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knowledge to determine if they will partake in a mentoring relationship (Eby et al., 2008; Parise
& Forret, 2008; Reddick et al., 2012). Social Exchange Theory proposes that “humans are
rational, self-interested actors who want to maximize their own goals” (Reddick et al., 2012, p.
37). From their work with graduate student mentors, Reddick and associates offered that
mentors might be participating in mentoring relationships not simply for unselfish reasons but
because they see personal gain from the experience, a gain that they cannot receive
independently. In their study of mentors in the business field, Parise and Forret (2008) found
that mentors who volunteered for the role did so because they believed the experience to be
personally rewarding. Several researchers have proposed highlighting benefits and barriers for
the mentor as recruiting mechanism for future mentors (Allen et al., 2004; Eby & Lockwood,
2005; Parise & Forret, 2008).

Authors of multiple studies have noted that more work needs to be done investigating
mentoring relationships in terms of benefits, barriers, and motivation to engage in light of Social
Exchange Theory (Kennett & Lomas, 2015; Parise & Forret, 2008; Reddick et al., 2012). This
study sought to add to knowledge in this area. The aim was to discover the benefits and barriers
to mentoring preservice teachers as perceived by UNF COEHS who are also practicing PK-12
teachers and eligible to mentor preservice teachers. Additionally, the goal was to gain insight
from the participants on influences from being a graduate student that lead them to, or not lead
them to, engaging in the leadership activity of mentoring. The researcher intended to examine
the data collected from the three research questions through the lens of Social Exchange Theory.
If graduate students conduct a cost analysis to determine if they will participate or not in
mentoring relationships with preservice teachers, then Social Exchange Theory could help

universities predict and plan for committed, positive relationships among mentors and mentees.
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Overview of the Methodology

This study used a qualitative, case study approach. The case study method is appropriate
here because this study sought to provide “an intensive, holistic description and analysis of a
single instance, phenomenon, or social unit” (Merriam, 1988, p.21).

Since this is a qualitative study, the selection of participants was purposive in order to
collect information from a specific group of individuals (Creswell, 2013). Participants for this
study were selected by using typical case and through snowball sampling strategies as
appropriate (Creswell, 2013). Participants were solicited from a specific group of individuals
and represented the normal or average within that group. Additional participants were retained
through the recommendations of early participants. Participants had to be UNF COEHS
graduate students who are currently enrolled or who have graduated within the last year.
Additionally, they had to be practicing PK-12 teachers or have practiced as a teacher within the
last three years. The participants may have mentored preservice teachers, but it was not a
requirement. The decision was made to include participants that have not mentored because they
could broaden the perspective with information such as perceived barriers that have kept them
from mentoring.

Participants were recruited through multiple means. Following university guidelines,
participants were contacted via student emails. The researcher also worked with UNF COEHS
faculty to identify potential participants and to organize face to face recruitment during graduate
classes. Furthermore, as mentioned above, the researcher recruited participants from the
suggestions of early participants.

Data were collected through in-depth interviews and accompanying field notes. The

researcher used semi-structured, open-ended questions during interviews (Creswell, 2013;
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Marshall & Rossman, 2011; Merriam, 1998). The interviews were scheduled at a time that was
convenient for the participant. The interviewer prepared the questions ahead of time. Some
questions were asked of everyone; however, the interviewer also allowed conversation and
follow-up questions to flow naturally. The interviews were audio recorded. The number of
interviews was dependent on the data collected, and interviews continued until no new data were
presented (Merriam, 1998).

Interview audio recordings were transcribed after each interview. Data were analyzed
simultaneously with continued data collection. The researcher employed the constant
comparative method and continually compared data to additional data collected as well as to the
literature reviewed in order to determine categories and themes (Creswell, 2013; Glaser &
Strauss, 1967; Merriam, 1998; Yazan, 2015). This study developed credibility through
triangulation, member checking, acknowledging researcher bias, and with the use of rich, thick
descriptions (Creswell, 2003; Marshall & Rossman, 2011; Merriam, 1998). Comparing the
findings to Social Exchange Theory was one way that the researcher sought to establish
transferability (Marshall & Rossman, 2011). Additionally, the researcher created dependability
through transparency and by offering rationale for decisions made (Marshall & Rossman, 2011;
Merriam, 1998).

Significance of the Research

A plethora of literature has been written on the use of mentoring as an effective
professional development tool. Studies have demonstrated that mentees and mentors both
benefit and experience challenges as they participate in mentoring relationships. Since the
literature has already noted that graduate students also benefit from mentoring undergraduates,

the findings from this study, looking specifically at graduate students who mentor preservice
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teachers, could offer important insights to those in higher education. If locating effective,
willing mentors for preservice teachers is a struggle for universities, they could use the findings
about benefits and barriers as planning and/or recruitment tools. Having understanding of how
mentors make decisions, in relation to perceived rewards and costs of Social Exchange Theory,
can also assist programs in organizing and adjusting mentoring partnerships so that all parties
feel as if they profit from the relationship. This study is significant because it can help fill the
gap in the literature concerning the perceptions and motivation of graduate students who are also
practicing teachers to engage in mentoring.

Locally, this study can be significant for the future of educational program for UNF,
where this study was conducted. Since UNF faculty often have difficulties with locating
adequate preservice teacher placements, the findings could help UNF more strategically match
preservice teachers with mentors in the future. Knowing the perceived barriers that UNF
COEHS graduate students experience when mentoring preservice teachers could provide faculty
the opportunity to try to eliminate or lessen these difficulties. If UNF COEHS graduate students
convey that the benefits of mentoring outweigh the barriers they face, faculty might be able to
identify a larger pool of potential mentors for undergraduate preservice teachers. Knowing the
perceived benefits could allow faculty the opportunity to use those as selling points to enlist new
mentors from the graduate student population. If the findings encourage the practice of UNF
COEHS graduate students mentoring undergraduate students, programs on both levels could alter
their curricula to better prepare students to participate in mentoring relationships and offer
enticement when recruiting new undergraduate and graduate students in teacher preparation and

leadership programs.



GRADUATE STUDENTS’ PERSPECTIVES ON MENTORING 23

Delimitations, Assumptions, and Definitions

Delimitations. Elements of this study were both under the control and out of the control
of the researcher. The time, location, and sample of this study are delimitations that were
controlled by the researcher. The time frame for data collection was limited to interviewing
participants only in the Fall of 2018 and the location of the study was set for Northeast Florida.
The researcher chose to include a small sample size of participants that were graduate students in
only one university and practicing as teachers and mentors in only one, small region of the
country. Additional challenges and limitations of qualitative studies and specifically case studies
are addressed in Chapter 3.

Assumptions. Since not all elements could be controlled by the researcher, some things
were taken for granted and assumed. The researcher assumed that all participants offered
truthful and comprehensive answers to interview questions. An assumption was also made that
the response of the participants reflected their opinions and actions in their professional and
student roles. Furthermore, it was assumed that the participants included in this study were a
representative sample of the entire case of individuals.

Definitions. Some of the important terms are defined below to offer an operational
definition to the reader.

Mentoring Relationship — an association between individuals (typically two) that
is formed in order to grow another individual professionally;

Mentee — the individual in the relationship that is receiving the mentoring;

Mentor — the individual in the relationship that is offering the mentoring;

Novice — an individual with little or no experience; beginner;

Veteran — an individual with experience in a particular field or situation;
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Preservice Teacher — a university student completing observation, field, or student
teaching hours in a classroom; a teacher who has not obtained a fulltime teaching
position;

Benefit — a positive takeaway; a reward or gain;

Barrier — a negative; a challenge or obstacle.

Organization of the Study

This study was organized in five chapters, following the typical dissertation structure
(Roberts, 2010). After the first introductory and significance chapter, a review of literature is
shared in Chapter 2. The literature review begins with a broad focus on mentoring and funnels
down to what is known about graduate students serving as mentors to undergraduate students. In
Chapter 3, the specifics of the methodology are presented. More details on the qualitative
approach to a case are also explained. Chapter 4 reports the results of the study to the reader.
Finally, the study concludes with Chapter 5 where conclusions and recommendations are
discussed. Implications for practical application as well as ideas for future research are
included.
Chapter Summary

Mentoring is an effective tool for the professional development of individuals in many
careers, including in the field of education. Research has shown that mentors feel they benefit
from participating in mentoring relationships and it is not just the mentee who gains from the
experience. It has also been determined that mentors experience barriers when mentoring that
can detract from the positive gain that the relationship may offer. Studies have shown that
graduate students, in a variety of fields, who mentor undergraduate students experience the same

benefits and barriers to those of the general mentor population.
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Social Exchange Theory is a theoretical framework that suggests that individuals weigh
the benefits (rewards) and barriers (costs) before entering into a relationship with another
individual. The theory posits that people will only participate in the relationship if they feel the
rewards outweigh the costs and that they will finish with a positive gain. Social Exchange
Theory has been studied in association with mentoring relationships and found to be applicable
in these types of situation.

A gap in the literature comes at the convergence of these ideas. It is not known if
graduate students, who are also practicing PK-12 teachers, experience the same benefits and
barriers as other mentor teachers. It is not known if their motivation to enter into a mentoring
relationship with a preservice teacher is the same as other mentors. Additionally, it is not known
if this type of mentor abides by the principles of Social Exchange Theory when making their
decision to engage in mentoring preservice teachers. The aim of this study was to fill some of
this gap in knowledge.

The implications of this case study are important to the field of education. Based on the
findings, teacher preparation programs can make better decisions on how to best match
preservice teachers with mentors, Directing Teachers. Universities can make changes to their
existing teacher preparation and leadership programs on both the undergraduate and graduate
levels based on the findings concerning benefits, barriers, and motivation. Recruitment of future
education students may be affected at both collegiate levels by the new knowledge from the

findings of this study. The implications are far reaching.
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Chapter 2: Review of Literature

Search Process

In order to comprehend and identify topics in the field, an extensive review of the
literature on the topic of mentoring in education was conducted. Databases included ProQuest,
ERIC, Education Source, and JSTOR using key search terms: mentor, mentoring, mentee,
preservice teachers, benefits and barriers of mentoring, social exchange theory, teacher retention.
The following filters were applied to include literature within the last five years and studies
conducted in the English language. In some cases, older seminal articles were included to
identify historical information, and to locate primary sources from article reference lists.
Approximately, 150 articles meeting the search criteria were located and reviewed. After
appraisal, about 41 articles were determined to be applicable to this study and therefore, included
in this literature review.
Introduction

According to Roberts (2010), the purpose of a literature review has a host of purposes
that included the following: (a) providing a concentration and historical setting for the study, (b)
defining key elements to be investigated, (c) determining what research has been done in an area
along with identifying the important scholars, (d) shaping the study’s significance, and (e)
connecting the study to prior studies. Piantanida and Garman (1999) emphasized that the review
of literature should be thorough enough that a reader without previous knowledge of the subject
area can feel confident that they can understand the context of the study. Furthermore, the
literature should uncover what still needs to be study and to offer rationale for conducting the

investigation (Machi & McEvoy, 2012).
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This review of literature follows the protocol listed above. It defines for the reader the
mentoring relationship and how relates to transformational leadership. Ideas are funneled from
the broad topics of benefits and barriers in mentoring and narrowed to the insights of graduate
students who choose to mentor. The literature review describes the known the benefits (e.g.
relationships, confidence, increased skills) and barriers (e.g. time, lack of support, negative
experiences). Knowledge about graduate students serving as mentors, as well as their professed
benefits and barriers, are included. The review of literature concludes after building a case for
the need to study specifically graduate students who are practicing PK-12 teachers, and their
perceptions about the rewards and costs to mentoring preservice teachers.

Mentoring Defined

Mentoring has long been present in society as one individual helping to grown another
individual is not a new phenomenon. In modern times, seminal work on mentoring was
completed by Kathy Kram, a professional who worked in the field from 1973 to the present.
Hartmann, Rutherford, Feinberg, and Anderson (2014) summarized Kram’s definition of
mentoring as “a relationship between a more experienced individual, the protégé, intended to
provide the protégé with professional and personal development” (p.1). Other researchers who
have studied mentoring specifically in the field of education, have followed Kram’s lead and
advocated that a mentoring relationship is primarily between a veteran teacher and a novice
teacher (Eby et al., 2010; Hellsten, Prytula, Eubanks, & Lai, 2009; Hudson & Hudson, 2010;
Kwan & Lopez-Real, 2005). Kram’s definition of mentoring is also widely accepted and
referred to outside of the field of education (Ehigie et al., 2011; Parise & Forret, 2007;

Veeramah, 2012).
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Traditionally, the type of mentoring relationship structure that Kram described between a
veteran and a novice (Kram, 1985) has been typically viewed as a one-way relationship (e.g. the
directing teacher and preservice teacher relationship). The focus of a traditional structure, along
with early mentoring research, has customarily centered on the advantages for the novice
participant in the relationship. The veteran is responsible for handing down knowledge and
guiding the newer colleague and therefore, the novice benefits (Ehigi, Okang, & Ibode, 2011;
Kwan & Lopez, 2005).

Fortunately, researchers have conducted studies that demonstrated how both parties of a
mentoring relationship can find gain from the experience. Some of the research identified,
examined, and described different mentoring structures such as reciprocal mentoring. Among
the examples of structures is reciprocal mentoring; two persons of more equal experience levels
participate in a back and forth mentoring approach (Ballantyne et al., 1999; Boyer et al., 2004;
Jewell, 2007; Reddick et al., 2011). Researchers have discovered that both participants benefit in
a reciprocal style mentorship since both are considered the protégé and the mentor at different
points in the relationship (Boyer et al., 2004; Jewel, 2007).

While reciprocal mentoring has proven to be a worthwhile venture for two veterans, more
recent studies have demonstrated that there are benefits to both parties in the traditional
mentoring structure as well (Hudson & Hudson, 2010; Mathur et al., 2012; Shillingstad,
McGlamery, Davis, & Gilles, 2015; Stanulis & Ames, 2009). Most of the body of literature on
the benefits of mentoring has focused on the mentees or the organizations, but a growing number
of studies highlighted the benefits to mentors (Eby & Lockwood, 2005; Hobson et al., 2009;
Iancu-Haddad & Oplatka, 2009; Jewell, 2007; Kwan & Lopez-Real, 2005). Although this is

exciting news, more research still needs to be done in this area (Eby et al., 2010).
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Before sharing the benefits of mentoring that have been investigated, an additional issue
concerning the definition of mentoring must be discussed. Oftentimes, the terms mentoring and
coaching are used interchangeably. These two terms are closely related but are two separate
entities, therefore it is imperative that a distinction be made. According to Passmore (2007),
mentoring may be more informal and “career-focused” while coaching is more formal and
“performance-focused” (p.13). Lord, Atkinson, and Mitchell (2008) defined mentoring as
“being concerned with the growing individual, both professionally and personally” and coaching
as narrower and concerned with “specific areas of performance and job outcomes” (p. iii).
Although teachers who supervise preservice teachers may participate in activities with their
mentees that might be considered both mentoring and coaching, the relationships between
directing teachers and preservice teachers in this study will be labeled as mentoring. This
decision was made because the majority of the work accomplished in the mentoring of preservice
teacher focuses on the comprehensive growth of the novice.

Benefits Gained from Mentoring

Many novice teachers enter the workforce each year, but unfortunately, only about a third
of them will survive to complete five years of teaching (Shaw & Newton, 2014). Novice
teachers leave the profession within those first years for a variety of reasons, and the loss is very
costly to schools and school districts (Hughes, 2012). The good news is that the literature reports
that novice teachers that participated in mentoring relationships tended to be happier, more
successful, and have higher retention rates (Eby et al., 2010; Fluckiger et al., 2006; Hellsten et
al., 2009; Hobson et al., 2009; Ingersoll & Smith, 2004). Organizations then benefit from
mentoring because when teachers stay longer, districts experience turnover and ultimately save

money (Hughes, 2012; Ingersoll & May, 2012; Watlington, Shockley, Guglielmino, & Felsher,
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2010). An additional benefit to this equation is how mentors benefit in the mentoring
relationships. Mentors of novices tended to reflect on their own practice, become more
competent and confident, continued to open-minded, and remained active learners (Hudson &
Hudson, 2010; Stanulis & Ames, 2009).

Benefits for organizations. The literature established that mentoring benefited the
organization as a whole. Ulvik and Langorgen (2012) found that mentoring provided occasions
for growth for both the teacher and the school. Hobson, and associates (2009) and also Okurame
(2008) noted that mentoring increased the level of collegiality and team collaboration amongst
coworkers. Hobson et al. cited, “Staff came to know each other better, which led to their
increased collaboration and enjoyment™ (p. 210).

Mentoring encourages an environment where teachers feel they can contribute more to
their organizations. For example, mentors start the relationship as the ones who are the givers of
information, but over time, mentors often begin to feel comfortable enough to go to their
mentees for guidance and direction when they had professional needs of their own (Hobson, et
al., 2009). Additionally, in a non-empirical study, Goodyear (2006) determined that mentees
believed mentoring allowed them to contribute a greater influence on their organization. Both
the mentee and the mentor learn that they can benefit from mutual support. Furthermore, in their
literature review of articles reporting on novice teacher mentoring programs, Hobson et al. noted
that school personnel considered that mentoring established a natural environment of
professional development. Teachers in schools where mentoring was practiced, were more likely
to learn and grow from each other.

Higher levels of collegiality and collaboration led to more positive work environments.

Goodyear (2006) recognized that mentees benefited by gaining more understanding of their
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roles, greater fulfilment in career choice, and higher salaries. She also acknowledged that
mentees were more likely to remain with their company. Similarly, Hobson et al. (2009)
mentioned that mentoring encouraged permanency in the teaching profession. They stated,
“Teachers who are mentored have been found less likely to leave teaching and less likely to
move schools within the profession” (p. 210). Organizations benefitted from this in that they
have less turnover. Teacher turnover can be expensive for school districts and induction
programs with mentoring incorporated within them have proven to be helpful in lessening the
amount of teacher turnover (Carr, Holmes, & Flynn, 2017; Coronado, 2009; Martin, Andrews, &
Gilbert, 2009; Goodyear, 2006; Hughes, 2012; Waterman & He, 2011). Ulvik and Langorgen
(2012) echoed this conclusion. They agreed that mentoring led to greater commitment to the
organization and that members were less likely to leave after participating in quality mentoring.

As mentioned, less teacher turnover is advantageous fiscally to an organization as well as
less burdensome to its employees. Hobson et al. (2009) emphasized not only that mentoring
provides a natural environment of professional development in schools, but that because of this
scenario, mentoring can be a very cost-effective tool for growth for schools. Mentoring allows
teachers who are already serving in teaching capacities to further develop their peers at the same
time. Little or no money is needed to implement this professional development tactic and is
therefore financially a plus for the school and the district.

Benefits for mentees. University programs for preservice teachers, as well as teacher
induction programs, often use relationships with experienced teachers as a key element to the
education of novice teachers (Hellsten et al., 2009). In Australia, where educators are working to
improve preservice teacher programs, researchers have found that mentors are essential to

positive changes in practice (Hudson & Hudson, 2010). Ehigie, Okang, & Ibode (2011) echoed
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these findings when they wrote that growth for the mentee is “the primary outcome” in a
mentoring relationship (p.399). Novice teachers leave universities with a great deal of
knowledge that aids them in leading successful careers. Even so, Hellsten and associates (2009)
found in their study of novice teachers in Canada, that well-educated novices still have a great
deal more to learn. They suggested that mentoring relationships can offer the assistance that
novices require and mentees can benefit from the relationship.

Mentee: Benefits of professional development. Professional development often
involves the transferring of knowledge from one individual to another. When mentees
participate in mentoring relationships, knowledge is transferred to the mentees, and mentor
teachers indeed gain professionally. Fluckiger et al. (2006), who assembled stories from both
mentors and mentees, specifically advocated that novice teachers benefit when a mentor teaches
alongside them in a team-teaching situation. The mentee benefits because they see firsthand how
the lesson could be conducted. Suggestions from the veteran are not lost but are modeled
clearly. Additionally, mentees may experience stress because they have exhausted their current
set of instructional strategies. To help mentees with this stress, Fluckiger and associates also
suggested that mentors can assist by proposing fresh ideas for instruction. Novice teachers, as
well as their students, profit with new approaches to teaching and learning that could be offered
by their mentors. Moreover, novices become more familiar with classroom assessments, as
required by the school or district, by working with mentees (Mathur et al., 2012).

Through mentoring, mentors help develop the skills of novice teachers. Mentors observe,
coach, and provide feedback and can therefore assist their mentees in developing their
instructional practices (Childre & Van Rie, 2015; Hudson & Hudson, 2010). Typically, mentor

teachers are veterans with years of experience in education, and with their experiences comes
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knowledge of the teaching field. Mentees professionally develop as they spend time with their
mentors, gleaning professional knowledge from them. The skill set of the novice teacher is
enhanced through the efforts of the mentors (Martin et al., 2009; Shillingstad et al., 2015).

Beyond instructional strategies, mentees benefit with professionally with help in other
areas of the classroom. Hobson et al. (2009) identified that novice teachers were more
competent in the area of behavior and classroom management skills as a result of mentoring.
Additionally, Hobson et al. found that mentees were more capable of managing assignments and
time than other novices. Okurame (2008) agreed with these findings when he wrote, “mentoring
affords the transfer of skills which protégés can apply in diverse professional circumstances,
promotes productive use of knowledge, clarify of goals and roles...” (p. 46).

Gaining the ability to self-reflect on one’s practice is another benefit to mentees in a
mentoring relationship. Developing teachers who are being mentored have improved reflection
and problem-solving skills (Hobson et al., 2009). Jewell’s (2007) work focused on experienced
teachers who chose to be mentored, instead of novice teachers requiring mentoring, but her
findings were similar. In her work, mentored teachers grew in self-reflection skills and could
more readily find solutions to their own challenges. Jewell reported that mentees were more
metacognitive and insightful about their needs as well as cognizant of the importance of the
mentoring experience on their teaching. She further expressed that “these reflective experiences
cause the teachers to be more mindful of their responsibilities to their students and their teaching
practices, and the process enhanced the teachers’ personal and professional growth” (p. 301).

Mentee: Benefits socially and emotionally. The first few years or month in a
profession or job may be taxing on an individual; the newness and the unknown can be draining.

Even well-trained novices may feel inadequate in their surroundings, thus increasing their stress
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levels. Participation in a mentoring relationship may be among the remedies to the problem of
stress with novice teachers. Several scholars have concluded that participation in a mentoring
relationship may assist in eliminating the amount of stress for the mentee (Okurame, 2008,
Stokrocki, 2009). Novice teachers who have mentors may feel less overcome with their new
situations when paired with successful veteran teachers, the mentors.

In addition to stress, novice teachers may have feelings of isolation. With teachers
frequently being the only adult working in a classroom at a time, novices may struggle with this
seclusion. Successful mentoring relationships can aid in this area as well. Hobson and
associates (2009) found that mentees feel less alone in their role when supported by a mentor.
Fluckiger et al. (2006) found that mentees benefitted from team teaching with veterans, which
corroborates the conclusions of Hobson and associates. Novices profit from the direct support
that is available when working in the same physical space as their mentor.

As has long been noted with social learning theory, people learn best when in communal
settings. The same is true with novice teachers. Okurame’s (2008) work with Nigerian
educators established that, in a mentoring relationship, learning happens for the mentee in the
interaction with the mentor as the mentor models appropriate behaviors. The mentees would not
benefit in this manner if they were not included in a social setting like mentoring. Additionally,
novices benefitted socially, emotionally, and psychologically when participating in positive
mentoring relationships (Hobson et al., 2009; Okurame, 2008). Feeling less isolated and more
involved in social learning may help novices grow professionally. Furthermore, mentoring has
been found to aid novices in having a greater sense of trust and acceptance into a group (Hobson

et al., 2009; Ulvik & Langorgen, 2012).
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Likewise, the findings of this study could provide implications related to the training of
mentors in general. Multiple participants remarked that they desired more mentor training and
feedback on their ability to mentor effectively. There are already some trainings in place to
prepare mentors for training, but universities and districts may want to reevaluate their trainings
to see if it is adequately preparing veteran teachers to mentor novices in the field. Also, the
participants expressed a desire to receive feedback from university partners on their mentoring
efforts. University faculty could put more energy into spending time with and observing mentors
to provide them instruction and constructive criticism on their work as a mentor.

Suggestions for Future Research

Analysis of and reflection on the findings of this case study has shown potential areas for
future research. For one, examining the mentoring relationship in different classroom contexts
might be enlightening. In this study, the two participants that had not yet had an opportunity to
mentor believed their classroom setting (ESE and foreign language) might be the reason why
they had not been able to mentor. The participant from an ESE setting had a conditional
approach to mentoring. It is unknown if her viewpoint would have been different if she had
mentored already. A future area of study could be to examine the perspective of teachers
working in ESE, foreign language, or any other context outside of the core, general education
classroom that have already mentored. It would be interesting to look at their standpoints on
mentoring and compare that to the perspective of the mentor teacher in a core, general education
classroom. Would their views on mentoring be the same or different?

Another potential area of study, that came from the findings of this study, could be
examining the perspective of mentor teachers that were mentored verses those that were not

mentored. More than one participant in this study attributed their desire to mentor to their own
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experience as a mentee. These participants came from both good and bad mentee occurrences,
but either way, that experience prompted them to be a mentor. One participant noted that she
had not been mentored and felt that left her as a disadvantage when beginning to serve as mentor.
She did not have the background experience to build upon. Comparing the perspectives on
mentoring from mentor teachers that were mentored and the teachers were not mentored could
add more to the body of knowledge on mentoring.

Also, this study examined the perspectives on mentoring of graduate students that were
serving or could serve as mentors to preservice teachers. The viewpoint of the mentee was not
studied. Another area of potential research is in investigating the perspective of the preservice
teacher mentee that works with a graduate student mentor. From the mentee perspective, does
the mentor attack the mentoring relationship differently than the non-graduate student mentor?
This could be studied to determine if having a graduate student mentor is more beneficial than
working with a mentor that is not or has not been a graduate student.

In addition, this study could be extended by interviewing the participants again to see
how their perspectives have changed or not changed since the original interviews. While all
participants were given the opportunity to be interviewed a second time, in order to member
check and add additional information, only two participants agreed to a second interview and
those interviews were only about a month after the initial interviews. A possible new angle for
research would be to interview these same participants again, after more time has passed, to
examine how participating in the study has impacted their perspectives on mentoring. Did the
questioning process in the interview require them to reflect on their practice and beliefs in a way
that changed them? Have they mentored again since the study and did the reflection process

alter the way in which they interact with their new mentee? Asking questions such as these, in
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an extended study, could provide further insight into the mentor perspective as well as offer
knowledge about how the reflection process can transform a mentor’s beliefs and practices.
Another idea for future research would be to examine how the adapted conceptualization of
Social Exchange Theory, that was established through this study, works with other participants.
A quantitative study could be developed to substantiate the merit of this model.

Conclusions

This study captured the perspective of the PK-12 teacher mentor who also was in the role
of graduate student. The findings of this study are important because the voice of this particular
type of mentor has not been described in current research. Researchers have found that mentors
experience benefits and barriers while serving in the role of mentor. This researcher sought to
discover if the benefits and barriers where the same for teacher mentors who are also graduate
students and how their graduate student status affected their decision to engage in mentoring
relationships. Data analysis yielded three themes that encapsulated the voice of the graduate
student teacher mentors. Those themes were helps me, helps others, and helps profession. The
participants demonstrated willingness to mentor preservice teachers and revealed rewards and
potential costs that come with that type of relationship.

In connecting the participants’ revelations back to the literature, it appears that the
participants in this study held similar beliefs to those of mentor teachers and graduate student
mentors in the literature. Both the participants of this study and the ones in the literature felt that
mentoring novices offered a way to increase in knowledge, skills, and attitude. Also, both the
participants and the mentors in the literature seem to believe mentees and the teaching profession
are helped when an effective mentoring relationship is in place to support the novice teacher.

The participants also expressed potential barriers to mentoring that were similar to the potential
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barriers reported in the literature. Time appeared to be a top concern for mentors in both groups.
The participants feelings on mentoring while being a graduate student also aligned with the
research on graduate student mentors. Preparation for future careers, attainment of leadership
and communication skills, and a “pay it forward” mindset were prevalent with both.

The findings of this study also related to Social Exchange Theory. This theory proports
that individuals will elect to participate in social relationships if they feel they will profit, after
weighing the rewards against the costs. Some of the participants of this study did express that
they would consider the helps and possible obstacles before agreeing to serve as a mentor to a
preservice teacher, and thus abiding by the principles of the Social Exchange Theory. At the
same time, other participants appeared to rely more heavily on the rewards or costs, therefore
making the Social Exchange Theory equation lean in one direction or the other no matter the
current situation.

The findings of this study were significant because they captured a voice that was
missing from the literature. Education practice and training can be positively influenced by
reflections of the participants. University faculty may consider how they work with and train
mentors as well as thinking about better ways to match mentors and mentees. Undergraduate
and graduate programs may be altered to include mentoring as a focus in the curriculum.
Additionally, university faculty may contemplate how they can partner their graduate and
undergraduate students in education and how their assignments can be completing in the field in
mentoring situations. Nevertheless, the limitations of this case study restrict the widespread
reach of these findings. In order to make a stronger impact, more research on graduate student

mentors in the field of education needs to be conducted.
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Appendix A: Approved Recruitment Flyer

How do you feel about mentoring?

Are you a UNF COEHS graduate student (or recently graduated
graduate student) who works in a PK-12 setting?

Would you be willing to talk with a doctoral student
about mentoring preservice teachers?

If so, your input is needed.

Participants must be a UNF COEHS graduate student or have graduated from a
UNF COEHS graduate program within the last year.
Participants must also be a practicing PK-12 teacher.

Participants may or may not have mentored preservice teachers in their career.

If interested, please contact Melissa Omeechevarria at
1000071973 @ospreys.unf.edu.

UNF IRB Number: 858351-2

Approval Date: 09-04-2018 1
Processed on behalf of UNF's IRB @'Q A
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Appendix B: Interview Protocol

Before we discuss your mentoring experience. Let’s begin with reflecting up on your
experiences as a graduate student.

What led you to enroll in graduate school and in your particular program of study?

What professional goals or long-term plans do you have relating to the completion of your
graduate program?

Thinking about your graduate school experience, how have you grown professionally or
personally as a result of being a graduate student?

What successes have you experienced in graduate school? Struggles?

Now, let’s shift the focus of our discussion to you mentoring experience and then we will
consider the two topics simultaneously.

Have you mentored preservice teachers before? In other words, have you worked with
undergraduate observation students, pre-interns/field students, or student teachers/interns
in your classroom?

Do you have the qualifications to supervise preservice teachers? In other words, do you have
three or more years of teaching experience, satisfactory evaluations, and Clinical
Educator Training?

If they have mentored preservice teachers before...

How many preservice teachers have you mentored?
How many were interns/student teachers? Pre-interns/field students? Observation
students?

How did you begin mentoring preservice teachers?
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In general, how would you describe or categorize your experience mentoring preservice
teachers?

Did you mentor preservice teachers prior to beginning your graduate program? Did you
continue mentoring once you became a graduate student?

If you mentored both before and during graduate school, do you feel your experience as a
mentor was different after becoming a graduate student? How?

Reflecting back on your mentoring experiences, what do you perceive as the benefits to
serving as a mentor to preservice teachers?

How do you feel that these benefits relate to you as a graduate student?

What do you perceive as a barrier to serving as a mentor to preservice teachers?

How do you feel that these barriers relate to you as a graduate student?

How do these benefits and barriers affect your decision to mentor preservice teachers?

How does your status as a graduate student affect your decision to mentor preservice
teachers?

Do you still mentor preservice teachers? Are you still willing to mentor preservice
teachers? If not, why not?

If they have not mentored preservice teachers before...

What has kept you from mentoring preservice teachers?

Has your status as a graduate student kept you from mentoring preservice teachers? If so,
how?

Even though you have not mentored preservice teachers, what do you perceive to be the
benefitting of serving as their mentor?

How do you feel that these benefits relate to the graduate school experience?
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What do you perceive to be the barriers to serving as a mentor to preservice teachers?

How do you feel that these barriers relate to the graduate school experience?

How do you see these perceived benefits and barriers impacting your decision to not
mentor preservice teachers at this point in your career?

Are you open to mentoring preservice teachers in the future? If not, why not?

All participants...

What should I have asked you that I didn’t think to ask?

Is there anything else that you care to add?
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Appendix C: Approved Informed Consent Form

Informed Consent

I am a doctoral student at the University of North Florida (UNF) and I am conducting a research study on
graduate students mentoring preservice teachers as part of my coursework for earning a Doctorate in
Education (EdD).

If you take part in my study, you will be asked to participate in a minimum of two face-to-face, one-on-
one interviews. I anficipate that each interview session will last approximately one hour and with two
interviews, your total time commitment to the study will be approximately two hours. The interviews
will be conducted on UNF’s campus. The questions are semi-structured and mainly open-ended. Your
responses will not be linked to vour identity. When the findings of this study are published, a pseudonym
will be assigned to you in an effort to protect your privacy. Only authorized personnel will have access to
your responses in any other format.

Since this study focuses on your experience as a graduate student as well as your experience as a mentor,
yvou may feel you benefit from participating both professionally and as a student. Others may also benefit
from the information as it will expand the body of knowledge on mentoring and graduate students.
Reflecting upon and discussing previous mentoring situations may bring negative experiences to mind
that could be upsetting. If you do experience emotional distress as a result of participating. counseling
services are available to you as a UNF student. You may contact UNF Counseling Services at 904-620-
2602. Beyond the aforementioned potential hazard, no other risks or discomforts are anticipated. Please
note. compensation will not be offered for your participation in this study. even in the event of injury or
discomfort due to study participation.

Participants in this study must meet the following criteria;: Be a UNF COEHS graduate student or have
graduated from a UNF COEHS graduate program within the last year; Be a practicing PK-12 teacher; and
May or may not have mentored preservice teachers in their career. Participation in this study is voluntary
and there are no penalties for deciding not to participate, skipping questions, or withdrawing your
participation. You may choose not to participate in this research without negatively impacting your
relationship with UNF or vour status as a graduate student. Additionally. the researcher has the right to
terminate your participation in the study without consent.

If you have any questions or concerns with this study, please contact me or my dissertation chair, Dr.
Kristine Webb. A copy of this form will be given to you to keep for your records. If you have any
questions about your rights as a research participant or if yvou would like to contact someone about
research-related injury, please contact the chair of the UNF Institutional Review board by calling 904-
620-2498 or emailing irtb@unf.edu.

Sincerely,
Melissa Omeechevarria Dr. Kristine Webb
Redacted Redacted
I (print name) attest that I am at least 18 vears of age and agree

to take part in this research study.

Participant’s Signature: Date:

Principal Investigator’s Signature: Date:

UNF IRB Number: 858351-2
Approval Date: 09-04-2018

Processed on behalf of UNF's IRB ? ; -
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Appendix D: Demographic Questionnaire

What is your gender?
Male Female
What is your age?

18-24 yrs. 25-34 yrs. 35-44yrs. 45-54yrs. 55-64yrs. 65-74yrs.

What is your ethnicity?
White Hispanic or Latino Black or African American
Native American Asian/Pacific Islander Other:

How many years have you taught?

What grade level(s) and subject(s) have you taught?

Have you had Clinical Educator Training (CET)? The state required training to host university
students or mentor novice/peer teachers.

Yes No
What degree and program of study are you currently enrolled in the COEHS at UNF?

Master’s Doctorate

Program of Study:

Approximately what percentage of your graduate degree have you completed at this point?

Less than 25% 25%-50% 50%-75% More than 75%
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Appendix E: Institutional Review Board Approval

UNIVERSITY of
NORTH FLORIDA.

Office of Research and Sponsored Programs

1 UNF Drive

Jacksonville, FL 32224-2665

904-620-2455 FAX 904-620-2457

Equal Opportunity/Equal Access/Affirmative Action Institution

MEMORANDUM
DATE: September 4, 2018 UNF IRB Number: 858351-2

Approval Date: 09-04-2018 ) 71
T0O: Ms. Melissa Omeechevarria Pk, i LaRalk ar Ll Ik *@_.

VIA: Dr. Kristine Webb
Exceptional, Deaf, and Interpreter Education

FROM: Dr. Jennifer Wesely, Chairperson
On behalf of the UNF Institutional Review Board

RE: Review of New Project by the UNF Institutional Review Board
IRB#858351-2: “Dissertation - Graduate Students’ Perspectives of the Benefits and Barriers to
Mentoring Preservice Teachers”

This is to advise you that your project, “Dissertation - Graduate Students’ Perspectives of the Benefits and
Barriers to Mentoring Preservice Teachers™ underwent “Expedited” Categories 4. 6. & 7 review on behalf of the
UNF Institutional Review Board. Your reviewer recommended approval without further modifications.

This approval applies to your project in the form and content as submitted to the IRB for review. All
participants must receive a stamped and dated copy of the approved informed consent document when possible.
Any variations or modifications to the approved procedures or documents must be cleared with the IRB prior to
implementing such changes. For example, if you plan to make changes to your stamped and dated informed
consent form, it will be necessary to submit a copy of the revised form via an amendment so that it can be
reviewed and approved prior to use. Once approved, a new stamp and date will be included on the revised
consent form so that it can be used. To submit an amendment, please complete an Amendment Request
Document and submit it along with any updated documents aftected by the changes via a new package in
IRBNet. Any unanticipated problems involving risk and any occurrence of serious harm to subjects and others
shall be reported by completing this Event Report Form and sending it promptly to the IRB within 3 business
days.

Your study has been approved as of 09/04/2018. When you are ready to close your project, please complete a
Closing Report Form. Please note that it will be necessary to create a new package in IRBNet in order to submit
amendments, status reports, or closing reports in the future. All applicable records relating to this research shall
be retained for at least 3 vears after completion of the research.
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CITI Course Completion Reports are valid for 3 years. The CITI training for renewal will become available
90 days before the current CITT training expires. Please renew vour CITT training when necessary and ensure
that all key personnel maintain current CITI training. Individuals can access CITI by following this link:
http://www.citiprogram.org/. Should you have questions regarding your project or any other IRB issues, please
contact the research integrity unit of the Office of Research and Sponsored Programs by emailing IRB@unf.edu
or calling (904) 620-2455.

This letter has been electronically signed in accordance with all applicable regulations, and a copy 1s retained
within UNF's records. All records shall be accessible for inspection and copying by authorized representatives
of the department or agency at reasonable times and in a reasonable manner. A copy of this approval may also
be sent to the dean and/or chair of your department.

UNF IRB Number: 858351-2

Approval Date; 09-04-2018 7)
Processed on behalf of UNF's IRB ¥ P
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Appendix F: Demographic of Individual Participants
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Pseudonym Gender Years of Grades CET Mentoring Degree Percent
Age Teaching Subjects Experience Program Done
Ethnicity
Jessie Female 4 9-12 No None Doctorate 0-25%
25-34 Foreign Ed
White Language Leadership
Cindy Female 7 K, all Yes Yes — intern Master’s 0-25%
25-34 34 ELA and other Ed
White 4 all preservice Leadership
teachers
Willow Female 10 K-2 Yes None Master’s 75 - 100%
45-54 (+9 as para) ESE ABA
Black/AA Self-
contained
Jasmine Female 5 2nd _ gth Yes Yes — Master’s 75 - 100%
25-34 Math multiple Ed
Black/AA Science interns and | Leadership
other
preservice
teachers
Meg Female 7 K, all No Yes — Master’s 75 - 100%
25-34 1%, all preservice ABA
White teachers
Eugene Male 5 gth__ 12t No Yes — peers | Doctorate 25-50%
35-44 Algebra I, beginning Ed
Black/AA Intensive their Leadership
Math teaching
6th — 8t career
Math
37 Math
Science
Angela Female 25 Montessori No Yes — Master’s 0-25%
55-64 Ages 3-6 multiple Early
White preservice Childhood
teachers Ed
learning the | Leadership
Montessori

model
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Curriculum Vitae — Melissa Omeechevarria

Education

Doctor of Education in Educational Leadership
University of North Florida, Jacksonville, Florida
April 2019

Masters of Education in Elementary Education
University of North Florida, Jacksonville, Florida
August 2002

Bachelors of Science in Elementary Education
Florida State University, Tallahassee, Florida
December 1998

Professional Certifications

Professional Certificate, Florida Department of Education, 1999 - present
Elementary Education, grades 1-6
ESOL endorsed, Reading endorsed, Gifted endorsed

National Board Certified, 2004 — 2014
Early Childhood Generalist

Professional Experience
Charter Schools USA, Jacksonville, Florida
Curriculum Resource Teacher/Academic Coach, Professional Development Facilitator

University of North Florida, College of Education and Human Services, Jacksonville, Florida
Clinical Faculty/Visiting Instructor

Duval County Public Schools, Jacksonville, Florida
District Cadre, Professional Development/Teacher Induction Program

Jacksonville University, Jacksonville, Florida
Adjunct Professor, School of Education

Duval County Public Schools, Jacksonville, Florida
Elementary Teacher

Duval County Public Schools, Jacksonville, Florida
Substitute Teacher



