
1 
 

Student Mentor Training, 2016 
Tshwane University of Technology, South Africa 

 

 
Prepared by 

Nadia Barnard 
(M.Ed. B.Tech. HED) 

 
Tshwane University of Technology 

Directorate of Student 
Development and Support (SDS) 
SDS Practitioner / Programme 

Manager: Student Mentors @ TUT 
 

Tel: +27 12 382 5092 
Fax2mail: 086 517 5270 

E-mail: barnardmn@tut.ac.za 

 

2016 Article 

published corporate affairs The Student Mentors.docx
 

 

 

 
 
 
 

 

Setting 

Institution Tshwane University of 

Technology 

Faculty HEDS (Higher Education 

Development & Support 

Department Student Development and 

Support (SDS) 

Level 2nd and 3rd year students 

Course/module Various 

Pedagogical purpose 

of mentor training 

Student mentors are trained 

to assist students in their 

academic-, social- and 

personal-emotional 

transition at the university, 

and furthermore to assist 

students in grasping their 

academic subject content  
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1. Introduction to the training of student 

mentors 

The Student Mentors @ TUT Programme has grown by 

leaps and bounds: the numbers of student mentors 

trained by SDS (Student Development and Support) 

increased from 650 (2015) to 707 students (2016). 

Student mentors were drawn from all campuses to 

assist first-year students with their academic, social, 

personal and emotional transition to the University 

and to promote student success. The programme is 

designed to train student mentors to assist first-year 

students during their academic-, social- and personal-

emotional transition at the university, and 

furthermore, to assist students in apprehending their 

academic subject content during this time. 

The programme, which is a flagship of the Directorate 

of Student Development (SDS), was initiated in 2007. It 

is aligned with the University’s policy of enabling its 

students to form and maintain one-on-one or group 

mentoring relationships for academic or personal 

support, with the primary focus on well-being and 

academic success. 

This year’s Pretoria training programme took place at 

Camp Extreme Life (near Pretoria). Presentations were 

conducted on topics such as brain profiling, student 

mentorship guidelines, student mentor profiles, emotional intelligence, goal setting and motivation, 

problem-solving, learning styles and  memorising material. These topics also included, for example, 

bereavement, which is difficult to address for mentors, but they need to be prepared to encounter and 

assist students / mentees who experience feelings, thoughts and behaviours related to loss or suicide. 

The aim of the training was to prepare the mentors to recognise, support and refer such students to 

the relevant university support structures. “The training does not equip the mentors to act as 

professional psychologists or counsellors,” says Nadia Barnard, Programme Co-ordinator, and Study 

Practitioner at SDS. The Peer Mentoring Resource Booklet of TUT defines student mentors as “those  

who understand their interactions with students as not simply a job but as opportunities to help others 

discover the potential within them to succeed at university and in life”.  

 

Student Mentor training, 2016  
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Student Mentors are selected on criteria prescribed by the Mentorship Policy of TUT, and their 

mentorship training does not form part of their experiential training or extramural activities. SDS trains 

and develops students in mentoring for the sole purpose of assisting newcomers and students who are 

struggling to adjust to University life. 

 

Student mentor profile in 2016 

707 students from all TUT campuses 

Female and male 

The majority of student mentors are black African 

The majority are between 20-23 years of age 

Registered undergraduate students.  

 

Student mentors are selected according to academic performance, a positive approach and their 

motivation to serve other students. They are paid an honorarium by the academic departments in which 

they are located /residences. 

 

2. Mentoring role 

The Student Mentors’ Guide outlines its role as follows: a role which is played for between 2-5 hours per 

week, depending on the needs of the mentees. 

 

Roles of Student mentors at TUT 

As Friend 

• Offers friendship and emotional support 

• Builds trust and confidentiality in the mentoring relationship 

• Shows solidarity with students in critical situations 
 
As Guide 

• Shares knowledge of how the university functions 

• Introduces mentees to student services and support programmes 

• Refers mentees to appropriate professionals 
 
As Facilitator 

• Acts as link between the student and lecturer 

• Facilitates problem-solving 

• Encourages reflective and ethical behaviour 
 
As Change Agent 

• Breaks down social barriers 

• Encourages critical thinking 

• Challenges negative behaviour and attitudes 
 

 

 



4 
 

As Role Model 

• Displays high levels of commitment to academic achievement 

• Manages time effectively 

• Accepts responsibility and ownership for successes and failures 
 
As Motivator 

• Promotes personal growth 

• Inspires students to new heights of personal development 
Advocates winning attitudes and positive behaviour 

 
 

3. Mentor training 

Training is undertaken by SDS (Student Development and Support) and takes place on each campus, 

taking between 2-4 days, depending on the funding available for the training on each campus. Academic 

departments nominate Student Mentors to undergo training. After training, the academic departments 

and residences manage the mentors and mentorship in their faculties. 

 

 

In these attachments, a Student Mentor training programme is outlined, and  

a Guide for Student Mentors is provided: this document, which is given to 

mentors, contains information about their role, and their code of conduct, as 

well as practical information. 

 

GENERIC AND COMPULSORY TRAINING 
SOCIAL, PERSONAL-EMOTIONAL TRANSITION 

DAY 1 • Emotional Intelligence 

• NBI Brain Profiling 

• DVD of Heartlines 

• What is a mentor? 

• Effective Communication 

skills for mentors 

• Mentor Guidelines 

• Transition stages of 1st year students 

• Maslow’s Hierarchy of Needs 

• Basic helping skills 

• Diversity, change, stress and problem- 

solving skills 

ACADEMIC TRANSITION 

DAY 2 • Goal setting and motivation 

• Study Plan 

• Time Management 

• Learning Styles 

• Note taking 

• Summarizing 

• Memorizing 

• The Amazing Race 

• Financial Skills 
• Test- and exam techniques 

  

Student Mentor 

Training Program.pdf

Student Mentors 

Guide.rtf
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SPECIALISED TRAINING 

DAY 3 • Career information 

• Disability Buddies 

• Trauma, substance abuse, 

unintended pregnancy, TOP, 

personal safety  

• Academic mentors 

• Residence Mentors 

• Feedback of the NBI Brain Profiles 

• Guest speakers 

 
According to Barnard (2013: 166), the majority of Student Mentors (90,2%) indicated that the  

student mentor training programme was “good” to “excellent” at the Tshwane University of 

Technology. Student Mentors noted:  

The training was awesome and it was very encouraging in terms of how to go about interacting 

with mentees. 

 

I think the camp was good and the organising committee was excellent. I’ve learnt a lot about 

life skills and how to conduct myself towards mentees. SDS did a great job, thank you. 

 

The training was excellent, for me. I enjoyed myself and learnt a lot about mentoring students. I 

can’t wait to implement the skills and knowledge. They basically outdone their services and they 

welcomed us with warmth; we felt at home. 

 

4. The value of the Student Mentor programme at TUT 
 
In 2013, Barnard conducted a study of first-year student mentees’ perceptions of their institution’s 

transition to a University of Technology. According to Barnard (2013:166), this finding correlates 

positively with a study by Angelique et al. (2002:195) which indicated that peer mentors and protégés 

are of the same generation and share common experiences, and therefore peer mentors may  relate 

more easily to students who are in crisis. A large proportion of the mentees (87%) indicated that they 

felt at ease talking to a mentor about academic subject enquiries and career enquiries. Furthermore, 

various researchers – such as Campbell & Campbell (2007:135), Ferrari (2004:295), Jacobi (1991:505) 

and Johnson (2007:189) – found that traditional student mentoring has proven to be a valuable tool in 

assisting students’ transition into college. 

 

Academic Transition 

Eighty-four percent of the mentees and 90% of the non-mentees, respectively, could keep up with their 

academic work. There is an indication that the mentees gained somewhat more knowledge and skills 

from the mentoring sessions. There is considerable evidence that schools’ preparation is insufficient for 

the majority of students – who nevertheless ‘pass’ – and then struggle to succeed in the first years of 

university, leading to the persistent problem of low retention rates, at significant cost to students, their 

families and, of course, higher education. The researcher is of the opinion that – although the majority 
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of the respondents indicated that they could keep up with their academic work – academic transition 

poses a major challenge to first-year students.  

 

Mentees may have gained self-knowledge as well as learned about goal-setting during their mentoring 

sessions. This finding is aligned with research done by Cosser and Letseka (2010:11), namely that 

students plan to proceed to higher education but are thwarted by their academic performance in Grade 

12. They plan to study in one field and then find they are constrained from enrolling for their first-choice 

of study direction, because of their performance at school or by the unavailability of places to study. 

 

 Twenty-two percent of the mentees and 31% of the non-mentees respectively, found academic work 

difficult. This finding may indicate that the mentees were more aware of their academic challenges – 

and this may have been the reason why they sought help from an academic mentor. This finding shows 

a positive relation with the research of Fox et al. (2010:1) on the impact of student peer- mentoring 

programmes – the Mentor Accountant Project (MAP) – on first-year undergraduates’ academic 

performance in Scotland. Their findings indicate that first-year students – who had participated in the 

MAP – did not experience the same significant decline in their deep strategic approaches to learning as 

their non-MAP peers had. Likewise, the first-year students who had participated in a MAP demonstrated 

stronger academic performance in comparison to their non-MAP equivalents. 

 

Twenty-five percent of the mentees and 44% of the non-mentees, correspondingly, had informal and 

personal contact with their lecturers. These contacts may have enhanced the mentees’ academic 

performance. The finding also corresponds with the research of Astin (1993), where it was found that 

the strongest positive effect – regarding satisfaction with academic departments – involved 

environmental measures. Academic departments – which are interested in students’ personal problems, 

commitment to the institution and sensitivity to issues of minorities – are available for frequent 

interactions with students (Simpson, 2004: 13). 

 

Eighty-four percent of the mentees and 83% of non-mentees correspondingly, agreed that their 

academic goals and purposes were well-defined. It is suggested that the first-year orientation 

programme for all students should include sessions on goal-setting. This finding is supported by the 

research of Morris et al. (2003: 3), which disclosed that coping styles play an important role in goal-

setting achievement when included in orientation programmes. Students with low performance goal-

orientations tend to complete assignments and requirements as a means to an end – i.e. to earn a 

passing grade, to earn a course credit, or to fulfil an academic requirement for graduation – in 

comparison to students who employ learning goal-orientation. 

 

Of the mentees, 29%, and of the non-mentees 43% respectively, agreed that their self-motivation levels 

to study were low. This result underscores the findings of a study done by Simpson (2004:16) which 

revealed ‘…[that] students who are self-motivated to attend college or university – in order to attain a 

better career, or for personal development – tend to have better academic performance, than students – 

with a higher intelligent quotient (IQ) – who attended college or university, because it was what their 

parents expected.’ 
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Only 11% of the mentees and six percent of the non-mentees, correspondingly, had been giving a lot of 

thought to dropping out of university for good. This finding may be one of numerous factors that have 

an impact on the retention of students in higher education, helping students feel they are a part of the 

college or university community (Simpson, 2004:2), namely student satisfaction (Stodt & Klepper, 1987), 

academic readiness (Lang & Ford, 1988), financial support (Tinto, 1993) and institutional efforts (Gloria, 

Kurpius, Hamilton & Wilson, 1999: 257). 

 

Social transition 

Of both subgroups, 82 indicated that they had fitted in well, and felt part of the university environment. 

This finding emphasizes that –although universities have formal academic standards in order to 

persevere – there are no requirements for membership of the social structures of institutions. As a 

result, students who perform well academically may still leave college or university due to an inability to 

make successful social transitions (Simpson, 2004: 22). 

 

Fifty-five percent of the mentees and 57% of the non-mentees, in that order, agreed they had made a 

lot of friends that year. A possible way to enhance this result may be for peer mentors and protégés – 

who are of the same generation and share common experiences – to be considered to mentor students 

who are in some crisis (Angelique et al., 2002: 195). Nineteen percent of the mentees in the current 

study and 22% of the non-mentees correspondingly, agreed that they were very involved in social 

activities at university. This researcher maintains that students should be supported to become more 

actively involved in social activities presented by the TUT – and this will enhance their social transition.  

 

However, certain factors may hinder students from becoming more involved in social activities, as 

shown by research done by Furr and Elling (2000:5). The authors found that, because some students 

often perform off-campus jobs with heavy work schedules (i.e. more hours per week) – in an effort to 

earn money for college or university and other expenses – they are less likely to become involved in 

socialization. As far as social ties are concerned, 14% of the mentees and 23% of non-mentees, in that 

order, agreed that they had various close social ties to the university. This finding corresponds with the 

research of Hurtado et al. (1996: 135), who found that peer support is an important factor in improving 

the transition to college or university. It is recommended that students be encouraged to form and 

strengthen their social ties, inter alia by promoting social and sports events. 

 

Eighty percent of the mentees and 77% of the non-mentees, respectively, got along 

with their fellow classmates. This finding shows a relationship with the study of Astin (1993:398): ‘… 

students’ peer group is the single most potent source of influence on growth and development during 

the undergraduate years’. 

 

With regard to having good friends that they could talk to about their problems, 65% of the mentees 

and 56% of the non-mentees said they had good friends at university with whom to discuss their 

problems. This finding underscores a study done by Simpson (2004: 24) which indicated that the lack of 
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involvement [with friends] limits social transition and, as a result, limits college or university success in 

general. 

 

Sixty-six percent of the mentees and 73% of the non-mentees, respectively, were satisfied with their 

social life at university. This finding correlates positively with research by Hurtado, Carter & Spuler (in 

Simpson, 2003: 25) who found that the climate on campus has a more significant impact on the 

adjustment of a student than the student’s background characteristics. Opportunities should be created 

and promoted for freshman students to engage socially, in for example social activities between 

residences such as inter-residence sport and other social events. 

 

Personal-Emotional Transition 

As regards control of their emotions, 16% of the mentees and 25% of non-mentees, in that order, 

struggled to gain control over their emotions. This finding is along the lines of a study done by Baker & 

Siryk (1984b), which confirms that the amount of general psychological distress a student experiences 

during the transition process is the result of personal-emotional transition. Twenty-seven percent of the 

mentees and 45% of the non-mentees, correspondingly, did not find taking responsibility for themselves 

as easy. This finding confirms that mentoring can assist mentees to learn to take responsibility for 

themselves. Roberts (2000:145) describes mentoring ‘…as a process whereby a more knowledgeable and 

experienced person actuates a supportive role of overseeing and encouraging reflection and learning – 

within a less experienced and knowledgeable person – so as to facilitate that person’s career and 

personal development…’, and notes further that ‘…a mentor may also be a role model, coach and/or 

sponsor for the learner’ (Hagen-Hall & Verhaart, 2008:1). 

 

Relating to self-confidence, 22% of the mentees and 20% of the non-mentees respectively, had a lack of 

self-confidence in doing their academic work. This finding echoes the research of Black and MacKenzie 

(2008), that ‘…a sense of familiarity with the campus will engender students’ self-confidence, which is a 

prerequisite for a sense of belonging. Opportunities for learning and support, including peer support, 

must be offered in a flexible manner. The sense of belonging that can be achieved through all forms of 

peer support can play an important role in a student developing self-confidence.’ (Black & MacKenzie, 

2008: 10.) 

 

As far as the mentees are concerned, 40%, and of the non-mentees, 48%, in that order, indicated they 

were longing for home. This finding is supported by the studies of Chickering and Reisser (1993:399), 

which point out that, for the student living away from home, life in a residence – that provides a ready-

made community of peers – may affect the student in a number of ways. Most of the changes in a 

student’s attitudes, values, intellectual pursuits and career plans, happen between registration and the 

end of the second year. 

 

Sixty percent of the mentees and 64% of the non-mentees, correspondingly, were concerned about 

their finances. This finding is linked to the fact that financial issues have a considerable impact on 

retention in higher education. In this regard, Mokgalong (2009:21) contends that there is a need in 

South Africa to focus on socio-economic status (SES) – and introduce mechanisms that encourage 
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universities to grant access and establish appropriate mechanisms – to ensure success for students from 

the poor and most rural communities. 

 

Regarding control over their life-situation at university, 82% of the mentees and 73% of the non-

mentees correspondingly, felt they had a lot of control. Psychosocial support – such as encouragement, 

friendship, advice and feedback on performance – was also identified as a positive outcome of 

mentoring by mentees (Hansford, Ehrich & Tennent, 2004: 520). Seventy seven percent of the mentees 

and 89% of the non-mentees, respectively, were experiencing good health. 

 

 The results indicated that the majority of the mentees and non-mentees were healthy. However, some 

health factors that may influence students’ academic performance should be addressed – as this may 

impact on their studies. Fourteen percent of the mentees and 13% of the non-mentees, in that order, 

would rather work than be at university. This finding may illustrate why a common reason for high drop-

out rates is often given as inadequate finances, in conjunction with failure to cope with university life, as 

well as academic under-preparedness (Makoni, 2010:1).  

 

Twenty-nine percent of the mentees and 47% of the non-mentees correspondingly, experienced a lot of 

tension in coping with stress imposed on them at university. This finding shows an affinity with a study 

done by Simpson (2004:32), where it was found that the personal-emotional transition of a student is 

inter alia determined by the individual’s sense of psychological and physical well-being. It is the 

viewpoint of this author – regarding the study at hand – that personal-emotional adjustment has serious 

implications for adjustment to college or university, especially issues of social and academic adjustment. 

 

 

This case was compiled by Mrs Nadia Barnard, Programme Manager: Student Mentors @ TUT, 

Directorate of Student Development and Support (SDS), Tshwane University of Technology, South 

Africa 
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