
Strongly | Agree Disagree | Strongly
agree disagree
Strongly | Agree Disagree | Strongly
agree disagree

N/A

N/A

N/A

N/A

s Y IS N N

N/A

s Y S IS N N
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Becoming

15. | feel involved at MSP and
empowered to make decisions
about my education.

16. As a result of my attendance
at MSP, | feel that | am better

17. As a result of my attendance
at MSP, | am achieving my
oals.

18. Compared to before |
arrived at MSP, my mental

19. Compared to before |
arrived at MSP, my quality of

20. Participation at MSP has
helped me obtain employment
or a volunteer position.

21. The work | do at MSP is
helping me contribute to my
community in meaningful and

22. My studies at MSP allow me
to understand and participate in
important social purposes in my
community.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

able to manarlqe mi life.

Strongly
disagree

Strongly
disagree

health has imiroved.

Strongly
disagree

life has imiroved.

Strongly
disagree

Strongly
disagree

valued wais.

Strongly
disagree

N/A

N/A

N/A

N/A

N/A

N/A

N/A

N/A
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First-year Programming:

Questionnaire #4

For each of the following questions, if you have not participated in the activity, please

circle N/A.

Academic Advising: Please circle the statement that best describes your experience with

academic advisement.

1. I feel comfortable
asking my faculty
advisor for help with
course selection.

2. | think academic
advising is importan
in achieving my
academic goals.

3. I will meet with m
faculty advisor to
discuss course
selection.

4. | have enjoyed
discussing my future
calling* with my
faculty advisor.

*A calling refers to
““a sense of passion
for a particular type
of work, along with
the belief that this
work is meaningful”
(Ensher & Erhardt,
2022, p. 327).

5. My faculty adviso
helped me

understand how my
courses prepare me

for my future.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A

N/A
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6. | understand the
role of a faculty
advisor.

7. | feel like talking
with my faculty
advisor is time well
spent.

8. I would only visit
my faculty advisor if
I needed to change a
course.

9. | have not talked
to my faculty adviso
since Orientation.

10. | appreciate that
my faculty advisor is
available to discuss
my academic goals.

11. When it is time t(
pick a major or
concentration, I will
discuss it with my
faculty advisor.

12. 1 will meet with
my faculty advisor t(
discuss my future
career.

13. I know that therg
are options like
internships and co-o
placements that will
help me work
towards my calling.

14. | feel encouraged
by my faculty
advisor.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A

N/A

N/A

N/A

N/A

N/A
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Chapel: Please circle the statement that best describes your experience during Chapel to
date (includes small group chapel and mentoring groups).

1. How well
do people at
chapel
understand

you as a
erson?

2. How
connected do
you feel to
the other
students at
chapel?

3. How
welcomed do
you feel by
the staff and
faculty at
chapel?

4. How much
respect do
you think
other
students
show toward
you at
chapel?

5. How much
respect do
members of
the staff and
faculty show
toward you
at chapel?

Do not
understand
at all

Not at all
connected

Not at all
welcoming

No respect
at all

No respect
at all

Understand
a little

Slightly
connected

Slightly
welcoming

A little bit
of respect

A little bit
of respect

Understand
somewhat

Somewhat
connected

Somewhat
welcoming

Some
respect

Some
respect

Understand
quite a bit

Quite
connected

Quite
welcoming

Quite a bit
of respect

Quite a bit
of respect

6. How much | Do not Matter a Matter Matter quite | Matter a
do you think | matter at little bit somewhat a bit tremendous
you matter to | all amount
others at

chapel?

Completely
Understand

Extremely
connected

Extremely
welcoming

A
tremendous
amount of
respect

A
tremendous
amount of
respect
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7. How

possible is it

that you will

attend chapel

weekly in 2nd
ear?

8. How
possible is it
that you will
attend small
group weekly
in 2" year?

9. How
possible is it
that you will
joina
mentoring
group in 2d
year?

10. How
enriching was
your
experience in
chapel?

11. Does your
chapel
experience
affirm your
choice to be a
student at
MSP
University?

12. If you
could go back
in time, how
possible is it
that you
would still
choose to be a
student at

Not at all
possible

Not at all
possible

Not at all
possible

Not at all
enriching

Not at all
happy

Not at all
possible

Slightly
possible

Slightly
possible

Slightly
possible

Slightly
enriching

Slightly
happy

Slightly
possible

Somewhat
possible

Somewhat
possible

Somewhat
possible

Somewhat
enriching

Somewhat
happy

Somewhat
possible

Quite
possible

Quite
possible

Quite
possible

Quite
enriching

Quite happy

Quite
possible

Extremely
possible

Extremely
possible

Extremely
possible

Extremely
enriching

Extremely
happy

Extremely
possible
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MSP
University
based on
your
experience in
chapel?

13. Does Not at all Slightly ‘at | Somewhat | Quite ‘at Extremely
attending ‘athome’ | home’ ‘at home’ home’ ‘at home’
chapel make
you feel more
‘at home” at
MSP
University?

Course Instruction: Please circle the statement that best describes your experience with
your courses.

1. | feel good Strongly | Agree Disagree Strongly N/A
about my agree disagree
performance
in class this

past
semester.
- °r© 7 7 ]
2. | felt at Strongly | Agree Disagree Strongly N/A
ease talking agree disagree
to my
rofessors.

3. 1 knew Strongly | Agree Disagree Strongly N/A
what was agree disagree
expected by
my
professors in
most of my
COUrses.

4. 1 will still Strongly | Agree Disagree Strongly N/A
dowellina agree disagree
course if |
choose to
skip a class
session.
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5. 1 will still
dowellina
course even
if I choose
not to
complete one
of its
assignments.

6. My
professors
didn’t notice
if I missed a
class.

7. My
professors
didn’t care if
I missed a
class.

8. I should
have
dropped one
of my
courses this
semester.

9. 1 think
taking five
courses was
too much for
me to handle
this semester.

10. ’m glad I
received help
from the
Writing &
Student
Success
Center.

11.P’m glad I
had a tutor
this semester.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A

N/A

N/A

N/A
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12. 1 should
have asked

Strongly
agree

for help at
the Writing
& Student
Success
Center.

13. I should
have
accessed a
tutor this
semester.

Strongly
agree

Agree

Agree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

Student Engagement:

Please circle the statement that best describes your experience at MSP University to date.

Being

1. The faculty and staff
always treat me in a
respectful manner.

2. The faculty and staff
genuinely listen to me and
validate my concerns.

3. The faculty and staff
understand my issues and
demonstrate empathy for
my concerns.

4. The faculty and staff
provide reassurance and
support to me.

6. The faculty and staff
help me to be hopeful
about my future.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

I I S SN S S

5. The faculty and staff

help me to believe that I

can achieve my academic
oals.

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A

N/A

N/A
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7. 1 feel comfortable to Strongly |  Agree Disagree | Strongly N/A
raise concerns about MSP agree disagree
with the faculty and staff.

Belonging

8. | feel welcomed at MSP. | Strongly | Agree Disagree | Strongly | N/A
agree disagree

9. At MSP, thereis a place | Strongly | Agree Disagree | Strongly | N/A

for me and space where | agree disagree

am comfortable to

socialize.

10. At MSP, I am Strongly |  Agree Disagree | Strongly | N/A
comfortable to just be agree disagree

present in the space,
without feeling pressured
to participate.

11. Since arriving at MSP, | Strongly | Agree Disagree | Strongly | N/A
| feel like I belong agree disagree
somewhere.

|

12. At MSP, | feel that | Strongly | Agree Disagree | Strongly | N/A
am a part of a community. | agree disagree

13. At MSP, | feel that I Strongly |  Agree Disagree | Strongly | N/A
have a social existence. agree disagree

14. | have the opportunity | Strongly | Agree Disagree | Strongly | N/A
to be involved in decisions | agree disagree
about the services at MSP.

Becoming

15. | feel Strongly | Agree Disagree Strongly N/A
involved at agree disagree
MSP and
empowered
to make
decisions
about my
education.
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16. As a
result of my
attendance
at MSP, |
feel that |
am better
able to
manage my
life.

17. Asa
result of my
attendance
at MSP, |
am
achieving
my goals.

18.
Compared
to before |
arrived at
MSP, my
mental
health has
improved.

19.
Compared
to before |
arrived at
MSP, my
quality of
life has
mproved.

20.
Attendingl
MSP has
helped me
obtain
employment
ora
volunteer
osition.

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Strongly
agree

Agree

Agree

Agree

Agree

Agree

Disagree

Disagree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

N/A

N/A

N/A
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21. The
work | do at
MSP is
helping me
contribute
to my
community
in
meaningful
and valued
ways.

22. My
studies at
MSP allow
me to
understand
and
participate
in
important
social
purposes in
my
community.

Strongly
agree

Strongly
agree

Agree

Agree

Disagree

Disagree

Strongly
disagree

Strongly
disagree

N/A

N/A

Transformational Learning:

Please circle the answer that best describes your confidence, ability and pursuit.

graduate.

At the beginning of the semester, |
was nervous about how | would

Eerform academicalli.

I now feel confident in my academic

abiliti. aﬁree disairee

I used to think my intelligence level

was somethini I couldn’t chanie. aﬁree disairee

I now know that I have the ability

to imﬁrove mi inteIIicI;ence. acl;ree disairee

I entered university not knowing
what | wanted to do when |

Strongly
agree

Agree

Strongly | Agree

Strongly | Agree

Disagree

Disagree

Disagree

Strongly
disagree

Strongly

Strongly

Strongly | Agree | Disagree | Strongly
Strongly | Agree | Disagree | Strongly
agree disagree
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I have now identified a calling that | Strongly | Agree | Disagree Strongly
I would like to pursue. agree disagree

Student Retention:

Please circle the answer that best describes your intentions.

I will return to MSP in the | Very likely | Likely | Not likely Very unlikely
fall.
I will complete my degree Very likely | Likely | Not likely Very unlikely
at MSP.
I will complete my degree Very likely | Likely | Not likely Very unlikely
to pursue my chosen

Erofession.

I will complete my degree Very likely | Likely | Not likely Very unlikely
to achieve my calling.

Question Bank:

These additional questions may or may not be used in the questionnaires.

1.

If you have questions about your courses while at MSP, will you ask for advice? If
so, who will you ask? If not, why?

If you are feeling lonely or upset while at MSP, will you talk to someone about it? If
so, who will you talk to? If not, why?

Please circle all the areas below in which you would seek help if you were struggling
in university.
Financial Mental health Physical health Spiritual health

Please circle all the individuals below from which you would seek help if you were
struggling in university. Family Friends Professors Staff Students
Therapist Tutors

Have you met with your academic advisor to talk about your courses? If so, please
describe your experience (feelings and thoughts). If no, please share why you have
not met with your academic advisor.
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10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

Have you participated in an on-campus student life activity? If so, please describe
your experience (feelings and thoughts). If no, please share why you have not
participated in on on-campus student life activity.

Have you participated in an off-campus student life activity? If so, please describe
your experience (feelings and thoughts). If no, please share why you have not
participated in an off-campus student life activity?

Have you attended a MSP chapel service? If so, please describe your experience
(feelings and thoughts). If no, please share why you have not met attended a MSP
chapel service.

Have you chosen not to complete an assignment? If so, why?

If you answered yes to question #5, did you speak to someone about making this
choice before you made it? If so, to whom and why?

Have you chosen to skip a class? If so, why?

If you answered yes to question #7, did you speak to someone about making this
choice before you made it? If so, to whom and why?

Have you chosen to add a course? If so, why?

If you answered yes to question #9, did you speak to someone about making this
choice before you made it? If so, to whom and why?

Have you chosen to drop a course? If so, why?

If you answered yes to question #11, did you speak to someone about making this
choice before you made it? If so, to whom and why?

Have you chosen to participate in the service outreach program? If so, why?

If you answered yes to question #13, did you speak to someone about making this
choice before you made it? If so, to whom and why?

Did the pandemic influence your decision to attend university? If so, please
explain.

Have you thought about taking a semester off from your studies? Why or why
not?
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21. What is the most important reason you have for completing your university
degree? Please explain your answer.

22. What can your institution do to improve your university experience? Please
explain your answer.

23. In what ways can your institution encourage you to complete your degree? Please
explain your answer.
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Appendix C: Interview Questions

1) Please introduce yourself by stating your name, position, and length of time working
at MSP University.

2) In what way(s) do you think you contribute to the first-year experience for MSP
students, in your role?

3) In your opinion, to what extent has your contribution to date been effective in
engaging first-year students in their,

a. university community?
b academic studies?

C. faith development?

d calling?

4. It has been said that effective transformation starts with affective and cognitive
changes which then lead to long-lasting behavioural changes. Do you agree with this
statement?

5. If you answered ‘yes’ to question #4, what resources are needed in your role, to help
students think and feel positively?

6) Professional learning communities often ask themselves the following questions. How
would you answer these questions in relation to first-year students?

a. What do we want our students to learn?

b. How will we know if they learned it?

C. How will we respond if they’re not getting it?

d. What do we do for those who already learned it?

7) If you have not mentioned these already, what indicators do you look to when
considering whether improvement is necessary in engaging MSP’s first-year students?

8) What supports do you think are currently present at MSP University to encourage first-
year students to continue their education and complete their degree?

9) What supports do you think are needed at MSP University to encourage first-year
students to continue their education and complete their degree?

10) Is there anything I didn’t ask, that you would like to comment on, regarding the first-
year experience at MSP University?

11) To what extent do you think the pandemic has affected the first-year experience for
students?

202



Appendix D: Consent Form for the First Questionnaire

Principal Investigator: Amy Lean MacArthur
Advisor: Dr. Ken Brien
Study Title: Engagement, Mentorship and Transformation: A Case Study to Explore the
First-Year Student Experience
Institution: University of New Brunswick

What is this form?

This form is called a consent form. It will provide you with information about the present
study, such as why this study is being done and why you are being asked to consider
participating. If you have any questions about this study, you may contact me at the e-
mail address provided above. If you agree to participate in the study, you will be asked to
sign your name at the bottom of the form (paper copy). This form will be collected in a
separate envelope from the questionnaires.

Who is eligible to participate?
To participate individuals must:
-Be at least 18 years of age

What is the purpose of this study?

The purpose of this study is to understand why students leave university and how
institutions can encourage them to stay. The goal is that the information collected will
help MSP University develop mentorship interventions that will assist in student
engagement. The data will be used in my research study, which is part of the
requirements for my doctoral thesis for my PhD in Interdisciplinary Studies at the
University of New Brunswick.

How long will it last?
This questionnaire package should take roughly 15-20 minutes to complete.

What will I be asked to do?

You will be asked to answer the questions in a truthful manner to the best of your ability.
There are no right or wrong answers, only what is true for you. Don’t spend too long
thinking about a question. Often the first answer that pops into your head is the best one.

If any question makes you uncomfortable, you are not required to answer it. Your
participation in this study is completely voluntary and you have the right to opt out at any
time.

What are my benefits of being in this study?

You may not directly benefit from this study. However, we hope that your participation
will provide us with useful information regarding how best to help first-year students
succeed at university.
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What are my risks in participating in this study?
No risks are anticipated in association with this study. The time it takes to complete the
questionnaire may be a minor inconvenience.

How will my personal information be protected?

You will remain completely anonymous, and your IP address will not be recorded. All of
the paper records will be kept in a locked cabinet in an office at MSP University. All data
will be kept in a password protected computer. Data will be deleted/destroyed after the
completion of the study in accordance with the policies of the University of New
Brunswick and MSP University.

What if | have questions?

If you have any questions, please contact me, Amy MacArthur, or my PhD Supervisor,
Dr. Ken Brien at kbrienl@unb.ca or at 1-506-452-6213. You may also contact Dr. Dann
Downes, IDST Assistant Dean at downes@unb.ca.

This project has been reviewed by the UNB Research Ethics Board and is on file as
REB 2021-092.

204


mailto:kbrien1@unb.ca
mailto:downes@unb.ca

Appendix E: Consent Form for the Second, Third & Fourth Questionnaires

Principal Investigator: Amy Lean MacArthur
Advisor: Dr. Ken Brien
Study Title: Engagement, Mentorship and Transformation: A Case Study to Explore the
First-Year Student Experience
Institution: University of New Brunswick

What is this form?

This form is called a consent form. It will provide you with information about the present
study, such as why this study is being done and why you are being asked to consider
participating. If you have any questions about this study, you may contact me at the e-
mail address provided above. If you agree to participate in the study, you will be asked to
click the “I agree” button at the bottom of the page (online).

Who is eligible to participate?
To participate individuals must:
-Be at least 18 years of age

What is the purpose of this study?

The purpose of this study is to understand why students leave university and how
institutions can encourage them to stay. The goal is that the information collected will
help MSP University develop mentorship interventions that will assist in student
engagement. The data will be used in my research study, which is part of the
requirements for my doctoral thesis for my PhD in Interdisciplinary Studies at the
University of New Brunswick.

How long will it last?
This questionnaire package should take roughly 15-20 minutes to complete.

What will I be asked to do?

You will be asked to answer the questions in a truthful manner to the best of your ability.
There are no right or wrong answers, only what is true for you. Don’t spend too long
thinking about a question. Often the first answer that pops into your head is the best one.

If any guestion makes you uncomfortable, you are not required to answer it. Your
participation in this study is completely voluntary and you have the right to opt out at any
time.

What are my benefits of being in this study?

You may not directly benefit from this study. However, we hope that your participation
will provide us with useful information regarding how best to help first-year students
succeed at university.

What are my risks in participating in this study?
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No risks are anticipated in association with this study. The time it takes to complete the
questionnaire may be a minor inconvenience.

How will my personal information be protected?

You will remain completely anonymous, and your IP address will not be recorded. All of
the paper records will be kept in a locked cabinet in an office at MSP University. All data
will be kept in a password protected computer. Data will be deleted/destroyed after the
completion of the study in accordance with the policies of the University of New
Brunswick and MSP University.

What if I have questions?

If you have any questions, please contact me, Amy MacArthur, or my PhD Supervisor,
Dr. Ken Brien at kbrienl@unb.ca or at 1-506-452-6213. You may also contact Dr. Dann
Downes, IDST Assistant Dean at downes@unb.ca.

This project has been reviewed by the UNB Research Ethics Board and is on file as
REB 2021-092.
ELECTRONIC CONSENT: Please select your choice below.
Clicking on the "agree" button below indicates that:
* you have read the above information
* you voluntarily agree to participate

* you are at least 18 years of age

If you do not wish to participate in the research study, please decline participation by
clicking on the "Disagree" button.

Do you consent?

0 | Agree
0 | Disagree
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Appendix F: Consent Form for the Interview

Principal Investigator: Amy Lean MacArthur
Advisor: Dr. Ken Brien
Study Title: Engagement, Mentorship and Transformation: A Case Study to Explore the
First-Year Student Experience
Institution: University of New Brunswick

The purpose of this study is to understand why students leave university and how
institutions can encourage them to stay. The goal is that the information collected will
help MSP University develop mentorship interventions that will assist in student
engagement. The data will be used in my research project, which is part of the
requirements for my doctoral thesis for my PhD in Interdisciplinary Studies at the
University of New Brunswick.

Participants will be asked to take part in an in-person interview that will be audiotaped.
The interview questions will touch on the individual’s experiences working with students
during their first year of post-secondary study. The duration of the interview will be
approximately 60 minutes.

All personal information will be kept confidential and will only be disclosed with
permission from the participant or as required by law. Interviewees will receive a copy of
the transcription to be able to provide correction or further detail. Interviewees will also
be invited to request an executive summary of the findings upon completion of the
research study. In publications of this research the information will be presented in such a
way that it will be impossible to connect you with your responses. All data will be kept in
a password protected computer. Data will be deleted/destroyed after the completion of
the study in accordance with the policies of the University of New Brunswick and MSP
University.

Participation in this study is completely voluntary. If you agree to participate in this
study, you are free to withdraw at any time. You are also free to decline answering any
question involved in the interview. If you have any questions at this point, or anytime
during the interview process, | will be happy to answer them for you.

If you have any questions, please contact me, Amy MacArthur, or my PhD Supervisor,
Dr. Ken Brien at kbrienl@unb.ca or at 1-506-452-6213. You may also contact Dr. Dann
Downes, IDST Assistant Dean at downes@unb.ca.

Your signature below indicates that you have read this form and agree to participate in
this study.

Participant’s Signature Date

Participant’s Printed Name
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This project has been reviewed by the UNB Research Ethics Board and is on file as
REB 2021-092.
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