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Abstract 

This paper presents the results of a qualitative study on the lived experience of a diverse sample 

of men (n=20) between the ages of 25 and 58 who were attending college beyond the traditional 

age (18-24 years).  As their proportion of postsecondary enrollment continues to decline, men in 

higher education must also navigate rigid gender roles characterized by self-sufficiency, 

invulnerability, and the pursuit of power and success. These characteristics limit their perception 

about the choices available to them and can impede their decisions to seek help when needed. 

The findings produced an interpretive advising model for use by advisors who work with men in 

postsecondary contexts. The model is intended for use by advisors as a non-threatening, to gather 

information from adult men in a brief and systematic fashion.  
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An Interpretive Approach to Advising Men in Postsecondary Contexts  

Introduction 

Practitioners enrolled in graduate programs quickly learn that “helping students is central 

to the history, goals, and responsibilities of student affairs work” (Reynolds, 2009, p. 8).  This 

fundamental value is reflected in the recent publication of ten professional competencies for 

student affairs practitioners (American College Personal Association & National Association of 

Student Personnel Administrators, 2010). One of them, advising and helping, is focused on 

providing “counseling and advising support, direction, feedback, critique, referral, and guidance 

to individuals and groups” (p. 6).  At the basic level of this competency the tasks include setting 

goals, facilitating reflection on the meaning of students’ experiences, and guiding decision-

making (p. 6).  While goal setting and decision-making are common activities, helping students 

to identify and reflect on their personal values and experiences can be challenging, particularly 

when theories or best practices on specific populations are limited.  

Fundamentally, advisors “are in the business of understanding; that is, they help students 

build the stories of their educations, and this co-creation of identities must be solidly based in 

understanding” (Hagen & Champlin-Scharaff, 2013, p. 224). This suggests an interpretive 

approach to advising that occurs on at least two levels. The first level is a dialogue between 

advisor and student, in which the advisor attempts to enter the world of the student by posing 

open-ended questions, listening carefully to the student’s responses, and being attentive to what 

is not explicitly stated.  As the conversation is occurring at the first level, the interpretive advisor 

simultaneously engages in an internal, self-reflective dialogue at the second level.  The advisor 

reflects on personal biases and the limits of his or her own skills, in order to avoid making ill-

founded judgments about what is best for the student.  Interpretive advising, when performed 
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well, mitigates the inequity between advisor and student and promotes an atmosphere of trust 

and reciprocity that lays the foundation for future advising activities. 

An interpretive advising approach is also useful when working with students who do not 

fit existing theories or when advisors lack knowledge of a specific population. Two well-

established trends in higher education enrollment—age and gender—present an important and 

timely opportunity for advisors to use interpretive advising to facilitate a deeper understanding of 

the lived experience of their students.  

Postsecondary Enrollment Trends:  Age and Gender  

Adult students (age 25 and over) are a significant percentage of postsecondary enrollment 

and their numbers are expected to increase. Data from the National Center for Education 

Statistics (NCES, 2012a) suggests that by 2020, enrollment of adult students will increase by 20 

percent, compared to 11 percent for traditional aged students (under 25). Although adults 

typically enroll in postsecondary education due to changing life circumstances or employment 

transitions (Kasworm, et. al 2000), most have limited knowledge about how their skills and 

abilities meet the needs of employers. In light of this contradiction, Jordan and Blevins (2009) 

recommended that advisors strive to “understand adult students’ motivation for enrolling in 

higher education” (p. 254) and to engage students in reflection about how adults achieve 

academic goals differently from traditional undergraduates.  

For three decades women have been the majority of undergraduates in higher education. 

NCES (2012b) reported that women were 57% of the total college and university enrollments in 

2011; in addition, NCES (2012c) found that men received less than half (43%) of all bachelor’s 

degrees awarded in 2010-2011. Over the last decade the gender gap has steadily widened. The 

disparity between male and female enrollment grew from 6.3% in 2000 to 7.5% in 2011 (NCES, 

2012d). This trend shows no sign of slowing:  although the percentage of adult men (15%) will 
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remain unchanged between 2010 and 2020, the percentage enrollment of traditional-aged men 

(18-24) is projected to decline from 27 percent to 25 percent of all undergraduates (NCES, 

2012a).  

Given these demographic trends, the lack of attention to the advising needs of men in 

postsecondary education literature is perplexing.  A robust body of literature, grounded in 

theoretical conceptions of masculinity (Brod, 1987; Connell, 2005), has grown rapidly over the 

last three decades.  The topics vary widely, including studies of men as students (Harper & 

Harris, 2010; Kellom, 2004; Laker & Davis, 2011) and related concerns, such as rogue culture 

(Kimmel, 2008), sexual identity (Dilley, 2005), homophobia (Hesp & Brooks, 2009), negative 

body image (Pope, Phillips, & Olivardia, 2000), and the adverse impact of traditional gender 

roles on stress and health (Courtenay, 2000).  

Advisors have long recognized that “the academic and career planning of students is 

deeply embedded in a gendered context” (Carlstrom, Kaff, & Low, 2009, p. 128). Despite this, 

Heppner and Heppner (2005) noted a “curious irony” (p. 172) in the advising literature related to 

men’s experiences. They explained that while early research drew exclusively from male 

samples that were white, ostensibly heterosexual, and economically privileged, men were rarely 

considered from a social and cultural perspective as gendered beings.  Arguably, they still are not 

viewed in this context (Harris & Struve, 2009).  Few, if any, meaningful studies have been 

produced in the last decade that explore the intersection of men’s academic and career concerns 

with other aspects of their identities.  

Masculinity in Advising Contexts 

An application of masculinity theory to advising contexts is beyond the scope of this 

paper. There are, however, several themes that are relevant to this study and apply to men across 

most social and cultural categories, including self-sufficiency, invulnerability, and power and 
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success. Individually and together, these characteristics influence how men perceive their 

academic and career options and the value they place on advising. 

Self-sufficiency. Geppner and Geppner (2005) observed that the ability “to take care of 

oneself, to not need others, and to be independent are all well-socialized characteristics for many 

men” (p. 176).  A man who is self-sufficient can survive by his own wits. To sustain the image of 

being “masculine and in charge while asking for assistance is a difficult balancing act” (Gysbers, 

Heppner, & Johnston, 2009, p. 109).  A traditionally masculine performance requires substantial 

investment of individual energy, resulting in physical and emotional strain over time.  Moreover, 

men tend to avoid seeking assistance for personal problems, relying on advisors and other 

professionals less frequently than women do (Alexitch, 2002; Gloria, Hird, & Navarro, 2001). 

Invulnerability.  Besides displaying physical strength, many men restrict displays of 

emotion, lest others perceive them as weak and effeminate (Kaufman, 1994).  Emotional 

expression (or the lack thereof) is a hallmark of gender boundaries. Summarizing findings from 

several studies, Shields (2002) concluded that men generally feel the same emotions as women; 

however, they are less inclined to express their feelings verbally and as frequently as women do. 

Clinically speaking, this phenomenon is referred to as normative male alexithymia (Levant, 

1998), a condition marked by a man’s “inability to put emotions into words” (p. 35).  

Power and success.  From childhood, men learn that “power is a capacity to exercise 

control” over others (Kaufman, 1994, p. 146).  A familiar and relatively benign manifestation of 

this power is the stereotypical male “breadwinner” (Nystrom, 2002).  Men will often seek power 

and status where they can find it, constantly assessing their progress against the success of 

others. Across several studies, men are reported to be more competitive than women (Rhoads, 

2004; Meara & Day, 1993) and to seek out competitive situations in order to prove their status as 

“success objects” (Schlossberg, 1984, p. 82).  
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The foregoing discussion identifies three critical issues related to advising men who are 

adult students. First, declining enrollment trends imply that engaging and retaining men is an 

important concern for advisors and institutions. Second, as a group, men are constrained by rigid 

gender roles characterized by self-sufficiency, invulnerability, and the pursuit of power and 

success.  These values and motives perpetuate beliefs about what men should do; they can also 

limit men’s perceptions about the career choices available to them.  And, third, despite increased 

attention to men’s lives in higher education, the literature has yet to explore the implications of 

advising men as gendered beings.  

Conceptual Framework 

There are three components to the conceptual framework guiding this study. First, 

masculinity ideologies (Brod, 1987) are the dominant and collective assumptions about what it 

means to be a man in U.S. culture.  In this study, masculinity ideologies are presumed to interact 

with an individual man’s disposition (Freeman, 2007; Ritchhart, 2002).  A byproduct of this 

interaction for the individual is assumed to be the motivation to achieve meaningful goals by 

prioritizing tasks and related projects (Carver & Scheier, 1998).  Each component is further 

explained in the following discussion. 

Masculinity Ideologies 

Ideologies are widely held assumptions that “function as ‘prepackaged’ units of 

interpretation that are useful for regulating interpersonal relationships and navigating social and 

political life” (Jost, Ledgerwood, & Hardin, 2008, p. 175).  Ideology concisely facilitates an 

awareness of what others think, believe, and are apt to do.  Specifically, masculinity ideologies 

(Brod, 1987) are a socially-constructed set of beliefs and opinions about masculinity that “derive 

from the fact that men perform the same social roles across almost all cultures—procreation 

(father), provision (worker), and protection (soldier)” (Levant, 2011, p. 768).  Considering these 
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duties and the particular artifacts and beliefs a man prefers (e.g., television shows, political 

candidates, recreational activities, etc.), it is possible to discern how a man perceives his gender 

role and what he believes society expects of him and what he is entitled to receive in return.  

A long-standing and dominant masculinity ideology in the U. S. renders men as tough, 

strong, success-oriented, and willing to fight to defend themselves (David & Brannon, 1976; 

Wilson, Harper, Hidalgo, et al., 2010). Variations to the dominant ideology have evolved, 

influenced by social and economic trends, and mediated by the lived experience of men from 

diverse backgrounds. For example, gay men may negotiate traditional masculinity ideology 

differently, as might men raised by single mothers and who accept an equal role for women in 

marriage and work. Regardless of his choice to endorse or reject them, masculinity ideologies 

persist and influence what it means to be a man in U. S. culture (Smiler, 2004).   

Until very recently, masculinity ideology in any form was framed as pathological; 

researchers were interested in measuring anxiety and strain by the degree to which men endorsed 

the standards it sets (Levant & Richmond, 2007; Liu, Rochlen, & Mohr, 2005). In contrast, this 

study follows an emerging trend in the literature that attempts to elaborate the strengths or 

positive implications of masculinity, thus countering the toxic masculinity meta-narrative (Harris 

& Harper, 2012; Kiselica & Englar-Carlson, 2010).  

Disposition 

In broadest terms, dispositions are manifest in behavior that arises from cognitive 

processes involving one’s values, beliefs, and motives (Burant, Chubbuck, & Whipp, 2007). 

They emerge from the individual’s unique experience of valuing (Freeman, 2007) as well as 

awareness, ability, and motivation to act (Ritchhart, 2002). Dispositions are self-regulated rather 

than automatic or involuntary (Sockett, 2009). They are constructed by the individual in a 
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particular time and place in response to specific circumstances, in order to achieve a specific 

outcome or goal (Villegas, 2007).  

In this study, a disposition is observable behavior, influenced by a specific context, which 

arises from the interplay among a man’s awareness, values, motivations, and abilities. Consider 

Troy, for example. A father of two who has been a graphic artist for seven years, he has lost 

passion for his career and new projects are dwindling. After talking to some of his wife’s friends 

who are nurses, he decides to become a nurse too. Troy has no idea where to go to school or 

what to expect as a male nurse, but he is highly motivated to explore his options given his 

declining income and demands from his partner to get a job with higher salary—or else. 

 From a dispositional perspective, Troy is aware that he no longer has a passion for his 

current career. Furthermore, he is not making enough money to support his family and his skills 

and abilities are limited, preventing him from pursuing a new job in his field. This situation puts 

Troy at odds with traditional masculinity ideology. He must reassess the high value he once 

placed on “manly” values, like the independence of being self-employed and the pursuit of 

financial success; moreover, he is now considering a career in nursing, which he always thought 

was for women or gay men. Troy’s awareness of his poor financial situation, coupled with 

plentiful, well-paid opportunities in nursing have realigned his values and motives. His 

obedience traditional masculinity ideology is disconnected. Now he must seek guidance from 

someone to achieve his goals (a dispositional behavior contrary to his established pattern). 

Hierarchy of Goals   

Carver and Scheier (2005) explained how individual “actions (and the goals to which 

they relate) form a hierarchy” (p. 535).  Based on what is most important to them, individuals 

prioritize goals using a dynamic, value-based ranking process called hierarchicality (p. 535). 

This process can be conceived of as a multi-tiered pyramid.  At the highest level of the structure 
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are “system concepts” (p. 535) that are “central to the overall sense of self” (p. 536), such as 

living a good life.  Intrinsic goals like this “are attained by attaining the concrete goals that help 

define them” (p. 535) located at lower levels of the pyramid.  Thus, an individual may make 

countless, lesser choices that contribute to achieving larger goals. Ultimately, these goals lead to 

the attainment of a superior goal:  the good life.   

A return to Troy’s story will illustrate hierarchicality in lived experience.  Now in his 

second semester of nursing school, Troy began at the base of the pyramid.  He mastered specific 

micro-tasks first.  To do this, he studied anatomy and microbiology textbooks to learn medical 

terms and he attended clinical simulations to observe patient care protocols.  In future semesters, 

as he continues through the curriculum, the micro-tasks he learned will support larger 

performance goals at higher levels of the pyramid, such as writing a treatment protocol or filling 

a syringe.  The more complex the projects Troy learns to perform, the higher the level of the 

pyramid he will progress, building on the tasks and actions learned below as a foundation.  

The pyramid concept also illuminates the many paths individuals can select in the quest 

for self-creation (Carver & Scheier, 2005). It suggests that, over time, investing personal 

resources to acquire a diverse set of skills leads to the development of plans and a repertoire of 

value-driven behaviors in pursuit of personal goals (Carver & Scheier). The pyramid also 

suggests that an individual who encounters an obstacle on the path to a fulfilling life can redirect. 

For example, if a subset of Troy’s nursing skills becomes obsolete in the future, he can refresh 

them by learning new skills (at the lower level).  As Troy acquires new skills, new paths to the 

top are created, and the journey to the ideal self is continued.  

Hierarchicality (Carver & Scheier, 2005) is a core element of this study’s conceptual 

framework; it suggests that individual men have agency in constructing an affirming personal 

ideology of masculinity.  Contrary to the notion that traditional masculinity ideology adversely 
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impacts their choices, the conceptual framework hypothesizes that men can achieve academic 

and career success by acknowledging the impact of traditional masculinity ideology, reflecting 

on their dispositions, and prioritizing personal goals through hierarchicality.  Advisors who wish 

to help men reflect critically on their goals, responsibilities, and expectations in the context of 

social expectations can use the interpretive advising approach described in this paper.  

Purpose of the Study 

There were two purposes for this exploratory study. The first was to understand the 

experience of men in postsecondary contexts who seek guidance from an advisor for academic 

and career concerns. The second was to create a model for interpretive advising that is grounded 

in the lived experiences of men who could benefit from it. The model is intended to assist 

advisors in facilitating a focused discussion in a short period of time that can identify critical 

issues and form the basis for subsequent advising activities. 

The question that guided study asked, how do men in postsecondary settings engage with 

advisors and support services? The Institutional Research Board approved the study, and I took 

rigorous steps to preserve participant confidentiality. 

 

Methodology 

The qualitative research design for this study was interpretive interactionism (Denzin, 

2001), a rigorous search for “the conceptual categories persons use when they interact with one 

another and create meaningful experience” (p. 41). In this study, interaction is the tension men 

experience as they reconcile their individual dispositions with traditional masculinity ideology 

that frames higher education, particularly for adult men, as undesirable (Archer, Pratt, & Phillips, 

2001). The meaningful experience, in this study, is an interpretive advising approach applied by 

a knowledgeable and attentive advisor. 
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Data Collection Procedures 

Data were collected from an open-ended, semi-structured interview protocol. Denzin 

(2001) underscored the importance of collecting “thick description” from participants that was 

“biographical, historical, situational, relational, and interactional” (p. 107). Thus, I gathered data 

on each participant’s life history, motivation to pursue higher education, and experiences with 

institutional support services. Approximately 35 hours of audio recordings were collected and 

transcribed for subsequent analysis. 

Participants 

Table 1 summarizes participant demographic data.  The men (n=20) ranged in age from 

24 to 58. The median age was 32 and the mean was 35.5 years. The sample was racially and 

ethnically diverse, including: White (45%; n=9); African American (20%; n=4); Hispanic, non-

white (15%; n=3); Middle Eastern (10%; n=2); Asian Pacific Islander (5%; n=1); and, Native 

American (5%; n=1).  Two (10%) men self-identified as gay.  

One participant did not graduate from high school. Half of the participants either 

graduated from high school (n=6) or passed a general equivalency exam (n=4). The other half 

reported completing two or more years of college (n=4) or had earned a graduate degree (n=5).  

Participants’ relationship and family status included: never married (30%; n=6); married 

or in a long term relationship (35%; n=7); and, divorced (35%; n=7). At the time of the 

interview, two divorced participants were expecting to marry in the immediate future. Finally, a 

majority (60%; n=12) of the men had fathered or adopted children. 

Data Analysis 

Interpretive interactionism (Denzin, 2001) and modifications to it suggested by Sheehan 

(2004) guided the six steps of data analysis. These were: (a) capture, (b) bracketing, (c) theming, 
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(d) conceptualizing, (e) refining, and (f) categorizing. Consistent with the iterative and reflexive 

nature of qualitative inquiry, some steps occurred simultaneously, as described below. 

Capture and bracketing were concurrent. Using the conceptual framework as a guide, I 

searched for words and phrases that evoked dispositional elements (e.g., values, motives, 

abilities, awareness), masculinity ideologies, and goal orientation. As data were identified, I 

assigned the text a code that captured its meaning. Next, I searched the data looking for “patterns 

of meaning within the statements, including the assumptions and interpretations made by the 

participants about themselves and others” (Sheehan, 2004, p. 395). I noted repeated instances 

where words or descriptions were closely associated with the same or similar phrases in other 

transcripts. Analysis in these two steps produced a list of 150 codes.  

Theming and conceptualizing were also performed concurrently with the aid of NVivo10, 

a qualitative data analysis software. In theming, I used features of the software to explore the 

entire dataset and code additional exemplars. Next, conceptualizing intensified the analysis. I 

gathered related codes into broad concepts. For example, the codes goal and aspiration were 

often interchangeable. I grouped these codes into a single theme called goals. Similarly, the 

codes dream, hope, wish, and desire were grouped into a single theme called dreams, reflecting 

their associated meaning. The 150 codes identified in bracketing were reduced to 55 concepts. 

The analysis was further intensified in the refining step. Guided by the research question 

and conceptual framework I refined the 55 concepts into four superior themes that were 

applicable to the experience of each participant. The superior themes that emerged through 

refining were identity, ideology, and incentive. Each of the 55 concepts were assigned to an 

appropriate superior theme. 

Finally, through categorizing, I organized the superior themes into a “logical 

representation of the stories of the participants” (Sheehan, 2004, p. 395). Fulfilling the purpose 
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of the study, I categorized the superior themes in relation to each other in order to construct an 

interpretive advising model for use with men in postsecondary contexts.  

Credibility and Trustworthiness 

Credibility is typically judged by the strength of the relationship between the findings and 

the reality of the participants from which they are drawn (Bogdan & Biklen, 2003). By 

interviewing multiple participants about the same phenomenon I gathered multiple perspectives 

on what it means to be an adult man in college who is in need of guidance from an advisor. 

There was a high “degree of convergence” (Patton, 2002, p. 559) among the data gathered from 

each participant and across the dataset. All contrasts and similarities were incorporated in the 

findings (Miles & Huberman, 1989).  

As an additional measure, participants were asked to member check their contribution to 

the study (Creswell, 2003; Patton, 2002). This occurred in follow up contacts with each 

participant after the capture step in data analysis. At the conclusion of data analysis, 70% (n=14) 

of participants had endorsed their transcripts. No factual or historical errors were reported by the 

participants who responded. 

Limitations of the Study 

Opinions in the literature vary widely about the ways in which qualitative findings can be 

transferred to other settings. There was no intent to produce findings that could be generalized 

beyond the participants in the sample. Instead, the focus of this study was to produce “universal 

statements of general social processes” (Bogdan & Biklen, 2003, p. 32) that may be transferred 

to similar contexts beyond this study.  

Findings 

The analysis identified three categories related to men’s experiences:  identity, ideology, 

and incentive. Each is explained below, with their associated themes and exemplars. 
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Identity 

The analysis of data through the lens of disposition produced two themes that captured 

the identity of all participants. Men in the study could be categorized as either providers or 

entrepreneurs. The data indicated these identities were exclusive. 

Provider. Also known as breadwinner, providers were externally focused. They were in 

college to earn a degree, which would result in a higher salary and would help them to care for a 

family as the sole or primary wage-earner. Providers tended to be married or in a long-term 

relationship. Doug’s experience was representative of most providers: 

There are some things that are expected of me. I’m a husband and a father. The 

number one thing is provide for my family. I have to put food on the table, make 

sure the roof is still there, but I still have to be there for the “Dad, I need a hug,” or 

“Dad, can you help me with this?” or “Go see what your son did!” 

Entrepreneur. In contrast to providers, entrepreneurs were internally focused. They 

were likely to be single or divorced. They were in college to acquire information, which would 

help them to establish credibility and, ultimately, to reach their dreams.  Entrepreneurs were 

undeterred in their drive to succeed. Although a degree may result in a high salary, it was not 

essential to their decision to enroll. They had a practical approach to learning, gathering 

information where and when they wanted it. Nathan explained: 

I would interview people and I talked to people that had already acquired what I 

wanted to acquire or had already succeeded in areas that I needed to be 

successful in.  And just picking up practical information that I could actually 

apply to what I was doing. I, at no point really, absolutely believed that you’ve 

got to have this degree. 
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Where providers carefully considered the impact of their choices on significant others, 

entrepreneurs followed their dreams. Providers were in college to earn a degree and, ultimately, 

to increase their earning capacity. Entrepreneurs were ambivalent about a degree. They sought 

information and transferable skills to achieve professional success. 

Ideology 

All participants endorsed a traditional masculine ideology that was characterized by duty 

and responsibility. When asked to describe what it means to be a man, participants offered 

descriptions such as “strong” and “hard working.” Andy’s comments reflected those of most 

participants: 

We’re supposed to work for the most part. We’re supposed to fill a certain role. 

Men are supposed to work from 9 to 5 and they’re supposed to get dirty and 

they’re supposed to do the man jobs. You’re expected to come home and not 

clean the house, not do the dishes, not do homework with the kids.  

Beyond the essential duties of the male role described above, ideology was further 

classified in three themes: (a) discipline; (b) challenge; and, (c) legacy.  

Discipline.  All participants perceived discipline as fundamental to being a man. Men 

came to their unique understandings of self-control in diverse contexts ranging from the military, 

drug rehabilitation, religious life, and gang affiliation.  

Isandro, a veteran of the Marines, explained how his service pushed him to the limits and 

taught him that despite physical and mental hardships, “I can do a job wherever I’m at; I started 

thinking that there is no excuse for me not to do well.” Likewise, Orlando’s military service 

influenced his view of the connection between discipline and college success: 

I think that those survival skills has helped, it’s helped me in, in my education 

pursuit by sticking to my guns, figuring stuff out and having the discipline even 
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when I don’t know exactly what I’m doing.  That’s a philosophy that I’ve kept 

with me for all of these years including in education. When I say, “I’m not the 

smartest person in the world, but I know how to stick by stuff and figure stuff 

out,” well, that comes from military.   

Unlike the military’s demand for discipline based on duty to one’s country, drug 

rehabilitation programs and religious communities taught self-control by emphasizing faith and 

commitment to spiritual truths. Frank observed: 

Rehab or some place like that educates you and just gives you doors, different 

doors to open that you actually can do things and you start seeing the world a 

little clearer. You really have no idea who you are or you don’t really find 

yourself until you’ve lived on your own for awhile and then you start paying 

your own rent and waking up every morning and not “coming to” every 

morning, seeing the world for what it actually is.   

Although he was more proud of his military service than gang affiliation, Sandoval 

offered his analysis of discipline in both institutions: 

The military is nothing bigger than a gang. It’s the same way the gangs work.  

One guy you never met is telling you to go to kill people that you’ve never met.  

It’s the same thing.  [Gangs] don’t, they just don’t have that much money.  It’s 

basically the same, different levels of command, the higher-ups.  The more 

important you are, the more people you can tell what to do.   

Challenge.  The pursuit of challenge was another aspect of what it means to be a man. 

Marcus recalled how “as a young kid, I wanted to be challenged.” Unfortunately, his craving to 

be challenged was unmet in compulsory education. He earned a GED in a job training program 

and joined the Air Force. He recalled that 
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in the military I was challenged to succeed. It uplifted my expectations of me—

of who I was—there was never any pressure from anyone else. Just self-induced 

pressure to be the best I can be. And not because anybody else put any pressure 

on me, it was pressure I put on myself. 

Other participants saw challenge as essential to overcoming personal fears in order to 

meet their responsibilities. Orlando needed to move up the corporate latter to increase his 

income. He confronted his fear and framed it as a personal challenge:  

The only reason that I didn’t go back to school—and it may sound silly—the 

math.  I was terrified of it. I said, “I’m not going to do well, even at the junior 

college level, I’m not going to do well because of the math.”  I kept on putting it 

off. And then, eventually, I say, I’m going to go back, not because of my job, 

not because of promotion on my job. I did it to challenge myself. 

Legacy.  Participants believed that making a difference in the lives of others was salient 

to the role of being a man. After five years as a graphic artist, Troy wanted something more. He 

re-evaluated his original plan and returned to college:  

I’ve got to do something to make a difference. I really struggled a lot with that. 

One of the main reasons I got out of graphic design was that I really thought it 

was going to be more about art. At the end of the day I hadn’t done anything. 

The drive that got me into nursing was to make a difference. I wanted much 

more to be hands on with patients and feel like I was making a difference. 

Fatherhood also made a significant impact on men’s decision to pursue a college 

education. Isandro, a single father raising two children, grew up without his father at home. He 

talked about how college would help him to be a better father to his children and to establish a 

meaningful relationship with his son: 
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I try to help him to find the things that he likes to do at school. I talk with him 

about the future, what he plans on doing. We talk about who do you want to be 

when you grow up? When I share with him I learn, I learn a lot from him.  

There’s a point where it’s like a part of him has helped me grow. 

Sandoval had been incarcerated and found it difficult to find a job after he was released. 

He took classes in prison in which speakers who were formerly incarcerated encouraged him to 

use his life experiences to help others after he was released: 

[The speakers] would tell us, “Look, you can be counselors to people and you 

can use this information that you’ve gained to help others who are going 

through this.” And I’m thinking, wow! Man. You were a loser like me and 

you’re making it?  Wow, that’s really impressive.  So, those were the things that 

were giving me the idea that there was something to this whole school thing.   

Incentive 

Incentives were the motives that participants reported as drivers for their engagement in 

higher education. Time, specifically, the passage of it, was a powerful incentive. Charlie and 

Luis both worked after high school, but they agreed that going to college immediately after high 

school was a wise move. Charlie offered this advice to high school students: 

You have the whole rest of your life, 30, 40, 50 years to do whatever it is you 

want to do. Now, in the next four, five, six years, this is when it’s important. 

This is when it really makes a difference. Do it now. 

Despite this perspective, none of the participants regretted their decision to delay or to 

reject college after high school. As Luis observed, 

If a student is going to school right after high school they might not get the 

same out of it as someone who went back to college. If they go to college right 
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out of high school—if they’re not motivated enough—then they don’t even 

know what they want then. They just might not get out of it, get more of, get as 

much out of it as someone who was hungry for it, who was out there, who 

knows what’s out there and wants to, wants to come back into the circle of 

education and get everything out of it, get the most out of it. 

Data on incentives were further classified into themes of: competition; (b) status and 

pride; and, (c) freedom.  

Competition.  Participants endorsed competition as an essential motivator for life as well 

as learning. Orlando observed: 

Life is competitive, getting jobs are competitive. Education is always competitive. 

Now, when you start moving up the food chain of education that shows that you 

have the desire to compete, compete for your degrees, and to compete in life. And 

that’s the only thing that’s going to distinguish college graduates, high school 

graduates, from those who have not finished.   

Other men believed that competition was a source of pleasure, transforming the drudgery 

of work and school into an engaging contest with supervisors, instructors, and peers. Gary 

provided this insight into how competition motivated him: 

It’s kind of sadistic, but when I see others fail in school, it makes me want to 

succeed that much more.  Like when I see somebody’s grades are slipping, by 

seeing their papers or hearing a teacher talk about it.  That makes me want to 

push that much more.  I don’t know if it’s maybe the need to feel superior or the 

need to do better than others.  I don’t know how to put it into words.  But, but, it 

does for some reason motivate me more.   
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Alternative views about competition emerged in the data as well. Although none of the 

participants rejected competition outright, a small minority held a different view about it. Marcus 

was more self-directed, stating flatly, “I don’t compete with anybody but me.”  

Status and Pride.  Participants were motivated to go to college to enhance feelings of 

self-worth and to advance their status at work. The men felt that a person without a college 

degree was bound to mundane, low status work. Participants expected that a college degree 

would relieve them of this burden. Andy lamented his experience: 

I’ve been a grunt boy. I’ve done about everything. I’ve cooked in restaurants 

Worked at a place called City Truck Parts, tearing apart diesel engines, putting 

up parts. I did that for a couple years. Now I’m just shredding tires. Pretty much 

been bustin’ my ass, working out in the rain and the snow. I’m just sick of it. I 

don’t want to be doin’ that when I’m 50.  

Peter observed that “education can be a reflection to others about you.” Doug went 

further, offering this observation about the connection between self-esteem and status at work: 

There is a direct correlation between education and how you feel about 

yourself. When an educated man and somebody that’s not so well educated 

have a conversation, either the educated man will start talking down at the 

uneducated person or the uneducated person will withdraw because he doesn’t 

feel he can keep up with the educated person and then there’ll be self-doubt and 

feeling bad. Things change when you show that you’ve got the education. 

Freedom.  The data on freedom was, for most participants, a response to “being stuck” in 

their lives and their careers. In turn, the drive to get “unstuck” provided the incentive to go to 

college with the expectation that a degree would provide freedom.  Most experienced being stuck 
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when they entered the workforce and discovered that their prospects for career mobility were 

limited without a college degree. Kelvin offered this observation: 

Anyone that works an eight hour day, five days a week, they are stuck. You 

cannot get out of there. You get home. You’re tired. You have two days to turn 

it around and scramble. You wanna work less time.  

To escape being stuck, participants took action to change their lives.  When Bill and 

Frank realized they were stuck, they were pragmatic about their desire for freedom and getting a 

college degree was the incentive. The degree itself, the “paper,” was the goal. Frank’s comments 

were typical: “You need a little piece of paper that you hang on your wall, that’s the ticket these 

days. So I need to get my ticket.” 

For other participants, getting unstuck by pursuing freedom was part of a larger, life-

enhancing and transformative process. Javier discussed a turning point that was common among 

men who longed for a better life: 

I kinda feel more like a human. I feel like I’m developing a character. I’m 

developing. I’m creating my own person.  I’m being exposed to new ways of 

thinking and my scope is large now.   

When participants took the initiative to get unstuck they were rewarded with greater 

freedom. Peter’s comments reflected what his peers were striving for: “I’m choosing where I 

want to go and I’m not going to be told what to do or forced to be able to do this.”  

The preceding findings elaborate three broad categories of identity, ideology, and 

incentive across the lived experience of each participant. The categories are critical elements in a 

larger narrative of academic and personal success for adult men. The following discussion 

suggests how advisors can operationalize these categories in a focused discussion that promotes 

understanding and facilitates information gathering in a non-threatening way.  
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Discussion 

The men in this study were returning to school beyond the traditional age. Experiences in 

early education and work influenced how they perceived their identities, shaped their values, and 

influenced their motives to pursue personal goals. The literature is limited on advising men like 

those in this study. Extant work is chiefly deficit-focused, framing traditional masculinity as a 

source of strain or a precursor to maladaptive behavior.  While they do not reject earlier findings, 

the results of this study suggest that masculinity ideology can be an affirmative source of identity 

construction associated with values and motives to succeed academically and personally.  

Men are a numerical minority in higher education and their dominant position in the 

larger society often masks their need for advice and support. If they are inclined to suppress 

feelings of vulnerability and do not ask for help, they are less likely to receive support until it is 

too late.  This study brings men’s voices to the forefront to make explicit the categories of 

identity, ideology, and incentive that cut across the experiences of all participants. These 

categories provide a model for helping advisors to interpret the experiences of adult men and 

suggest how to facilitate effective academic and career choices. 

There is considerable room for new models such as the conceptual framework used in 

this study to identify how men draw from a cultural narratives like traditional masculinity 

ideology (and its associated values and motives) to make academic and career decisions.  For 

advisors, the implication is to help men to identify and reframe limiting values and to recognize 

unproductive motives that drive their choices. Advisors can then help men to construct different, 

more robust narratives by which to live their lives.  This is not without difficulty for many men. 

As demonstrated in the literature, this process can be ego-threatening, counter-cultural, and 

difficult to achieve without supportive and knowledgeable advisors. 

Implications for Practice 
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Interpretive advising builds the capacity of men to write and revise the story of their lives 

beyond the context of the advising session.  At least two instruments in the literature offer some 

guidance in this process.  Baxter-Magolda and King (2008) developed a discussion protocol for 

use by faculty advisors to foster self-authorship in their academic advisees.  Also, Gyspers, 

Heppner, and Johnston (2009) suggested using the Life Career Assessment (LCA) with men.  

The LCA was designed to “gather information in a systematic way in a relatively short period of 

time” (p. 191); the authors suggested it was ideal for advising men who may be wary of 

disclosing or attending multiple sessions. While both tools are relevant to postsecondary 

contexts, neither were designed to address the particular needs of advising men, whose identity, 

values, and motives are influenced by traditional masculinity ideology.  

Figure 1 depicts a model for advising men using an interpretive approach.  The context 

for using this model is a purposeful conversation between a student and his advisor, ideally 

outside of a clinical setting, such as a lounge in a residence hall, student union, or fraternity 

house.  The model is arrayed in four layers to illustrate simultaneous interaction among advising 

tasks, interpretive themes, narrative elements, and the corresponding critical questions that men 

can learn to use as a guide to self-reflection beyond the initial discussion.   

 

[Insert Fig. 1 here] 

 

Advising Tasks 

Practitioners at a basic level of competency in advising and helping are expected to help 

students to set goals, facilitate reflection on their experience, and guide their decision-making 

(ACPA/NASPA, 2010).  These advising tasks are on the first layer of the interpretive advising 

model, as an agenda for the discussion.  Although the process of setting goals and making 
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decisions are familiar to advisors and students, facilitating reflection during the course of a 

purposeful discussion or engaging in self-reflection can pose a challenge without a framework. 

The next layer of the model provides three reference points to guide reflection that are grounded 

in the experiences of men in the study. 

Interpretive Themes 

 At the second level of the model are interpretive themes to guide advisors in the task of 

facilitating a student’s capacity for self-reflection:  identity, ideology, and incentive. The themes 

are principles for organizing a reflective conversation; the advisor relies on these themes to 

generate open-ended questions that elicit details about the student’s experience.  While 

theoretically distinct, the themes are difficult to separate in lived experience. Thus, a student’s 

response to a single question is likely to evoke more than one theme. For instance, questions like 

these can yield responses across all three themes:  

 Are you a risk-taker? Tell me more.  

 Why did you decide to enroll in college at this point in your life? 

 Who else would benefit by your decision to earn a degree? 

 What’s this degree going to get you in the long run? 

 What keeps you going when you hit a wall?  

While in dialogue with a student, the advisor listens actively on two levels, both to what 

is said and to what the student actually means.  As the student responds to the advisor’s 

questions on the first level of conversation, the advisor uses the interpretive themes as a filter to 

identify the implicit values and motives at play in the second level.  The advisor consistently 

checks for accuracy of interpretation by restating his or her understanding of the student’s 

experience and refining the elements of the emerging story. 

Narrative Elements 
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As the dialogue ensues, the advisor co-constructs the student’s narrative by summarizing 

the facts and feelings he shares, and incorporating elements from the third layer of the model.  

The elements are dynamic and iterative. Although they correspond to advising tasks and 

interpretive themes at the first and second layers of the model, there is no single, linear process 

by which a student’s narrative is constructed.  For example, the insights revealed while 

discussing his identity or incentives may result in a student completely discarding or reframing 

the original goal that began the conversation.  Similarly, if a student has difficulty articulating 

concisely what he values or what motivates him to succeed, the advisor can suggest a narrative 

element to name and give meaning to what was once vague or unknown.   

Through the course of the discussion, the advisor draws on experiences the student has 

acquired both in- and outside formal education to shape a larger narrative of success.  For 

example, the advisor might acknowledge how the student focused his mental and physical 

resources (discipline) in constructive ways to achieve a difficult goal (challenge) and, ultimately, 

gained the respect (status & pride) of significant others (provider).  The advisor’s role in co-

constructing the narrative is crucial in demonstrating how to re-write the past into a better future.  

Going forward, the advisor’s task is to coach the student to write his own narrative by offering a 

simple protocol for self-reflection. 

Critical Questions 

 The fourth layer of the interpretive advising model is directed to the student. The five 

critical questions are designed to invoke the tasks, themes, and elements from the preceding 

levels.  There is no prescribed order in which these questions are to be addressed.  Instead, the 

advisor should conclude the dialogue by sharing these questions with the student and explaining 

how he can create his own narrative by drawing from the content of the conversation and details 
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from subsequent experiences in the future.  An example of a student narrative, using the critical 

questions as prompts, might look like this: 

My goal is to be a civil engineer.  I am a provider who values making a difference in the 

lives of my partner and children. I compete with myself, improving my grades over time. 

I’m motivated by the knowledge that a degree will give me the freedom to advance in my 

career.  My plan is to go to a university after completing my transfer courses at the 

community college. My family supports me 100% and I know where to go for help with 

my learning disability if I need it.  

The advisor should reinforce how creating a narrative is a powerful way of bringing an 

ideal future into focus, identifying the means by which to achieve it, and how to overcome 

obstacles by seeking assistance from those who can help.  The narrative also provides the 

foundation for making academic and career decisions and formulating a more detailed plan.  The 

advisor should remind the student that his narrative is a work in progress; it must be reconsidered 

as circumstances change.   

Recommendations for Further Study 

The notable gap in the literature on the academic and career advising needs of men in 

postsecondary education indicates a relatively untapped area for future study. As a numerical 

minority in higher education with a tendency to avoid seeking assistance from campus services, 

there is a need to understand how to reach men in ways they will respond as well as what they 

find beneficial about receiving help from advisors and other professionals.  Qualitative studies 

can reveal the value men place on support services and what they expect. Quantitative studies of 

larger populations could disaggregate data on men by race, ethnicity, and other demographic 

factors in order to know which men are seeking help, the reasons for doing so, and the effects of 

advising interventions on their academic and career success. 
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Additional research on the career and college aspirations of boys in elementary and 

secondary contexts would also provide much needed context for the experiences of men in 

higher education.  By understanding how boys and young men construct their identities in 

relation to traditional masculinity ideology, educators and parents could expand students’ 

perspectives on opportunities for career and personal satisfaction and build a college-going 

culture that is inclusive of values and motives particular to men’s experiences. 

Conclusion 

This study explored how adult men in postsecondary education made meaning of their 

gendered experiences and how these experiences influenced their willingness to engage in 

advising. The findings indicated that a man’s unique ideology, identity, and incentives, could 

combine in ways that would positively influence the way he viewed advising.  

The model presented in this paper is intended to assist advisors to facilitate college men’s 

ability to author their life stories to include college success. Advisors can use the model to create 

an affirming environment for college men to explore how ideological structures influence their 

identities while they provoke a shift in perspective by co-constructing narratives that describe 

new goals. 

  



ADVISING MEN IN POSTSECONDARY CONTEXTS 29  
 

References 

Alexitch, L. R. (2002). The role of help-seeking attitudes and tendencies in students’ preferences 

for academic advising. Journal of College Student Development, 43, 5-19.  

American College Personnel Association & National Association of Student Personnel 

Administrators. (2010). ACPA/NASPA professional competency areas for student affairs 

practitioners. Washington, DC: Authors. 

Archer, L., Pratt, S. D., & Phillips, D. (2001). Working-class men’s constructions of masculinity 

and negotiations of (non)participation in higher education. Gender and Education, 13(4), 

431-449. 

Baxter-Magolda, M. B., & King, P. M. (2008). Toward reflective conversations: An advising 

approach that promotes self-authorship. Peer Review 10(1), 8-11. 

Bogdan, R. C & Biklen, S. K. (2003). Qualitative research for education: An introduction to 

theories and methods (4th ed.). New York: Pearson. 

Brod, H. (1987). Themes and theses of men’s studies. In H. Brod (ed.). The making of 

masculinities: The new men’s studies. Boston: Allen & Unwin. 

Burant, T. J., Chubbuck, S. M., & Whipp, J. L. (2007). Reclaiming the moral in the dispositions 

debate. Journal of Teacher Education, 58(5), 397-411.  

Carlstrom, A. H., Kaff, M. S., & Low, K. R. (2009).  Diversity and career advising (pp. 113-

145). In K. F. Hughey, D. B, Nelson, J. K. Damminger, & B. McCalla-Wriggins (Eds.) 

The handbook of career advising. San Francisco: Jossey-Bass. 

Carver, C. S., & Scheier, M. F. (1998). On the self-regulation of behavior. New York: 

Cambridge University Press. 



ADVISING MEN IN POSTSECONDARY CONTEXTS 30  
 

Carver, C. S., & Scheier, M. F. (2005). Engagement, disengagement, coping, and catastrophe. In 

A. J. Elliot & C. S. Dweck (Eds.), Handbook of competence and motivation (pp. 527-

547). New York: Guilford Press.  

Connell, R. W. (2005). Masculinities. (2nd ed). Sydney: Allen & Unwin. 

Courtenay, W. H. (2000). Constructions of masculinity and their influence on men’s well-being: 

A theory of gender and health. Social Science & Medicine, 50, 1385-1401. 

Creswell, J. W. (2003). Research design: Qualitative, quantitative, and mixed method 

approaches. Thousand Oaks, CA: Sage. 

David, D. S., & Brannon, R. (1976). The forty-nine percent majority: The male sex role. New 

York: Addison-Wesley.  

Denzin, N. K. (2001). Interpretive interactionism. Newbury Park, CA: Sage. 

Dilley, P. (2005). Which way out? A typology of non-heterosexual male collegiate identities. 

Journal of Higher Education, 76(1), 56-88.  

Freeman, L. (2007). An overview of dispositions in teacher education. In M. E. Diez, & J. Raths 

(Eds.) Dispositions in teacher education (pp. 3-29). Charlotte, N.C.: Information Age. 

Gloria, A.M., Hird, J.S., & Navarro, R.L. (2001). Relationships of cultural congruity and 

perceptions of the university environment to help-seeking attitudes by sociorace and 

gender. Journal of College Student Development, 42, 545-562. 

Gysbers, N., Heppner, M., & Johnston, J. (2009), Career counseling: Contexts, process and 

techniques. Alexandria, VA: American Counseling Association. 

Hagen, P. L., & Champlin-Scharaff, S. (2013). Understanding and interpretation: A hermeneutic 

approach to advising. In J.K. Drake, P. Jordan, & M.A. Miller (Eds.) Academic advising 

approaches: Strategies that teach students to make the most of college (pp. 223-239). San 

Francisco: Jossey-Bass. 



ADVISING MEN IN POSTSECONDARY CONTEXTS 31  
 

Harper, S.R., & Harris III, F. (Eds.) (2010). College men and masculinities: Theory, research, 

and implications for practice. San Francisco: Jossey-Bass. 

Harris III, F., & Harper, S.R (2012, November). Beyond bad behaving brothers: Productive 

performances of masculinities among college fraternity men. Paper presented at the 

Association for the Study of Higher Education Annual Meeting. Las Vegas, NV. 

Harris, F., III, & Struve, L. E. (2009). Gents, jerks, and jocks: What male students learn about 

masculinity in college. About Campus, 14(3), 2-9. doi: 10.1002/abc.289 

Heppner M. J., & Heppner, P. P. (2005). Addressing the implications of male socialization for 

career counseling. In G. E. Good & G.R. Brooks (Eds.), The new handbook of 

psychotherapy and counseling with men: A comprehensive guide to settings, problems, 

and treatment approaches (pp. 70-87). San Francisco: Jossey-Bass. 

Hesp, G. A., & Brooks, J. S. (2009). Heterosexism and homophobia on fraternity row: A case 

study of a college fraternity community. Journal of LGBT Youth, 6(4), 395-415. 

Jordan, P., & Blevins, T. (2009). Career advising with specific student populations. In K. F. 

Hughey, D. B. Nelson, J. K. Damminger, & B. McCalla-Wriggins (Eds.), The handbook 

of career advising (pp. 240-65). San Francisco: Jossey-Bass. 

Jost, J. T., Ledgerwood, A., & Hardin, C. D. (2008). Shared reality, system justification, and the 

relational basis of ideological beliefs. Social and Personality Psychology Compass (2), 

171-186.  doi: 171–186, 10.1111/j.1751-9004.2007.00056.x 

Kasworm, C. E., Polson, C. J., & Fishback, S. J. (2002). Responding to adult learners in higher 

education. Malabar, FL: Krieger. 

Kaufman, M. (1994). Men, feminism, and men’s contradictory experiences of power. In H. Brod 

& M. Kaufman (Eds.), Theorizing masculinities (pp. 142-163). Thousand Oaks: Sage. 



ADVISING MEN IN POSTSECONDARY CONTEXTS 32  
 

Kellom, G. E. (2004). Developing effective programs and services for college men: New 

Directions for Student Services (107). San Francisco: Jossey-Bass.  

Kimmel, M. (2008). Guyland: The perilous world where boys become men. New York: Harper. 

Kiselica, M. S. & Englar-Carlson, M. (2010). Identifying, affirming, and building upon male 

strengths: The positive psychology/positive masculinity model of psychotherapy with 

boys and men. Psychotherapy: Theory, Research, Practice, Training, 47(3), 276-287. 

doi: 10.1037/a0021159 

Laker, J. A. & Davis, T. (2011). Masculinities in higher education: Theoretical and practical 

considerations. New York: Routledge. 

Levant, R. F. (1998). Desperately seeking language: Understanding, assessing, and treating 

normative male alexithymia. In W.S. Pollack & R.F. Levant (Eds.), New psychotherapy 

for men (pp. 35-56). New York: Wiley. 

Levant, R. F. (2011). Research in the psychology of men and masculinity using the gender role 

strain paradigm as a framework. American Psychologist, 66(8), 765-776. 

Levant, R. F., & Richmond, K. (2007). A review of research on masculinity ideologies using the 

Male Role Norms Inventory. Journal of Men’s Studies, 15, 130–146. 

doi:10.3149/jms.1502.130 

Liu, W. M., Rochlen, A. B., & Mohr, J. (2005). Real and ideal gender role conflict: Exploring 

psychological distress among men. Psychology of Men & Masculinity, 6, 137–148. 

doi:10.1037/1524-9220.6.2.137 

Meara, N. M., & Day, J. D. (1993). Perspectives on achieving via interpersonal competition 

between college men and college women. Sex Roles, 28, 98-110. 



ADVISING MEN IN POSTSECONDARY CONTEXTS 33  
 

Miles, M. B., & Huberman, A. M. (1989). Data management and analysis methods. In N. K. 

Denzin & Y. S. Lincoln (Eds.), Collecting and interpreting qualitative materials. 

Thousand Oaks, CA: Sage. 

National Center for Educational Statistics (2012a).  Fast facts: Enrollment.  Retrieved from 

http://nces.ed.gov/fastfacts/display.asp?id=98 

National Center for Educational Statistics (2012b).  Fall enrollment and number of degree-

granting institutions, by control and religious affiliation of institution: Selected years, 

1980 through 2011. (Table 231). Retrieved from 

http://nces.ed.gov/programs/digest/d12/tables/dt12_231.asp. 

National Center for Educational Statistics (2012c). Bachelor’s degrees conferred by degree-

granting institutions, by field of study: Selected years, 1970-71 through 2010-11. (Table 

313). Retrieved from http://nces.ed.gov/programs/digest/d12/tables/dt12_313.asp. 

National Center for Educational Statistics (2012d). Recent high school completers and their 

enrollment in 2-year and 4-year colleges, by sex: 1960 through 2011, Table 234. (Table 

234). Retrieved from http://nces.ed.gov/programs/digest/d12/tables/dt12_234.asp. 

Nystrom, D. (2002). The perils of masculinity studies. Iris, 44, 41. 

Patton, M. Q. (2002). Qualitative research and evaluation methods. (3rd ed). Thousand Oaks, 

CA: Sage. 

Pope, H. G. Jr., Phillips, K. A., & Olivardia, R. (2000). The Adonis complex: How to identify, 

treat, and prevent body obsession in men and boys. New York: Simon & Schuster. 

Reynolds, A. L. (2009). Helping college students: Developing essential support skills for student 

affairs practice. San Francisco: Jossey-Bass. 

Rhoads, S. E. (2004). Taking sex differences seriously. San Francisco: Encounter. 



ADVISING MEN IN POSTSECONDARY CONTEXTS 34  
 

Ritchhart, R. (2002). Intellectual character: What it is, why it matters, how to get it. San 

Francisco: Jossey-Bass. 

Schlossberg, N. K. (1984). Counseling adults in transition: Linking practice with theory. New 

York: Springer. 

Sheehan, M.J. (2004). An innovative model for analysing qualitative data. Journal International 

Journal of Innovation and Learning, 1(4), 392-398. 

Shields, S. A. (2002). Speaking from the heart: Gender and the social meaning of emotion. 

Cambridge: Cambridge University Press.  

Smiler, A. P. (2004). Thirty years after the discovery of gender: Psychological concepts and 

measures of masculinity. Sex Roles, 50, 15–26. 

doi:10.1023/B:SERS.0000011069.02279.4c 

Sockett, H. (2009). Dispositions as virtues: The complexity of the construct. Journal of Teacher 

Education, 60(3), 291-303.  

Villegas, A. M. (2007). Disposition in teacher education: A look at social justice. Journal of 

Teacher Education, 58(5), 370-380. 

Wilson, B. D. M., Harper, G. W., Hidalgo, M. A. Jamil, O.B., Torres, R.S., & Fernandez, M. I. 

(2010). Negotiating dominant masculinity ideology: Strategies used by gay, bisexual and 

questioning male adolescents. American Journal of Community Psychology, 45(1-2): 

169–185. doi: 10.1007/s10464-009-9291-3 

 

 

  



ADVISING MEN IN POSTSECONDARY CONTEXTS 35  
 

 

Table 1 

Respondent Name, Age, Race-Ethnicity, and Highest Level of Education 

Attained 

 Respondent Age Race-Ethnicity Education Level 

 

1 

 

Andy 

 

27 

 

White 

 

HSD 

2 Bill 35 White HSD 

3 Charlie 27 White HSD 

4 Doug 32 White HSD 

5 Edward 28 White GED 

6 Frank 32 White HSD 

7 Gary 27 White HSD 

8 Hamad 51 Middle Eastern BA 

9 Isandro 36 Native American GED 

10 Javier 27 Hispanic, Non White 11th Grade 

11 Kelvin 40 White MFA 

12 Luis 27 Hispanic, Non White GED 

13 Marcus 56 African American MS 

14 Nathan 42 African American BS 

15 Orlando 47 African American MS 

16 Peter 29 Asian Pacific Islander MS 

17 Quintin 58 African American MS 

18 Rameen 24 Middle Eastern AA 

19 Sandoval 30 Hispanic, Non White HSD 

20 Troy 34 White BA 
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Figure 1.  Interpretive advising model. 


