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Abstract

Teacher retention research indicates that educators are leaving the profession at
increasing rates due to stress, burnout, and feelings of isolation. The purpose of this
participatory action research study was to examine teacher mentoring as a strategy to
reduce these challenges and support retention, particularly through teachers’ roles as
co-designers of a structured mentorship training program. The study investigated
mentors’ intent, level of involvement, and wellbeing, while also exploring how wellbeing
is reflected in mentoring practices. Participants included five mentor architects who
engaged in the development and implementation of the program and fifteen teacher
mentors who participated in the training and subsequent mentoring. Data were collected
through semi-structured interviews and surveys. Analysis of the data revealed five
themes related to mentoring practices and teacher development. Findings indicated that
participation in the mentorship training program enhanced teacher leadership capacity,
increased accountability and intentionality in mentoring, promoted wellbeing-centered
practices, supported transformational learning, and strengthened collective leadership
within the school. These results suggest that structured mentor training programs may
serve as an effective approach to improving teacher retention and fostering a supportive

and collaborative school culture.
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Chapter 1: Introduction

Mentoring plays a critical role in shaping teacher development, retention, and
leadership capacity within schools. As education becomes increasingly complex and
demanding, and teachers are leaving the profession at higher rates each year, the need
for well-prepared mentors who can support and guide teachers who are new to a school
has grown significantly (Brill & McCartney, 2008). Beyond offering emotional and
instructional support, effective mentors also serve as catalysts for cultivating teacher
leadership. Through structured training, mentors not only improve their own leadership
skills but also help mentees envision and enact leadership roles within their schools by
mentoring the entire person for career advancement (Ortogero et al., 2022. This
dissertation explores the development and implementation of a structured mentor
training program designed to promote teacher leadership, professional growth, and
long-term success for both mentors and mentees in elementary school settings.

This participatory action research study explores two cycles of developing and
enacting a mentor training program in a local elementary school. Five mentor teachers
were chosen to help me (participant in the action research) develop this program. They
will be referred to as the mentor architects. The mentor architects are current teachers
in the school who demonstrated interest in school leadership and also wanted to
improve mentorship after having negative experiences with it themselves. These mentor
architects play a seminal role modeling and sustaining the mentoring system that
elevates leadership preparation and wellbeing. Mentor architects met with me monthly
for nine months to develop a mentorship training program based in Mertz's (2004)

Mentoring Framework and Seligman’s (2011) PERMA framework to combine a
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supportive mentoring structure with wellbeing to promote school flourishing and teacher
retention.

In this chapter, a background of the study is first provided to ensure proper
context is given to this action research project. The problem statement, purpose of the
study, and research questions will also be introduced. Additionally, the advancement of
scientific knowledge and significance of the study, as well as rationale for the
methodology and nature of the research design will be provided. Finally, definitions for
frequently used terms, assumptions and limitations will be presented to introduce the
topic. This chapter will provide an overall summary for the research and its importance
in the context of school mentorship.

Background

Previous empirical research showed that mentoring new teachers and supporting
their wellbeing leads to better retention overall. The literature showed that positive
psychology has a connection to mentorship as a long-term practice, and this
demonstrates how positive psychology and mentoring intersect and the need for it in
mentoring practices. Positive psychology through the PERMA Framework (positive
emotion, engagement, relationships, meaning, and accomplishment) proves the
importance of teacher wellbeing with positive school relationships, school culture, and
professional development (Lunsford, 2022; Seligman, 2011; Wheeler et al., 2024).
Then, mentorship is reviewed in empirical research with the history and role of
mentorship in schools and proves the importance of how mentoring as a form of
induction can improve teacher wellbeing, retention, and effectiveness. Mentoring can

take various forms to support mentees and increase best mentoring practices. The
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politics and policies behind mentorship are important, as well as the difference between
mentoring and coaching. Additionally, the benefits of mentoring for mentors and the role
of demographics in mentorship play a large role in mentor recruiting and effectiveness
(Johnson & Kaslow, 2014; Mertz, 2004; Viera, 2021). The role of leadership in
mentoring emphasized the importance of mentor training in shaping effective mentoring
programs. It creates shared leadership that improves school culture, gives mentors a
greater leadership role in the school building, develops transformational leadership, and
increases self-efficacy (Cherkowski & Walker, 2019; Thornton, 2014). Mentor training
has proven to be one of the more effective ways to improve mentorship in schools.
Some formal induction programs are in place, but there is not specific training on
mentorship to improve leadership. This training combats negative mentoring practices
which leads to a negative school culture. The research shows that mentoring, especially
when guided by structured training, can promote long-term teacher leadership
(Lunsford, 2022; Ortogero et al., 2022). Finally, teacher resilience significantly impacts
both student achievement and school culture, and mentorship can strengthen teacher
resilience, ultimately leading to improved student outcomes (Morettini et al., 2020;
Washburn-Moses, 2010).

While existing literature highlights the benefits of mentoring in supporting novice
teachers and improving instructional practice, there is a noticeable gap in research
specifically focused on developing structured mentor training programs that intentionally
foster teacher leadership and promote wellbeing, particularly for teachers new to a
school district. Much of the current research centers on the general effectiveness of

mentorship in aiding teacher retention or easing transitions into the profession, but few
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studies explore how mentor training can be strategically designed to empower mentors
as leaders while addressing the emotional and psychological wellbeing of both mentors
and mentees. Furthermore, limited attention has been given to how these programs
function within the unique context of teachers acclimating to new district cultures,
expectations, and communities, especially within an action research context. This gap
underscores the need for research that integrates leadership development and positive
psychology into mentor training models tailored for newly hired educators.
Problem Statement

There is a problem in education with the retention of teachers in the field. Despite
administrator and district official’s attempts to train and develop teachers, teachers are
leaving the profession at high rates, with 46% of teachers leaving after five years in the
United States, and 50% of teachers leaving in the state of Alabama (Brill & McCartney,
2008; Mackey, 2022). This problem has negatively impacted districts, schools, and most
importantly the students within these organizations. The current teacher retention rate
and the lack of consistent instruction negatively impacts student achievement and
learning over time (Soulen & Wine, 2021). High rates of teacher turn over not only
negatively affect student achievement, but an overall negative school culture and
environment (Arthur & Bradley, 2023). Possible causes of this problem of teacher
retention are excessive workloads, high-stakes testing, disruptive student behavior,
poor leadership, as well as the view of teaching as a temporary profession (Brill &
McCartney, 2008). Mentoring is one of the possible solutions to the teacher retention
problem (Johnson & Kaslow, 2014), but a strong mentoring program must be in place

for mentoring to be effective. To date, there is little formal evidence on the practice of
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training mentors to increase teacher leadership and, thus, promote teacher retention for
mentors and mentees in a local school building. This study will use participatory action
research to examine the development of a teacher mentoring program and the effects
on the developers and participants.
Purpose Statement

As an assistant principal at my elementary school, | co-designed a mentor training
program to enhance mentorship in our building, and | invited five teachers (mentor
architects) to help me develop the program and provide feedback. The purpose of this
participatory action research study was to work with mentor architect teachers to
develop a teacher mentorship program, with the goals of increasing mentorship through
intent, involvement, and wellbeing leading to greater leadership and retention in our
school. Since it is action research, two cycles were employed following the planning,
acting, observing, and reflecting phases, with adjustments made based on data and
feedback. The target population for this is relatively small, since they are the mentor
architects of the program and the teachers (mentors) who participated in the mentorship
training. There are five mentor architects and fifteen mentors. They are all located at the
same K-5 elementary school. All mentors and mentor architects have at least three
years of teaching experience within our district. All participants will be considered co-
researchers, contributing to the design, implementation, and evaluation of the
intervention.
Research Questions

The following research questions guided this qualitative participatory action

research study:
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1. In what ways do mentor architects describe how participating in two action
research cycles to develop and implement a structured teacher mentoring
program influence their intent to engage in mentoring and their level of
involvement in mentoring practices?

2. In what ways do teacher mentors describe their perceptions the first year of
implementation after two action research cycles of a structured mentor
training program, particularly in relation to supporting and retaining newly
hired teachers and promoting aspects of wellbeing as described by
Seligman’s PERMA model with (a) positive emotions, (b) engagement, (c)
positive relationships, (d) meaning, (e) accomplishment?

These questions relate to the problem statement by measuring the effectiveness of the
mentoring training program with its intent and involvement within the Mertz framework,
as well as seeing the perception of effects of the PERMA framework within the mentor
training.
Advancing Scientific Knowledge

The lack of existing literature on using mentorship training to promote leadership
and increase wellbeing justifies the problem stated above and shows the need for a
formal mentor training program. Although mentoring is recognized as a potential
solution to the persistent issue of teacher attrition, there is a clear gap in the literature
regarding how structured mentor training programs can be intentionally designed to
cultivate teacher leadership and improve retention—particularly within local school
contexts. Existing research often emphasizes the general benefits of mentoring but fails

to explore how equipping mentors with leadership skills and strategies through targeted
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training can enhance the mentoring relationship and promote long-term teacher
commitment and retention. Furthermore, limited studies address how mentor training
programs can be aligned with school improvement efforts to not only retain teachers but
also improve school culture and student achievement. This study addresses that gap by
examining the development of a mentor training program that fosters leadership and
supports the retention of teachers new to a district through participatory action research
(Reason & Bradbury, 2008).

Wheeler’'s (2024) Framework is used to combine Seligman’s (2011) PERMA
theory and Mertz’'s (2004) Mentoring framework under the umbrella of positive
psychology. This conceptual framework guides the study by focusing on positive
psychology as the over-arching theme to guide the program, while individually
embedding components of PERMA into the training to increase mentor wellbeing and
potentially leading to mentee wellbeing, as well. Additionally, Mertz’s intent and
involvement is measured in the training to understand the effectiveness of the program
and the development with shared leadership to solve a local school problem. This
framework justifies a participatory action research approach by linking mentor
development to teacher wellbeing and leadership growth. By embedding PERMA into
mentor training and using Mertz’s role taxonomy to guide development, the study
fosters a system where both mentors can thrive professionally and emotionally.
Significance of the Study

This research will contribute to the existing body of literature by demonstrating
how a structured mentor training program that was developed through a collaborative

design process can improve mentorship and increase wellbeing. By exploring the
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connection between intentional mentor development, leadership emergence, and
wellbeing, the study fills a gap in current research on mentorship as a tool for
professional empowerment. The study provides practical insights into how school
districts can design and implement mentor training programs in collaboration with the
teachers who will serve as mentors. This participatory approach not only ensures
relevance and effectiveness but also empowers educators by positioning them as co-
creators in their professional development, thereby strengthening leadership capacity
across the school community. By addressing the challenges of teacher retention and
leadership development, this research promotes positive social change within
educational systems.
Rationale for Methodology

Participatory action research is the methodology used for this study. This study
uses a qualitative action research design, which is both participatory and iterative. It
focuses on solving a real-world problem, in this case, improving mentorship and
increasing leadership and retention through a collaboratively developed mentor training
program by engaging practitioners in the research process. Action research is grounded
in cycles of planning, action, observation, and reflection, allowing for responsive
changes based on participants’ experiences and feedback. This approach is especially
well-suited for educational settings where the goal is both understanding and
improvement of practice. | chose participatory action research methodology because |
wanted to solve a problem within my local school (mentoring teachers and promoting
retention) while also increasing the leadership capacity of teachers in the school around

me. Action research is a well-known qualitative form of research that has been used in

21



classroom settings but is progressively being used more often in larger school contexts
for the benefits of school leadership (Mertler, 2016). Data on mentor teacher
perceptions of the mentoring program was collected through interviews and a survey.
Two stages of action research cycles were implemented in this process, the first during
the development phase and the second during the implementation phase. The teachers
were asked to describe their experience in the mentor training program and to specify
how it affected their intent and involvement as a mentor as well as aspects of wellbeing
through the theoretical frameworks. | hoped that this work would translate into a more
effective approach for teacher mentoring in my district that focuses more on leadership
and thus increases teacher retention. Also, being a participant in this action research
study, | co-constructed the program with the mentor architects, and | examined what |
already learned about mentor training and examined how the process of the study
shaped the program.
Nature of the Research Design

Participatory action research cycles were conducted twice through a variety of
data collection methods, including interviews and a survey. This context is within a local
k-5 elementary school building, where a mentorship training program is being built by
mentor architects and then improving the program while mentors participate in it and
provide feedback to new teachers in the elementary school building. | am also a
participant in the program and one of the mentor architects, which is common in an
action research study. | used a convenience sampling technique, where | choose the
participants directly based on who is participating in the program, which is relatively

small. All data gathering with participants will take place on site at the local school
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building. Several instruments will be used to collect data throughout the research
cycles. Semi-structured individual interview protocols will serve as guides featuring
open-ended questions aligned with the study’s research questions. These interviews will
be conducted throughout the research cycles to capture participant growth over time. A
survey will be implemented based on the individual interviews to measure intent,
involvement, and wellbeing while also triangulating the data for consistency. The first
cycle took place during the development of the program last school year, and the
second cycle will take place during the fall and spring of the current school year.
Assumptions and Limitations

With this study being participatory action research, it is assumed that knowledge
is constructed through experience and interaction, meaning the lived experiences of
participants and their interactions with each other and the environment. The truth is
subjective and context dependent (Herr & Anderson, 2015). It also assumes that
research is participatory and collaborative, that participants are not just subjects, but co-
researchers. The study is conducted with people, not on them, and change is both a
goal and a process with the purpose to bring meaningful change in practice (Mertler,
2016). Additionally, data collection and analysis are ongoing cycles to make continuous
improvements. It is also assumed that improved practice is grounded in reflection which
is essential for professional growth. Context is also very important, with all findings
deeply influenced by specific settings, relationships, and cultural dynamics (Merriam &
Tisdell, 2016). Finally, multiple perspectives are valid and valued, and first-hand

experiences are necessary to understand the situation and appropriate solutions. The
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researcher is an instrument and participant, the researcher’s identities, values, and
experiences shape the study. Reflexivity is also essential.

The limitations for the study include that school context limited to one location
with a small sampling size. Additionally, action research is a time intensive process with
a large dependence on participation. Finally, ethical complexities are at play with power
dynamics in the school building between supervisor and employee.

Definition of Terms

¢ Mentorship - a developmental relationship where an experienced educator
guides a less experienced educator to help them grow professionally and
personally (Mullen & Klimaitis, 2021).

e Teacher Leadership - teachers who influence their school and community to
improve teaching and learning practices, as well as increase school culture
through a shared vision and continuous improvement (Cosenza, 2015).

e Teacher Retention - the practice of keeping qualified teachers in the profession
and reducing the rate at which they leave their positions (Nguyen et al., 2024).

Chapter Summary

This chapter introduces the topic of participatory action research to solve a
mentoring problem through the training of mentors to increase school leadership and
promote wellbeing. Additionally, with the problem of teacher retention, it shows the need
for the development of programs in schools to train teachers effectively to increase
mentorship capacity in mentors and then study the effects on those mentors. This study
shows the importance of this training by providing the background of the need within the

school context, as well as clearly defining the problem of teacher retention and a lack of
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quality mentorship, as well as the purpose statement of working with the mentor
architects to develop and refine the program to increase the success of mentorship and
teacher retention. Through the research questions, significance, and discussion of
methodology the plan for participatory action research is clearly laid out to fill the gap of
improving mentorship practices through action research. In the following chapters, | will
provide a comprehensive review of the literature, describe the methodology, review the

results of the study, and the provided discussion.
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Chapter 2: Review of the Literature

This chapter begins with an overview of positive psychology and its connection to
mentorship as a long-term practice. The purpose of this overview is to demonstrate how
positive psychology and mentoring intersect, providing a foundation for understanding
how mentorship can enhance teacher resilience and improve retention. As a theoretical
lens, positive psychology offers valuable insight into the emotional and professional
well-being of educators, making it a critical framework for exploring mentorship. Martin
Seligman, the founder of positive psychology, introduced the PERMA model—positive
emotion, engagement, relationships, meaning, and accomplishment—which has since
been applied in educational settings and influenced approaches to mentoring
(Seligman, 2011; Wheeler, 2024). Following this foundation, the chapter explores the
history and role of mentorship in schools, with particular attention to teacher retention
and the various forms mentoring can take. It then addresses the role of leadership in
mentoring and emphasizes the importance of mentor training in shaping effective
mentoring programs. The literature on teacher resilience is also reviewed, highlighting
its impact on student achievement and school culture, and exploring how mentorship
can strengthen resilience. Finally, the chapter examines research on teacher retention,
arguing that mentoring, especially when guided by structured training, can promote
long-term teacher leadership. The chapter concludes by presenting the conceptual
framework guiding this study, which integrates the key themes of positive psychology,

mentorship, resilience, leadership, and retention.
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Positive Psychology

Positive psychology was first introduced by Martin Seligman and Mihaly
Csikszentmihalyi (2000) as a shift away from the traditional deficit and dysfunctional
focuses of psychology towards well-being and the positive aspects of human
experience. Theories and research examined positive psychology intervention and how
to define, quantify, and create wellbeing (Rusk & Waters, 2015). This holistic work
introduced the key concepts of positive psychology focusing on well-being and a
strengths-based approach to fixing problems, with the ultimate goal of humans
functioning at optimal levels in individual, group, and social settings (Seligman &
Csikszentmihalyi, 2000). This concept and the focus on optimism can be applied to
schools to foster student learning environments and create work places where teachers
thrive instead of just survive. The need for positive psychology in education was
evident. Many schools and systems have a “sink or swim” mentality when teachers
begin working that leads to burn-out, unqualified teachers, and lessened student
achievement (Wexler, 2019). In his introductory work, Seligman found that how
individuals respond to failure determines how they proceed in life, and those who have
help and an optimistic outlook are more successful when they are able to amplify
positive emotions and overcome negative ones (Seligman & Csikszentmihalyi, 2000).
Negative emotions, especially when blown out of proportion in comparison to the reality
they are facing, lead to burn-out and career changes (Seligman & Csikszentmihalyi,
2000). Clearly, this sink or swim method is not working in our schools and teacher
attrition rates proved that the adoption of a positive psychology model could greatly

benefit teachers and students.
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Seligman first used the term wellbeing in the positive psychology context to
describe the characteristics of a self-actualized person, a description of which is
outlined in his PERMA model. The PERMA model was established as a building block
of wellbeing in Seligman’s book, Flourishing. As stated above, the PERMA model
focuses on positive emotion, engagement, relationships, meaning, and
accomplishments (Seligman, 2011). By understanding the role each of the five
components play in wellbeing independently of each other, PERMA can be seen as a
model that predicts flourishing, increases job satisfaction, and decreases psychological
distress (Foregard et al., 2011). Positive emotion includes hope, interest, love, joy,
compassion, pride, amusement, and gratitude, and is a prime indicator of flourishing
that can be learned to improve well-being (Fredrickson, 2001). When positive emotions
are built into daily life and recognized as such, it improves quality of life and can undo
the effects of negative emotions and promote resilience (Tugade & Fredrickson, 2004).
Engagement in work is an important part of PERMA where a combination of strength
and skill is found to challenge individuals while also helping them to feel successful.
This experience of engagement is more likely to happen when people know and work
within their strengths to complete tasks (Seligman et al., 2005). Relationships, the next
component, prove that humans are innately social creatures, and these social
connections are paramount to human wellbeing (Seligman, 2011). Relationships, both
personal and work related, are proven to play a large role in an individual’s health and
overall wellbeing (Siedlecki et al., 2014). Meaning is defined as the need to have value
and worth (Seligman, 2011). Having meaning and purpose in one’s life helps individuals

become resilient and face challenges. Meaning can have many different definitions, but
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finding meaning in a career, something that thankfully comes easily to educators, can
improve overall life satisfaction (Seligman, 2011). Accomplishment, which can also be
known as achievements, is the last component of Seligman’s PERMA model. Having a
sense of accomplishment when working toward and reaching a goal contributes to
wellbeing, because it creates a sense of pride and shows perseverance to strive
towards goals with intrinsic motivation (Seligman, 2011).

These components of PERMA demonstrate how they can be used as a model for
overall wellbeing, and how this can be adopted to increase wellbeing through
mentorship in an educational setting. Seligman acknowledges that PERMA is not all
encompassing of wellbeing, but instead a building block to use to guide individuals to
improve their own lives and thus improve happiness and flourish in their careers
(Seligman, 2018). When teachers feel that they are flourishing in the workplace, they
are more resilient and are more likely to stay in their current role, as well as in education
in general. Positive psychology is more likely to be successful when built slowly over
time using a model like PERMA, and it is not something that can simply be adopted and
work to improve individuals’ lives immediately. Steps must be given to see the path to
happiness and wellbeing. When it is forced without providing a tangible pathway that
shows the causal connections among components, wellbeing will not be adopted by the
individual (Seligman, 2018).

Positive psychology builds on the strengths of an individual, which is shown to be
a best practice for mentors to improve mentee wellbeing (Cherkowski & Walker, 2019).
This is even more impactful when it is being encouraged by the leaders of the school

and they are also aware of these strengths. Finding and building on signature strengths
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while also identifying areas of gratitude increases happiness and decreases depression,
however the work of these interventions has to be put in place and adopted by the
individual, and made into a continuing practice (Seligman, 2005). Wellbeing and
mindfulness with components of positive psychology are important for mentors to adopt
to help mentees recognize the good in their jobs, and the mentor relationship is
essential for wellbeing to help individuals and schools flourish and improve their culture
and climate (Cherkowski & Walker, 2019). Mentoring supports well-being, identity,
leadership, and change beyond simply a skill transfer, and it is a powerful motor behind
promoting cultural change and promoting positive psychology in a school building.
Mentoring across domains such as career development, self-efficacy, and pedagogy
supports that mentoring can be tailored to different needs, stages, and roles (Reames &
Searby, 2021). These relationships can often be mutually beneficial, and providing
these networks for collaboration is essential to positive psychology in the school
building and to create career advancement and retention for teachers. When these
relationships are formed and common interests are identified, this increases the
wellbeing of both the mentor and mentee and strengthens the relationship (Johnson &
Kaslow, 2014).

Wellbeing and fulfillment through positive psychology are not just elements of a
positive school culture but are essential to meeting academic goals (Hargreaves &
Shirley, 2022). These authors mention Seligman’s PERMA Framework in their book,
Well-Being in Schools, to demonstrate how learned helplessness explains why people
are often passive where they could be advocating for well-being once they are aware of

the elements of positive psychology. By following the steps of the PERMA framework,
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teachers were more positive and active when having the emotional intelligence to
identify ways to improve their wellbeing in the workplace (Hargreaves & Shirley, 2022).
Conversations that help mentees reframe their experiences through positive psychology
have been found to build resiliency and optimism through the practice of “thought
catching” or the ABCDE model (Seligman, 2016). The ABCDE model allows mentors to
engage in complex conversations by using role-playing exercises to engage in
reframing dialogue. Mentors address the adverse event, describe the belief as a result
of the advent, describe the consequences of holding the belief, dispute the belief by
identifying other explanations, and discuss the energy one has (Seligman, 2016). This
element of positive psychology demonstrates the need for mentors and the element that
PERMA can play with a mentoring framework to increase a teachers’ experience at a
school and their retention. The PERMA model is a way of life that validates human
worth and the creation of a better life where humans are able to flourish (Hargreaves &
Shirley, 2022).

Finally, positive psychology plays a role in many elements throughout the school
building, such as professional development for teachers, relationships between mentors
and mentees, self-efficacy for teachers, the school environment, and overall teacher
emotion. Professional development for teachers, which can lead to greater teacher
accomplishments, is composed of an element of PERMA that helps teachers feel
successful and promotes their wellbeing (lannucci et al., 2021). Relationships that
develop in the school building are essential to wellbeing, especially mentor/mentee
relationships that establish trust (Basaran & Cakir, 2023). Collaboration due to these

relationships also increases trust and wellbeing, contributing to meaningful relationships
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that are essential in positive psychology (Lee at al., 2023; Sezer & Can, 2019).
Underpinning all of these relationships and setting the tone and culture for trust in the
building is transformative leadership, that must take place in order for organizational
happiness and overall wellbeing to occur (Kilic et al., 2023). Self-efficacy is also
important within the context of positive psychology as it relates to PERMA where
teachers can engage with their work fully and feel confident in their abilities, and
through this success they can also celebrate accomplishment (Hargreaves & Shirley,
2022). The school environment effects well-being, and the overall culture of the school
can be impacted by PERMA to increase happiness and school culture (Hargreaves &
Shirley, 2022). Teacher emotion also plays a large role in the PERMA model with
positive emotions built in, and the use of mindfulness in the classroom increases
teacher wellbeing over time (Cherkowski & Walker, 2019; Kangas-Dick &
O’Shaughnessy, 2020). The passion of teaching and engagement that teachers have in
their job is another way that positive psychology contributes to the field of education and
can be improved through mentorship over time (Santoro et al., 2012).

Mentorship connects to positive psychology by improving wellbeing through
mentorship. This is still an emerging topic in the literature, and simply introducing
wellbeing through mentorship is in the beginning stages. Once wellbeing is introduced
and mentees begin to consider their own wellbeing and learn about different strategies
that they can employ, they are much more likely to participate in wellbeing related
activities that improve their mental health and make their job more sustainable (Wheeler
et al., 2024). Mentoring through a strengths-based approach highlights the importance

of improving relationships to provide greater meaning and identity, which shows the
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need for wellbeing in mentorship and how it can expand in the future (Brewer, 2016).
Additionally, participants in a study reported that mentors are critical to increasing
knowledge of wellbeing and connecting it to their personal and professional lives.
(Wheeler et al., 2024). As research continues to explore the intersection of mentorship
and positive psychology, it becomes increasingly clear that fostering wellbeing through
mentoring relationships has the potential to transform both individual experiences and
the broader educational environment.
Mentorship

Mentorship in education has evolved into a complex, intentional practice that
plays a critical role in professional development and organizational growth. Mentorship
is a practice that has been in place around the world for a number of years, it was first
introduced to education in the 1970s focusing on improving faculty members’
experiences (Irby & Boswell, 2016). The maijority of literature that currently exists on
mentorship focuses on pre-service teachers, or teachers who are brand new to the
profession. Mentoring is difficult to define as it is different depending on the career field
and even individual who is participating in it (Kram, 1988). Mertz (2004) defines
mentoring as a hierarchical, but supportive work relationship based on intent and level
of involvement. Mertz’s (2004) framework shows that the increase in the level of intent
from the mentor is necessary to earn the distinguished title of mentor, as more than just
a role model, coach, advisor, sponsor, or patron. Mentorship is a science that requires
rigorous evidence through science and relational/creative skill though art (Allen & Eby,
2021). Organizations have an implicit obligation to develop their employees, and this is

true in educational settings as well. Mentorship is a combination of professional
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development and career advancement in order to grow the individuals in the
organization (Kram, 1988). Mentorship in schools should be mutually beneficial for both
the mentor and mentee, which is why it is such an important part of the overall
organizational structure. Because mentors are placed in such a high regard, they are
held to more requirements than just a coach or advisor, such as connecting their
mentees, developing their network, supporting their advancement, and sharing their
power of influence (Mertz et al., 1988). Mentees should also take an active role in the
relationship, by taking initiative, having a growth mindset orientation, having an active
role in goal setting, and having a reflective orientation (Searby, 2014). As such, effective
mentorship is not a passive role, but a deliberate and influential practice essential to
fostering both individual growth and institutional success, which is why it is so important
in the field of education.

In order for mentorships to be successful in school environments, effective
policies must be in place. A lot of policies are put into place but are simply symbolic in
action, and in order to make a difference policy needs to be actionable and intentional
(Rosen, 2009). Political factors can also contribute to policy effectiveness and get in the
way of true organizational change, especially within mentoring and how it is approached
(Malen, 2011). Political factors can also negatively impact wellbeing in the organization,
and thus disrupt or deter the mentoring process (Miller & Gkonou, 2023). Many of these
political factors come from institutionalized educational practices and areas of funding
that can be difficult to change over time (Meyer, 1977). Lack of clear policy creates role
ambiguity in mentorship and can result in confusion instead of the benefits that

mentorship hopes to bring about (Peiser et al., 2018). Research shows that backwards
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mapping for policy implementation is the best way to begin a new policy, and knowing
the end goals of a policy (such as mentoring) is the best way to navigate that application
(Elmore, 1979). When policy is successfully put in place and obligations and/or
responsibilities within the policy are clearly stated, mentorship programs are more
successful and more likely to make connections between theoretical and practical
knowledge. What the mentorship relationship is meant to achieve should be clearly
stated, as well as the training of mentors with appropriate support and structures for
programs to be successful (Searby & Brondyk, 2016). Additionally, those who are
creating the policy must have a full understanding of the pedagogy of mentoring to be
effective (Peiser et al., 2018). Many policies are put in place as a way to address
longstanding issues with teacher turnover, teacher quality, and lack of preparation in
specific teaching contexts (Smith, 2007). The hope with these policies is to solve these
problems, but when they are not monitored effectively these common problems persist.
Some policies can even exacerbate negative mentoring and further ineffective teaching
practices (Peiser et al., 2018). Conflicting national policies can contribute to role
confusion, especially when there is no career progression and a lack of common
understanding is missing (Hobson & Maldrez, 2013). Studies have found that mentor
policies can improve schools’ desired outcomes, but only to the extent that those
policies lead to positive and effective mentoring interactions (Polikoff et al., 2015).
Policy that increases in specificity is more likely to be impactful, especially when related
to grade level or subject area, instead of having a “one size fits all” mentoring policy for
the district (Luft et al., 2003). While policy for mentorship is of the utmost importance,

what is actually enacted in the school building, not necessarily what is written on paper,
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is what most affects how mentorship is performed. The most successful policies tend to
have a contact hour requirement, physical proximity, and specific feedback (Polikoff et
al., 2015). A policy to practice gap often exists in mentoring policies, and
implementation often falls on the district of school administrators in order for it to
happen. Organizations must have the capacity to assure compliance of the state and
district mentoring policy initiatives (Washburn-Moses, 2010). In order for the policies to
be implemented as designed, key stakeholders should have shared power in
developing policies which will ensure clearer implementation (Fransson & McMahan,
2013). Ultimately, the success of mentorship in schools depends not only on the
existence of well-crafted policies, but on their thoughtful implementation, shared
ownership, and alignment with the real-world needs of educators and school
communities

When examining mentorships in school, it is important to differentiate the role of
a mentor than that of a coach. Coaching is defined as, “An ongoing professional
relationship that helps people produce extraordinary results in their lives, careers,
businesses, or organizations” (Whitworth, 2007). Coaching is often focused on
improving specific job-related responsibilities, while the role of mentorship is much
broader and includes improving all skills and overall human performance (Van Tiem et
al., 2002). Mentoring interventions and coaching interventions differ in various ways.
Coaching focuses more on overcoming barriers, work related suggestions, informal
meetings, and based on the assumption that the worker wants to improve, where
different people can serve as a coach. Mentoring, however, goes beyond a single job or

role, is a shared experience an emotional transformation, and overcomes barriers in a
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one-on-one relationship (Viera, 2021). There is also a significant difference between
simply advising someone and mentoring them. An advisor helps someone through a
program or job and provides information, while a mentor facilitates an individual’s career
functions and psychosocial functions (Johnson & Kaslow, 2014). Conversations that
mentors are expected to have with mentees are also very different from those of
coaching, including those that are critical and constructive that provide value for goal
attainment and lifestyle choice alignment (Cherkowski & Walker, 2019). Mentorship is a
central work of teaching and is necessary in school buildings in addition to academic
and pedagogical coaching. The persistence in that of a mentor is also very different
from a coach, where a mentor helps the mentee overcome hardships, encouraging
perseverance in a mutually beneficial relationship (Gearity & Mertz, 2015). Mentorship
is also not considered “tutoring” but instead a real change agent for a school.
Embedded in mentorship can be reform, culture change, accountability, and leadership
renewal (Mullen, 2005). Recognizing these key distinctions underscores the unique and
essential role of mentorship in fostering holistic educator development, beyond the
scope of skill-based coaching or advising.

Educative mentoring, or collaborative mentoring, is a form of mentoring that
helps mentees develop skills to learn from practice and push for continuous
professional growth (Feiman-Nemser & Carver, 2012). Educative mentoring is important
to understand in the context of mentorship because it demonstrates the importance of
effective mentoring and how it can truly transform a school and culture, and promote
resilience and teacher retention. Educative mentoring is more than just cheerleading for

the mentee and providing advice when convenient, it is an emotional investment in
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transforming the mentee pedagogically to improve their teaching abilities (Roegman et
al., 2016). Part of this is moving beyond superficial conversations, which goes against
many norms in school culture where we are lacking the language and interactions that
are both critical and constructive, especially for feedback (Stanulis, 2006). Having
difficult conversations through educative mentoring was mentioned many times
throughout the literature, especially when it comes to the depth that can come from
these conversations and the pedagogical results that happen when tensions are
overcome and trust is fully in place (Wexler, 2019). Mentors and mentees learn from
each other and have a mutually beneficial relationship, instead of just one experienced
teacher transferring knowledge to another (Langdon & Ward, 2014). When educative
mentoring is done correctly, it can result in co-planning, observation with targeted
feedback, and deeper analyzation of student work that all promotes increased student
learning (Stanulis et al., 2019). In the context of educative mentoring, both the mentor
and mentee grow without trying to create another version (or cloning) of the mentor
teacher, which can have negative effects and further the status quo (Kasten et al.,
2024). Educative mentoring is also a way to advance professional development in
schools and make a greater impact than traditional mentoring. Mentors who participate
in educative mentoring have greater learning opportunities and a community of practice
where they can then reflect and enact change in the classroom. This increases
resiliency and thus creates a shift in mindset (Trevethan & Sandretto, 2017). Educative
mentoring also encourages high-leverage practices that lead to greater job satisfaction
and confidence (Wexler, 2020). Research has found that when mentors take an

educative approach, they are able to clearly define their role and distinguish themselves
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as a guide, role model, and supporter, with the ultimate goal of supporting the teachers
in their unique abilities and establishing their own teaching philosophies (Kasten et al.,
2024). Educative and co-mentoring were also found to be beneficial outside of the
educational world, showing benefits in healthcare where a transformative collaborative
mentorship took place not just to benefit the mentee but to change practices within the
field for the better (Ramos-Diaz & Kochan, 2020). Alternative mentoring is another form
of educative mentoring that pushes past traditional forms and focuses on different types
of mentoring that occur and the benefits that can come from them (Mullen, 2016).
Learning flows both ways, and attention to power, equity, and privilege are important to
consider while employing systems thinking and creativity to break the mentoring mold
(Mullen, 2016). Ultimately, educative mentoring fosters a dynamic, growth-oriented
culture where both mentors and mentees evolve as reflective practitioners, leading to
stronger instructional practice, increased teacher resilience, and meaningful school
transformation.

The benefits of mentoring when done correctly are well known, but there are also
many benefits for the mentor (Adair & Reames, 2025). Veteran teachers who participate
in mentoring found that it created confidence and helped them view themselves as
educational leaders within the school building (Thornton, 2013). Additionally, when the
mentor realizes the benefits of mentorship and is committed to the overall goal, they are
able to transcend the self in serving others and create a lasting change within the
educational community through their work. For this to occur, mutual respect must be
accessible by both parties (Mertz, 2004). This requires a level of intimacy in the

relationship that is governed depending on the mentoring program and structure that is

39



currently in place (Dwyer, 2000). Mentorship builds communities by joining
perspectives, including a historical shift in mentoring towards mutuality, mentor
development, and wellbeing (Kochan & Pascarelli, 2004). Mentorship has been found to
be mutually beneficial when the following structures are put in place: fundamental
reciprocity, fluid expertise, increasing vulnerability, extended range of intended
outcomes and professional identities, and taken with a holistic approach (Johnson &
Kaslow, 2014). To break Johnson’s mentoring relationship continuum (MRC) model
down, it shows that mutuality takes several forms where assistance is given back and
forth between the mentor and mentee, and the trainer and trainee are able to
authentically switch between learner and expert in a fluid relationship (McManus &
Russell, 2007). Vulnerability and recognizing shortcomings in a supportive way as well
as stimulating a strong sense of professional identity while taking a holistic approach all
encompass the mentoring relationship continuum in a way that is beneficial for all
parties (Johnson & Kaslow, 2014). Viewing mentoring as ongoing professional
development is also beneficial for both parties, where the veteran mentor teachers are
able to learn new pedagogical practices from novice teachers who were recently trained
in the latest techniques, and novice teachers learning practices and systems through
the mentors creates a mutually beneficial relationship that benefits the school building
as a whole (Wexler, 2020). The cultural factors of mentoring must be taken into
consideration, so that mentees feel heard and understood by their mentors and
mentoring can be approached in a positive and safe way (Kochan, 2013). When

mentoring is approached as a reciprocal, evolving partnership, it not only empowers
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novice teachers but also reinvigorates veteran educators, fostering a collaborative
culture of continuous learning and shared leadership within the school community.
Teacher demographics and diversity are an important part of mentorship to
consider when reviewing the literature. Studies found that a mentorship pairing
dichotomy can exists between teachers of different sexes, races, and years of
experience (Darwich, 2021). Teachers of color often feel most supported when they
have a mentor or close co-worker of the same race who understands them culturally
and who were able to collaborate effectively with them. This increased self-efficacy and
confidence, and improved mentoring relationships (Darwich, 2021). Additionally, female
mentees tend to feel higher stress in their workloads but also tend to have a higher
workload due to work and family responsibilities, thus they benefit from someone who
understands this and can help with emotional regulation in the teaching profession
(Colomeischi & Ursu, 2024). Differences were also noted in sexes of teachers as
concerned to self-compassion and willingness to take care of wellbeing with men
prioritizing this more than women (Uyanick & Cevik, 2022). Content areas and years of
experience are also important to consider within mentorship. Special education teachers
need to be paired with others in their area due to the specific nature of their job, and
pairing teachers by content area is also beneficial to promote a strong mentoring
relationship (Uyanick & Cevik, 2022). It was found that teacher happiness decreased
with years of experience through some studies, so choosing mentors based on years of
experience alone is often an ineffective strategy (Bayraktar & Girgin, 2020). When
considering mentorship in the context of the school, these are all important factors that

must be considered.
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Pivotal requirements of effective mentorship include time and proximity to
mentee, creating a developmental network for the mentee, having the appropriate level
of intent and involvement, and working through the stages of a mentoring relationship
while following the role of a mentor. Time and proximity were found to be the most
impactful factors to mentorship and making a difference in the life of the mentee
(Washburn-Moses, 2010). Specifically, being in the school building and having common
planning times made a large difference in the mentor/mentee relationship. Creating a
developmental network for the mentee increases career advancement through
exposure, visibility, and psychological support (Higgins & Kram, 2001). These networks
create the most mutually beneficial experiences and highlight diversity and strengths
within the organization. For this to be successful, the mentee must seek help and be
vulnerable, as well as open to feedback (Higgins & Kram, 2001). As stated earlier, the
intent and involvement of the mentor also determines the level of success in the mentor
relationship. Intent, being the why behind the relationship and involvement being what is
required of each party to the relationship, and the level of investment involved in the
relationship (Mertz, 2004). The stages of mentorship, including initiation, cultivation,
separation, and eventually redefinition, show the ebbs and flows of the mentoring
relationship and how complex it can be (Kram, 1983). In order to have a strong
mentoring program, the formal characteristics a mentor must have include
accountability, alignment, communication, demand, training, and multiple opportunities
to learn to be a mentor (Lunsford, 2022). A safety net for dysfunctional mentoring and
valuel/visibility are also necessary to have a functional mentoring program. Together,

these elements form the foundation of an effective mentorship program that not only
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supports mentee development but also fosters sustainable, growth-oriented
relationships within the school community and are mutually beneficial for all parties.
Conceptual Framework

| chose to use a conceptual framework for this qualitative action research study
to organize the overarching ideas to guide the action research study. This roadmap
helps to clarify key elements within the study and explain the structure for analysis and
interpretation. This conceptual framework (Wheeler, 2024) combines two different
frameworks under the umbrella of positive psychology. This study is guided by two
interrelated conceptual frameworks: Seligman's (2011) PERMA model, which
emphasizes the elements of wellbeing, and Mertz's (2004) mentorship model, which
delineates the types and functions of mentoring relationships. Together, these
frameworks provide a holistic foundation for examining how structured mentor training
supports both mentors and mentees in professional and emotional domains. Positive
psychology is the over-arching theme of the framework, focusing on human strengths,
well-being, and optimal functioning that produces a flourishing life (Seligman, 2011).

Underneath the umbrella of positive psychology more specifically is Seligman’s
(2011) PERMA framework, as explained above in the positive psychology section, that
focuses on positive emotion, engagement, relationships, meaning, and
accomplishments as ways to promote a meaningful life through positive psychology.
These elements all highlight mentorship innately by building positive relationships and
promoting supportive mentoring. Additionally, mentors who are trained in wellbeing
strategies can help manage stress and help others find meaning in their work. Using

Seligman’s (2011) PERMA framework in mentorship is a step-by-step guide to increase
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the well-being of the mentors who are participating in the training and pass it down to
their mentees, promoting a greater sense of wellbeing throughout the school. Research
shows positive associations when the PERMA framework is applied in workplaces and
commitment within organizations (Kern et al., 2014).

Additionally, Mertz’s mentoring framework of intent and involvement is combined
in this conceptual framework to go through the stages of mentorship. The stages of
intent include psychosocial development, professional development, and career
advancement. Within these stages of intent, the stages of involvement are role
modeling, coaching, counseling, sponsoring, protector, and eventually at the highest
level, mentorship (Mertz, 2004). Mertz’s mentoring framework shows the important
steps that must take place for successful mentorship and to reach the full role of a
mentor. Mertz’s model highlights the importance of clarifying roles and expectations
within mentoring relationships, which aligns with the structured mentor training
approach used in this study. Within her model, different forms of mentoring take place,
such as formal and informal mentoring- where the levels of intent and involvement can
differ. Formal being more structured and informal being more flexible (Mertz, 2004).
Additionally, mentoring can be peer to peer based or hierarchical depending on who the
mentor is and the level of power involved, which can also affect the intent and
involvement. Finally, the functions within mentoring are categorized into four areas:
feedback, opportunity creation, connections and counsel, and role modeling (Mertz,
2004). These functions are all necessary for a successful mentorship to occur and for
the peak of Mertz’ framework to be met. Wheeler (2024) found that soft skills in

mentoring were essential for successful mentoring relationships, and that the
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combination of PERMA and Mertz was an efficient way to employ this in mentoring
relationships, especially concerning K-12 education (Wheeler, 2024).

When combined with PERMA, teachers can be mentored to increase wellbeing
and hopefully increase leadership and improve the overall culture of the school building.
The combination of these two frameworks was originally developed by Rhonda Wheeler
in 2024 and is used in this literature review with her permission. By positioning
structured mentorship as a relationship-based mechanism for promoting PERMA-
aligned wellbeing strategies, this study integrates the interpersonal and intrapersonal
elements critical to teacher development and retention. This connects directly to my
qualitative action research questions by using the PERMA model and Mertz’'s
framework to measure mentor intent and involvement to promote leadership and
success, as well as mentor perception of well-being strategies used in the training
program that was developed through action research. In this study, mentor training
sessions were designed to both clarify mentoring roles (informed by Mertz) and
introduce wellbeing practices aligned with the PERMA model, allowing researchers to

explore how these intersecting influences shaped the mentor experience.
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Figure 1. Wheeler's Framework. Model of conceptual framework combining Seligman's PERMA
model with Mertz's mentoring framework, all under the umbrella of positive psychology.

Leadership in Mentoring

Leadership is a foundational element of effective schools and plays a central role
in developing self-efficacy, positive school culture, and successful mentoring programs.
Leadership greatly affects the overall school building, and it can determine the
developmental order of the organization (Ghosh et al., 2013). Developmental networks
in schools can either promote shared leadership or discourage it, and when teachers

are given leadership opportunities, they are able to reach the inter-independent stage,
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maintaining autonomy while relying on collaboration (Ghosh et al., 2013). This is
important so that teachers feel self-sufficient in their role in the classroom and in
mentoring but also knowing that the developmental network in the school can be
beneficial to them. Contextual factors such as wellbeing, job satisfaction, and burnout
are also tied to the quality of mentoring facilitated by school leadership (Kangas-Dick &
O’Shaugnessy, 2020). When these contextual factors are considered by leadership,
higher quality mentoring is likely to occur. Leaders can also have a large impact on
mentorship in the school building when they build developmental relationships and
model positive approaches to sustain the work of teaching and learning (Cherkowski &
Walker, 2019). More positive relationships that are built around the school improve
culture. Through positive psychology principles, leaders can multiply the benefits of
mentoring, foster wellbeing, and build a mentoring culture centered on trust and growth
(Cherkowski & Walker, 2019; Tschannen-Moran & Tschannen-Moran, 2010). A focus
on instructional leadership and teacher learning can take place with strong mentoring
programs, where the mentees engage with instructional improvement, analyze data,
and reflect on practice. This becomes a part of a broader system of professional
development (Searby & Brondyk, 2016). Continuous evaluation and improvement of
mentorship programs is necessary to create a successful mentoring program (Searby et
al., 2017). Shared leadership can only happen, however, when trust is given to teacher
leaders by the administration, and this includes trust to mentor effectively. Teachers do
not feel like they can contribute in settings where they are not trusted members of the
organization, and school leadership has a direct impact on the shared trust in the

building (Basaran & Cakir, 2023; Cobanoglu & Bozbayindir, 2019). Ultimately, school
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leadership that fosters trust, shared responsibility, and psychological wellbeing lays the
essential groundwork for mentoring programs that empower teachers and sustain a
thriving school culture.

Support from school leadership plays a large role in the success of mentorship
programs. Teachers who find meaningfulness in their work through mentorship are
more likely to be effective, and administrators contribute directly to this (Kilic et al.,
2023). Transformational leadership has been found to be the most effective form of
administrative leadership, which makes a difference by increasing collaboration in
teams, strong communication skills, and creating an open environment for pedagogical
freedom and conversation (Burns, 1978; Kilic et al., 2023). Educational leaders must be
willing to work in innovative and transformative ways that enhance learning
opportunities, engage in critical reflection, and have enthusiasm and energy (Robinson
et al., 2009). Transformational mentors increase leadership by inspiring and
transforming their trainees through sincere and well-timed guidance, encouragement,
modeling, and visioning (Johnson & Kaslow, 2014). Transformational school leadership
increases mentorship through compliance to mentorship policy. These leaders actively
support mentorship through reduced teaching assignments, appropriate compensation,
and commitment to positive mentoring experiences (Washburn-Moses, 2010).
Conversely, weak mentoring systems, when unchecked by leadership, lead to missed
opportunities and stagnant growth (Feiman-Nemser & Carver, 2012). District and state-
level leadership also influence mentoring success, particularly through funding and
program design (Feiman-Nemser & Carver, 2012). Organizational backing of

mentorship programs is essential for success to provide time, resources, and alignment
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with professional goals (Searby et al., 2017). When school, district, and state leaders
prioritize and invest in strong mentorship systems, they create the structural and cultural
conditions necessary for both teachers and students to thrive.

Teacher leadership can increase from mentorship roles, especially in regard to
teacher self-efficacy. Teacher leadership is defined as, “a set of skills demonstrated by
teachers who continue to teach students but also have an influence that extends
beyond their own classrooms to others within their own school and elsewhere”
(Danielson, 2006). Core principals of teacher leadership include advocating for
students, leading collaboratively, and reflecting on leadership and teaching practices.
These practices can make a large difference in school effectiveness (Portner, 2005).
Fostering shared leadership is one of the essential elements to increase self-efficacy in
the school building (Tore & Duman-Saka, 2023). Teachers and school administrators
with higher self-efficacy are more likely to exhibit more advanced leadership behaviors
than others (Harris & Jones, 2019). Advanced teacher leadership behaviors such as this
are beneficial when mentoring new teachers. Mentorship increases confidence, in both
mentors and mentees, and confidence has been found to increase leadership
(Zuckerman, 2001). As mentorship strengthens teacher confidence and self-efficacy, it
lays the foundation for sustained teacher leadership that positively influences school
culture and instructional practice. Collaboration often leads to greater confidence and
resources, and when teachers gain these skills, they are more likely to become leaders
in the school building (Soulen & Wine, 2021). Additionally, strong teachers can model
leadership and best practice for the school community and make a difference in their

buildings (Soulen & Wine, 2021). Self-efficacy, defined as one’s belief in their ability to
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achieve goals (Bandura, 1982), is central to effective mentorship and positive
psychology. When teachers gain confidence, optimism, and recognize their strengths,
they are more likely to assume leadership roles and contribute meaningfully to school
culture (Cobanoglu & Bozbayindir, 2019; Seligman, 2011). Shared leadership predicts
teacher self-efficacy, so when this is put in place, teachers have more confidence, are
more extroverted in sharing their ideas, and overall school culture increases (Cobanoglu
& Bozbayindir, 2019). Highlighting strengths also increases leadership abilities
(Seligman, 2011). When strengths are noticed and capitalized upon, it can give
teachers the confidence to share in those areas where they might not have otherwise.
Mentoring based on strengths can have similar affects, where vulnerability and trust are
increased so that leadership can flourish (Johnson & Kaslow, 2014). By cultivating self-
efficacy, emphasizing strengths, and fostering collaborative mentorship, schools can
empower teachers to lead with confidence and contribute meaningfully to a thriving
educational culture.

Teacher leadership transforms cultures in schools. Mentors who view themselves
as educational leaders are able to identify ways that the school culture can shift to
enable or disable the development of their leadership (Thornton, 2014). Things that
promote leadership in mentoring relationships include the selection of mentors,
mentorship preparation programs, and ongoing professional support of school and
district leaders. The main barrier was negative school cultures or inadequate systems
that squash shared leadership (Thornton, 2014). For a positive school culture,
educational leaders must have a deep understanding of the learning process, foster

connections between the school and community, a vision for the future, and understand
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the context of their school (Stoll et al., 2003). As stated earlier, negative cultures can be
a barrier to effective mentorship and teacher leadership, and this is influenced most by
program leaders and school administrators. Administration who are collaborative and
have a strong school culture through building positive relationships and support the
development of teachers are more likely to have advanced teacher leaders within their
school building (Thornton, 2014). An administrator who is not interested in collaboration
can undo the work of positive mentoring in the building and can be the gatekeeper of
the culture (Sergiovanni, 1987). It is important that administrators at both the school and
district levels understand and acknowledge that the role that mentors can play in
strengthening the culture of mentor leadership is supported in the literature (Thornton,
2014).

When mentors view themselves as teacher leaders, they are more likely to
recognize their influence and embrace the opportunity to support and shape the growth
of new educators. Ongoing professional support and the rigorous selection of mentors
who have leadership potential are the most likely to make the largest impact (Moir,
2009). When district and school leaders treat mentors as leaders, they become more
comfortable being described in that way, and it increased teacher confidence. It also
gives mentors greater opportunities to demonstrate their leadership capacities. Teacher
leaders were able to see how they were an agent of change and also encouraged
reflection while increasing leadership capacity (Thronton, 2014). Empowering mentors
to lead not only enhances their professional growth but also strengthens the overall

leadership capacity and reflective culture within the school.
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The perspective of veteran teachers is important to consider in conjunction with
leadership. Development of leadership opportunities is an excellent way to retain and
reward veteran teachers (Hobson et al., 2009). Veteran teachers who view mentorship
as a form of leadership are important to have in the school building, and building their
capacity via leadership and mentor training affects the experience of their leadership
(Ponte & Twomey, 2014). Teaching is an inherently emotional practice, and the passion
of teaching can often have positive or negative effects on mentor teachers, which
makes it critical to understand the role mentoring plays on leadership in the school
building (Santoro et al., 2012). Teachers who serve as mentors often develop a stronger
sense of leadership and begin to explore additional roles or certifications to advance
their careers. Mentoring shifts their self-perception, increases fulfillment, and reinforces
the emotional resilience needed to sustain their work (Ponte & Twomey, 2014). Positive
feedback from mentees further affirms their impact, strengthening their identity as
leaders within the school. As mentors grow in confidence and purpose, they become
catalysts for leadership and professional renewal in their schools.

Mentor Training

Training mentors is an essential practice to have strong mentoring programs that
promote resilience and teacher retention. The development of a mentor program should
advance the professionalization of the practice of mentoring by assembling evidence-
based resources, and make it easily accessible to practitioners (Lunsford, 2022).
Pairing mentors with mentees that have similar attitudes, value, and beliefs are likely to
form better mentoring relationships and create a stronger mentoring program (Eby et

al., 2013). The simple development of a program and pairing mentors does not train
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mentors sufficiently, it has to be supported by the organization. To start, building a
mentoring infrastructure within an organization with solid boundaries and a strong
developmental network and mutually beneficial relationships sets a mentoring program
up for success (Higgins & Kram, 2001). Promoting high quality mentoring with training in
vulnerability, positive relationships, ethics, and ways to avoid dysfunction is the
responsibility of the program leader. Additionally, recruiting the right participants,
orienting participants to the program goals, supporting participants, and assessing
progress are all necessary to ensure a high-quality mentoring training (Lunsford, 2022).
A strong mentoring culture fosters organizational learning where innovation and
productivity are enhanced through accountability, alignment, communication, demand,
training, multiple mentoring opportunities, and value (Carmeli et al., 2009). It is
important that mentors have a solid understanding of why they are participating in the
program and providing them support throughout it. By having clear goals and avoiding
ambiguity, quality mentor. Training can be ensured. Attitudinal, behavioral, career, and
health measures are all examples of quality outcomes from mentor programs that will
lead to program and cultural change (Lunsford, 2022). Ultimately, intentional mentor
training and organizational support are critical to cultivating a sustainable mentoring
culture that drives both individual growth and systemic transformation in education.
Andragogy, the art and science of teaching adults, is a complex practice that
requires knowledge and time. Mentors cannot enact educative or collaborative
mentoring on their own, and to leverage high level mentoring practices, the training
program must recognize the complexity of a mentoring role and move beyond advice to

meet the expectations of collaborative mentoring (Langdon & Ward, 2014). When

53



mentors are left to their own devices, they will not develop their mentoring practices to
the level of the expertise required for effective mentoring (Feiman-Nemser, 2001).
Complex mentoring needs time and training, and it is a matter of adult learning that
many teachers are unfamiliar with. Induction programs usually focus only on
information, guidance, and psychological support, rather than professional learning and
promoting effective teaching practices. This limited approach to mentoring does not
advance new teachers but merely emulates models of teaching experience (Langdon &
Ward, 2014). Providing models, handbooks, and professional development for mentors
creates stability in schools and clear roles for mentors. To cultivate truly effective
mentors, schools must prioritize comprehensive andragogical training that equips
mentors with the skills, knowledge, and support necessary to move beyond surface-
level guidance and foster meaningful professional growth.

Mentoring is a different role from many other positions in the building and should
be separated from teaching children or coaching. Mentoring and training other teachers
to be mentors requires building capacity in adults by combining expertise, motivation,
and opportunities (Viera, 2021). Mentors who provide emotional support alone, while
helpful, are not effective and require training to encompass specific teaching practices
and routines in their mentorship. Developing effective structures for mentorship through
professional development designed to shift mentoring practices can improve mentoring
and change the perceptions of mentor teachers (Kasten et al., 2024). Creating
mentoring structures that support this work and well-developed frames facilitates the
substance of mentoring that enables mentor learning to take place (Karathanos-Aguilar

& Ervin-Kassab, 2022). Mentors who are provided with models of training were more
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successful than those left to their own devices (Kasten et al., 2024). When developing
these structures, input from other educators is important. Educator input in the training,
what needs to happen in the program, and how it is facilitated will impact the overall
effectiveness of the program (Fransson & McMahan, 2013). Finally, general mentorship
knowledge must be embedded within the structures. Mentors who were trained in the
areas of teaching specific classroom practices and prepared for difficult conversations
were able to connect better with their mentees, and their mentees had a greater
awareness of student attention and behavior (Evertson & Smithey, 2000). By
intentionally designing mentorship structures grounded in educator input, pedagogical
modeling, and targeted mentor training, schools can cultivate mentoring practices that
lead to meaningful teacher development and improved classroom outcomes.

Currently, there is little professional learning available for mentors or specific
training when teachers are asked to mentor preservice, novice, or even veteran
teachers new to a school district. Many teachers do not see the need for mentorship
training, especially if they have a lot of experience in the classroom. If they are not able
to acknowledge their own learning needs, they are also not likely to access
opportunities for professional development in mentoring on their own (Threvethan &
Sandretto, 2017). The literature states that even though many teachers feel this way,
experience in the classroom does not equate to being an effective mentor. Itis a
complex practice that must be learned. (Gareis & Grant, 2014). Mentor preparation
programs should be rooted in the experiences of actual mentors, focusing on aspects of
co-planning, observing and debriefing, and analyzing student work (Stanulis et al.,

2019). There is, however, a lack of specific mentor training research and further
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investigation is needed to identify how specific models of professional development can
prepare teachers to enact mentoring practices in effective ways (Wexler, 2019). To
bridge the gap between classroom experience and effective mentorship, intentional,
research-informed professional learning opportunities must be developed to equip
mentors with the specific skills and practices necessary for impactful teacher support.

Mentorship preparation programs can also vary drastically based on the grade
level or instructional focus. Creating a one-size-fits all instructional mentoring program is
difficult and often not the best practice. Tailoring the program to the context of the
school and teachers working within it proves more effective. The benefits of mentoring
are well known, but the most common finding in mentor preparation is that the mentors
need non-contract time to prepare for and undertake the mentoring role (Hobson et al.,
2009). This has to be accepted and promoted by organizational leadership. Mentor
preparation programs should include strategies to assist individuals developing their
identities as mentors and create groups to help overcome mentor isolation and help
develop mentors’ skill development through conversation (Carroll, 2005). In addition,
specific content area mentor training, training to understand the value of pedagogical
conversations with mentees, and mentor preparation activities based on inter-persona
skills and development of reflection activities are also elements of effective mentor
preparation programs (Crasborn et al., 2008). Lack of a full preparation program leads
to uneven mentor policies and negative mentorship experiences that do more harm than
good.

Negative mentoring experiences are common and come from a result of lack of

mentor training. While mentoring has been heavily studied, there is too little focus on
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what constitutes as effective mentoring or on the interpersonal processes involved
(Hamlin & Sage, 2011). Mentoring can even become “toxic” at times, where the
relationship becomes harmful to one or both parties. Toxic mentoring can come about
when there is a poor match in the relationship, distancing behavior, manipulation a lack
of expertise, and general dysfunctionality (Eby et al., 2000). Mentor training and
development programs directly combat toxic mentoring by promoting empathy,
matching mentors by values, focusing on specific power dynamics, and using Kram’s
developmental framework to define the stages of mentoring and provide support
(Washington & Cox, 2016). Matching mentor and mentee pairs based on readiness and
initiative for relational engagement is also an important factor to consider, because if the
mentee is uninterested and does not participate, the relationship will fail (Searby, 2014).
Kochan (2013) found that the success or failure of a mentoring program often relies on
how well cultural dynamics are handled (like values), and that mentoring program
managers must consider cultural awareness to have a successful program. A difference
in values often leads more problems in the mentoring relationship, and when proteges
perceive their mentors to have self-enhancement values they experience more negative
mentoring than those who are perceived to have self-transcendence values (lllies &
Reiter-Palmon, 2020). Mentors lacking emotional intelligence was found to be one of
the greatest contributors to negative mentoring, so when they are trained in this area,
mentors and mentees are likely to have better relationships and combat previous harm
done by toxic mentorships in the past (Washington & Cox, 2016). Negative mentoring
comes with a myriad of problems for school buildings and cultures. Teachers who

experience negative mentoring have less organizational commitment, job satisfaction,
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and perceived career success (lllies & Reiter-Palmon, 2020). By prioritizing intentional
mentor training that emphasizes emotional intelligence, value alignment, and
developmental frameworks, schools can prevent toxic mentoring relationships and
foster a culture of trust, growth, and professional satisfaction.

Failure to create appropriate mentoring conditions also contributes to negative
mentoring experiences, and school-based mentoring often fails to realize its full
potential. Judgementoring is a term that was coined by Hobson and Maldrez (2013)
where a relationship between a mentor too readily reveals his or her own judgements or
evaluations of the mentee’s teaching skills and compromises the mentoring relationship
and future benefits that could come from it. “Judgementoring” usually occurs when
mentor training has not been put in place and when there have been weak methods of
mentor selection, leading to the designation of mentors that lack appropriate knowledge
and skills (Smith & Ingersoll, 2004). Besides general negative effects of mentoring, it
can also result in the reproduction of conventional norms and practices, where mentees
are unable to develop their knowledge and maintain the status quo (Hobson & Maldrez,
2013). Developing a robust mentor training program where everyone involved feels
safe, trusted, and valued is, therefore, necessary to combat the effects of negative
wellbeing from mentoring. Poorly trained mentors also contribute to teacher attrition by
creating stress and isolation when a mentoring relationship goes bad (Brill &
McCartney, 2008). Not only do negative mentoring experiences contribute to those
feelings, but prior negative mentoring also determines the approach of mentors when
not properly trained. These prior experiences can enhance or detract from the possibility

that they will view mentoring as a form of professional learning (Trevethan & Sandretto,
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2017). To prevent the damaging cycle of judgementoring and promote mentoring as
meaningful professional learning, schools must invest in thoughtful mentor selection and
comprehensive training that fosters trust, reflection, and growth for both mentors and
mentees.

Even though negative mentoring can provide many setbacks, when mentors are
trained effectively, they can improve over time and through professional development.
When mentors are provided with professional development on relative topics as well as
mentoring and coaching of their own, they are more likely to stay in the profession
(Darling-Hammond & Youngs, 2002). Additionally, teaching is an evolving profession,
so providing mentoring training on the most up to date skills and strategies is beneficial
to both the mentor and mentee (Childre & Van Rie, 2015). When provided with training,
researchers found that mentor participants increased their overall knowledge by
improving in areas of coaching, releasing responsibility, and specifically designed
instruction (Ortogero et al., 2022). The most common themes that were found to
improve mentoring in training were on effective mentor language and approaches,
research-supported strategies, applicable course materials, improving teaching
practices that improve student outcomes, and collaborative learning and networking.
Mentees also perceive their mentorship experience as more positive when their mentors
have been trained, and they could see a direct impact on student achievement as a
result (Orgtogero et al., 2022). Districts and schools that provide mentor training have
higher positive outcomes which leads to more effective teaching practices (Washburn-

Moses, 2010). When schools invest in ongoing, research-based mentor training, they
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not only enhance the effectiveness of mentoring relationships but also contribute to
improved teacher retention, instructional quality, and student achievement.

The perception and self-awareness of a mentor can also change after they
receive training. Mentors who are aware of their roles and purpose through training are
more likely to grow alongside with their mentee, enhancing the effects of mentorship in
the school building (Garza et al., 2019). When it is assumed that teaching experience
alone is enough preparation for effective mentoring, novice teachers often have mentors
with no preparation for their mentoring role (Roegman et al., 2016). Mentors often want
to grow professionally to better understand their role as a mentor and how they can be
more effective, but they are unaware of how to do this on their own. When they perceive
their roles of great importance for their own professional development and to promote
their identity in their profession, they are more likely to be successful (Leshem, 2014).
Greater levels of self-awareness from the mentor allow for the process of co-learning to
occur in a meaningful and purposeful way. Having this knowledge and understanding
why the training is important helps mentors improve their practice, and role clarity that
improves the professional development of all involved (Garza, 2019). Effective feedback
is another way in which mentors can improve their practice through training. When
mentors are provided with feedback on their own practices, they are able to see how
they can improve in mentorship and perceive themselves as stronger mentors after
reflection (Gearity & Mertz, 2015). Teachers are found to improve over time as they
grow in their mentoring experience and training, which creates a larger impact from their

mentoring (Roegman et al., 2015). Impact was highly dependent on reflection
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opportunities for both the mentor and mentee and was specific to high-leverage
mentorship practices being enacted, not just positive compliments.

Implementation of mentoring programs is important when considering training for
mentor teachers. Local implementation is difficult, and it often depends on how
participants understand their practice and potentially can change their beliefs and
attitudes about the topic in the process (Spillane et al., 2002). Policy and programs are
rarely successful without planned implementation from leadership and clear directives
that measure the desired outcome (Mazmanian & Sabatier, 1989). Policy typically does
not fail due to a lack of effort but, instead, due to people who do not have the base
knowledge to carry out the plan effectively, and this can often apply to mentorship
(Spillane et al., 2002). Program managers play an important role in implementing new
programs. These managers must be informed of the intended policy and practice in
order to effectively implement the program, and they are often the driving force behind
the change the mentoring program is hoping to create (Lunsford, 2022). Shared
leadership in creating the program goes a long way with successful implementation as
well. When stakeholders were included in the development of a program and
implementation, the policies were much more effective (Fransson & McMahan, 2013).
Mentor preparation programs should be important to policymakers who want to support
and develop teachers, and by listening to the voices of all educators, they can make
changes that encourage teachers to stay in the teaching profession (Bullough, 2012).
Training strong mentors is a way for administrators to ensure success in their local
mentoring programs. When programs lack support from administration, they are

destined to fail. Teacher mentoring programs have become a form of teacher induction,
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where common pre-service induction programs fail (Ingersoll & Strong, 2011). Induction
often has positive effects, but when combined with implementing a mentoring policy it
increases even more. The training of mentors to ensure collaboration and support, as
well as administrative assistance are influential factors for new teachers (Ingersoll &
Strong, 2011). Providing mentors who are unskilled causes implementation to fail, so
providing mentors with the knowledge of how to support these new teachers is crucial
(Evertson & Smithey, 2000).

Specific mentoring programs have been reviewed in the literature to provide
some examples of induction programs that can lead to positive mentor training
experiences. Induction programs have positive effects when paired with mentoring,
especially when paired in the same subject field and when mentors are properly trained
(Smith & Ingersoll, 2004). Training mentors with appropriate resources to enable
personal development, mitigate psychological costs, and ease stress from the job are all
ways that mentor training through induction can be beneficial (Dutton et al., 2024). A
mentorship program focusing on shared mentorship and self-efficacy called SMILE is an
example of a program where mentors are trained on critical feedback and their
development of instructional skills was thus improved (Chizhik et al., 2018). This
program also provided feedback from the mentees to the mentors to gauge their
effectiveness and make reflective adjustments throughout the mentoring process.
Training teachers in the collaborative nature of mentoring while providing reflective
feedback made the mentoring experience more beneficial for all involved and shows the
benefits of including positive mentoring induction programs with embedded training to

sustain mentorship and promote resilience and retention in the school building.
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Teacher Resilience and Retention

Increasing teacher resilience through mentorship is an important topic to
consider when developing a mentoring program. Teacher turnover rates are increasing,
and many times this is due to new teachers leaving the profession who have not built
resilience or who have not been encouraged to build it through induction programs like
mentorship (Brill & McCartney, 2008). Teacher resilience is defined as the ability to
withstand stressors and setbacks of the job while maintaining commitment and agency
towards the teaching profession (Mansfield et al., 2016). This combines personal
resources, such as one’s own self-efficacy, motivation, and competence, with contextual
resources like relationships, school culture, and mentoring support networks. When
these two resources are combined with strategies that teachers can be taught, it
promotes resilience outcomes (Mansfield et al., 2016). When teachers are able to
harness this framework of resilience, they can persevere and continue working in the
face of chronic challenges, which we know is current in the state of education today
(Morettini et al., 2020). Teacher resilience then increases retention in the school
building, which benefits students and the school culture.

Relationships are one of the major factors that increase teacher resilience in the
school building. Teachers who build and are accepted by the community become more
accustomed to the culture of the school. Those who are not accepted by the school
community are often unprepared and less resilient, resulting in a lack of management,
issues with documentation and processes, and struggles with student behavior.
Because some teachers are not accepted by the school community, they also don’t

have the resources, such as quality mentoring, to build the resilience that is key to
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making it in the profession (Morettini et al., 2020). Managing student behaviors was
shown to be a large factor when it comes to resilience, and one that mentors can
directly impact. Different classroom management styles are unique to each teacher, but
strategies that are added after mentor observation can have a direct impact on
improved management and increase teacher resilience when they feel more capable to
independently manage their own classroom (lhtiyaroglu, 2018). Additionally, protégés of
mentors who participated in mentorship training were proven to have more effective
classroom management than those without a mentor or an untrained mentor (Evertson
& Smithey, 2000). When teachers are accepted by the school community, they are also
more likely to be trained and have their potential recognized by leadership and other
veteran members of the staff. This is necessary to increase teacher resilience when the
new teachers are seen as competent in their position and can build upon strengths they
already possess (Tore & Duman-Saka, 2023). Another way that teachers are embraced
through the community to increase resiliency and promote mentorship is through
relationships with special area teachers throughout the building. Collaboration with and
gaining knowledge from these teachers, such as librarians, fine arts teachers, and
physical education teachers, fosters resilience, increases competency, and builds
mentoring networks (Soulen & Wine, 2021). Additionally, knowledge sharing and
collaboration through mentoring relationships also increases teacher happiness,
wellbeing, and resilience (Lee et al., 2023). Collaboration through mentorship often
comes in more than just instructional means, especially regarding classroom
management. When teachers are trained and mentored in strong classroom

management skills, their overall resilience is increased, and they are more likely to stay
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in the profession (Sezer & Can, 2019). Ultimately, when educators are supported
through meaningful relationships and collaborative mentorship, they gain the
confidence, skills, and sense of belonging necessary to thrive and remain resilient in the
profession (Adair & Reames, 2025).

Student achievement is also critical to teacher resilience. When teachers feel
confident in their instructional abilities and that they are making a difference in the
classroom, they become more resilient and are able to sustain the day-to-day
challenges of teaching at a more effective rate (Cherkowski & Walker, 2019). Studies
have found that resilient educators have higher student achievement scores, and that
collaboration and organizational trust are essential to these high achieving student
outcomes (Basaran & Cakir, 2023: Brill & McCartney, 2008); Soulen & Wine, 2021).
Therefore, resilience isn’t just necessary for teachers to stay in their positions but shows
the impact it can have on the overall school organization and the students who are a
part of that organization. Mentoring is an essential way to foster collaboration and
increase organizational trust to improve student outcomes. However, studies also show
that students with low resilience have low student achievement and, thus, are more
likely to have higher turn-over in their positions (Kangas-Dick & O’Shaughnessy, 2020).
By prioritizing mentorship that builds both teacher and student resilience, schools can
create a sustainable, achievement-driven culture that benefits the entire educational
community.

Teacher emotion also plays a large role in overall resilience in the classroom.
Teaching is an inherently emotional profession, where educators bring their own views,

passions, and feelings daily. Many teachers view the profession as their identity, and
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therefore it can have a great influence on their resilience and what they are able to
handle in the classroom (Santoro et al., 2011). Gaining personal fulfilment through
teaching and the sacrifice that comes with it increases resilience also (Hargreaves &
Shirley, 2022). Research shows that teachers who promote their wellbeing, or are
encouraged to do so by mentors, are able to better regulate their emotions and have
stronger resilience (Kangas-Dick & O’Shaughnessy, 2020). Additionally, those teachers
who prioritize wellbeing through mentorship are able to recognize happiness in the
school building and have a positive outlook that promotes resilience (Cherkowski &
Walker, 2019). It was even predicted that when teachers are shown to have stronger
emotional regulation on an intake survey, those same teachers were proven to be more
resilient (Sagar, 2021). When those teachers who already have strong emotional
regulation are paired with mentors to help them capitalize on that and promote their
wellbeing, they are able to enjoy a long career in the classroom and in education in
general. Teachers who perceive stress more easily than others are more likely to burn
out quicker and be less resilient (Colomeischi & Ursu, 2023). This can be due to many
things, such as their upbringings, personal lives, or even inexperience in unique
situations that the teaching profession puts them into (Benner et al., 2023). Mentoring
can increase personal identity, and this builds resilience, fosters leadership capacity,
and helps mentees adapt to systematic pressures (Mullen, 2005). When teachers have
strong support systems at school and at home, they are more likely to have a higher
resilience level (Darwich, 2021; Papatraianou & Le Cornu, 2014). Matching mentors and
mentees by values and what they are emotionally tied to can also increase resilience

because they can support each other in unique ways and increase each other’s’
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identities and efficacy (Carrillo & Flores, 2018). Mentorship increases feelings of
confidence and pride in teaching roles that are necessary for resilience in the classroom
(Leshem, 2014; Thornton, 2014). In conclusion, fostering emotional awareness and
wellbeing through intentional mentorship not only strengthens individual teacher
resilience but also contributes to a more stable, passionate, and enduring teaching
workforce.

Teacher resilience leads to and is critical for teacher retention. When we are able
to increase the leadership skills of teachers in the school building, they are more likely
to stay in their positions or advance to other leadership positions within the school or
district (Kangas-Dick & O’Shaugnessy, 2020; Washburn-Moses, 2010). Mentorship also
increases job satisfaction for both the mentors and mentees. Teachers who are chosen
to mentor feel as if they are put in a leadership role and are more bought into the
organizational goals when properly trained (lllies & Reiter-Palmon, 2020). Additionally,
mentorship can be seen as a form of recruitment for new teachers and mentees. They
are seeking this in a position and are looking for it in order to be a part of the induction
process to a new job, and schools or districts without a developed mentorship program
are at a disadvantage and have higher teacher turnover (Johnson & Kaslow, 2014).
Induction programs have increasingly positive effects on the retention of new teachers,
and mentorship is one of the most effective induction programs available. Teachers who
participate in those programs are more likely to stay in the profession for a longer time
(Ingersoll & Strong, 2011; Smith & Ingersoll, 2004). By fostering leadership and

connection through structured mentorship and induction, schools can significantly
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strengthen teacher retention and build a more stable and committed educational
workforce.

School culture plays a large role in teacher resilience and retention. A negative
school culture can lead to teacher attrition, and mentorship is a proven way to increase
the culture of the school to increase retention (Arthur & Bradley, 2023). High attrition
rates are often the result of inexperienced teachers, high economic costs from turnover,
and a lack of continuity in the school that make long term planning and cultural
development difficult. Many things in school culture can lead to this attrition, such as
excessive workloads, testing, poor student behavior, and lacking administrative
leadership. Mentoring and induction programs combat these losses and improve upon
low pre-service training standards for new teachers and the vast change in standards
and processes when teachers move districts. Teachers who have chosen the
profession as a second career are also important to consider when retaining them.
Specific strategies can be employed to help older individuals who are first year teachers
to increase their resilience and retain them (Dutton et al., 2024). Resources and
mentor/mentee participation play a large role in this, but when mentors are trained, they
are far more likely to retain early career teachers, no matter what stage they are in their
lives. Retaining a teacher is more productive and cost saving than hiring a new teacher
year to year, and mentorship helps retention and builds resilience (Brill & McCartney,
2008). It is stated clearly in the research, “Teacher retention is directly tied to the
collective experience of teachers in the school and the quality of instruction that those
students receive” (Brill & McCartney, 2008, p. 754). Another factor to consider is that

teaching is often seen as a temporary position. Many females plan to teach until they
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start a family of their own, or programs like Teach for America only place teachers in the
classroom for a few years before they move onto their “real” profession. This results in a
higher turn-over rate than other professions, less resilience, and lower outcomes for
students and teachers (Brill & McCartney, 2008). It is also important to consider that
mentorship does not have lasting effects when invested in people that do not plan to
stay in the profession as their career or for an extended period of time. Untrained,
overbearing mentors also contribute to teacher retention issues, which goes back to
negative mentoring experiences listed in the mentorship training section. Specifically in
the state of Alabama, retention numbers are dramatically decreasing. Teachers are
leaving the profession at high rates, with 46% of teachers leaving after five years in the
United States, and 50% of teachers leaving in the state of Alabama (Mackey, 2022).
When teachers are mentored to be passionate about the teaching position, their
resilience and retention improve, and they are likely to then go into leadership positions
to increase the school culture. Therefore, investing in intentional, high-quality
mentorship programs not only strengthens teacher resilience and retention, but also
fosters a positive school culture that supports long-term growth, leadership, and student
success. Figure 2 (below) depicts a theoretical model for a structured mentor training
program based on existing mentorship literature and how mentorship training leads to

effective leadership, better mentorship, resilience, and teacher retention.
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Mentor Training

Leadership

Mentorship

Resilience

Retention

Figure 2. Theoretical Model for Structured Mentoring Training. This figure shows the progression
of the structured mentor training program and its connection to the literature review that helped
develop the program.
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Chapter 3: Methodology

When reviewing the literature in the previous chapter, the themes of positive
psychology, mentorship, leadership through mentoring, mentor training, and resilience
were reviewed. Additionally, how all of those components are tied together to increase
teacher retention through mentorship were highlighted to show the importance of
mentorship to improve the teacher retention problem. Overall, it was found in the
existing research that positive psychology plays an important role in mentorship,
mentorship is essential for induction to new organizations and career development,
creating mentors develops shared leadership in schools, mentor training increases the
effectiveness of mentoring, and resilience and retention are results of high-quality
mentoring (Cherkowski & Walker, 2019; Lundsford, 2022; Mertz, 2004; Morettini et al.,
2020; Seligman, 2011; Thornton, 2013; Washburn-Moses, 2010).

In this chapter focused on methodology, | will go into depth explaining the
research questions, research methodology, and design. Within these sections, | will
highlight the qualitative aspects of the research questions, elaborate on participatory
action research methodology, and provide rationale for why these choices were made.
Additionally, | will expound upon the research design, explain how this will answer my
research questions, and explain the data resources and analysis that will be used.
Then, | will describe the population and sample and the confidentiality measures that
took place. Instrumentation and the structure will be discussed, along with validity and
reliability, as well as my data collection and management procedures. Data analysis will

focus on how data was collected and thus analyzed with ethical considerations in mind.
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Finally, limitations and delimitations will be included to round out the full picture of
methodology used in this participatory action research study.

To conduct the literature review for this dissertation, a comprehensive search of
relevant empirical studies was carried out using multiple academic databases and
search tools. Auburn University Libraries served as a central access point for scholarly
resources, offering a wide range of peer-reviewed journals and educational research
databases. Google Scholar was utilized to expand the search and locate open-access
articles, citation trails, and recent publications across disciplines. In addition, ProQuest
provided access to full-text dissertations, peer-reviewed journal articles, and educational
reports. The search focused on key topics aligned with the study’s purpose, including
mentoring, positive psychology, mentor leadership, mentor training, teacher resilience,
and teacher retention. Keywords, authors, and citations were strategically combined to
refine results and ensure the inclusion of current and high-quality empirical research.
This methodical approach ensured a well-rounded and evidence-based foundation for
the conceptual framework and research design.

The background of the problem for this study is the current issue of teacher
retention. This includes teachers new to the profession as well as those who have been
teaching for a long period of time but are new to a school or district. Teachers are
leaving the profession at higher rates which hurts school culture and student
achievement (Brill & McCartney, 2008). Therefore, actions need to be taken to increase
teacher retention and resilience, and amplifying the benefits of mentoring through
mentorship training to increase leadership can be one way to improve upon teacher

resilience. When mentors are trained to be better mentors, mentors see themselves in
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leadership positions, improving their retention rates, as well as those of the mentees
who they are serving more effectively.

The gap in the literature that was reviewed for this study showed that there is a
need for mentorship training to increase leadership and promote resilience. While there
is a lot of literature on positive psychology and mentoring, the benefits of mentor
training, and ways to increase teacher resilience and retention, there is little that
combines all of those factors into one study to see the effects on schools when
combined. Although the benefits of mentorship for novice teachers and the importance
of teacher wellbeing are well documented, the intersection of mentorship, wellbeing,
and teacher leadership remains underexplored. Much of the existing research focuses
on either the structural elements of mentoring programs, or on teacher wellbeing as an
outcome of supportive work environments. There is limited qualitative research,
however, examining how mentorship training specifically fosters teacher wellbeing for
mentors while simultaneously promoting teacher leadership as a strategy for improving
teacher retention. Furthermore, while studies highlight the value of transformational and
shared leadership, few explore how these leadership models can be embedded within
structured mentorship programs to strengthen teacher resilience and long-term
commitment to the profession. This study seeks to address this gap by investigating
how a structured mentorship program, grounded in wellbeing and leadership
development, can create sustainable support systems that not only retain teachers but

also empower them as leaders within their school communities.
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Statement of the Problem

Despite the well-documented benefits of mentorship supporting novice teachers,
and the growing recognition of teacher wellbeing as critical to professional sustainability,
a gap remains in understanding how these two areas intersect to increase mentorship
intent and involvement and improve teacher wellbeing. Existing research primarily
addresses mentorship structures, administrative compliance, or general wellbeing
initiatives, but little is known about how structured mentorship programs can
intentionally integrate wellbeing practices while fostering teacher leadership and
improve mentoring practices. Without this focus, schools risk missing opportunities to
not only retain teachers but also to develop them as leaders who contribute to a positive
and resilient school culture. Therefore, there is a need for participatory action research
that explores how mentorship training grounded in wellbeing and leadership
development can strengthen teacher resilience, enhance job satisfaction, and improve
retention. To explore how mentor training can improve teacher retention, this study will
use participatory action research to examine the development of a strong teacher
mentoring program through mentor training.
Research Questions

The following research questions guided this qualitative participatory action
research study:

1. In what ways do mentor architects describe how participating in two action

research cycles to develop and implement a structured teacher mentoring
program influence their intent to engage in mentoring and their level of

involvement in mentoring practices?
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2. In what ways do teacher mentors describe their perceptions the first year of
implementation after two action research cycles of a structured mentor
training program, particularly in relation to supporting and retaining newly
hired teachers and promoting aspects of wellbeing as described by
Seligman’s PERMA model with (a) positive emotions, (b) engagement, (c)
positive relationships, (d) meaning, (e) accomplishment?

The sources of data that were used to answer research questions were through
individual interviews, a survey, and a focus group. This data showed the growth of the
mentor architects and mentors as they go through the development of mentorship
training, rolling it out to the school and promoting the program, and then at the end of
the school year, covering two cycles of the action research process. Semi-structured
interviews were conducted along with a focus group interview, as well as artifacts from
the mentor training program where mentors wrote reflections and their thoughts
throughout the training as they relate to the various components of Seligman’s PERMA
(2011), and their perceptions of the mentor training program.
Research Methodology

A qualitative research design was most appropriate for this study because the
goal was to examine the lived experiences of both the participating teachers and me as
we engaged in the research process. Using qualitative methods allowed for the
collection of detailed data through both individual interviews and a survey (Merriam &
Tisdell, 2016). A central component of this study was the collaborative development of a
mentor training program with the mentor architects, designed to improve mentorship

quality, strengthen teacher leadership, and enhance teacher retention. Given this focus
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on collaboration and improvement within a specific school context, participatory action
research emerged as the most fitting methodological approach.

Although action research is defined in various ways, Herr and Anderson (2015)
emphasize that researchers must explicitly state the definition guiding their work, as it
shapes the research process. Argyris and Schon (1989) define action research as
practitioner-led inquiry situated in local practice contexts, bounded by the realities of
that setting, and tested through interventions that simultaneously investigate
hypotheses and drive desired change. This definition reflects the collaborative and
practice-oriented nature of the mentor training development. Kurt Lewin’s development
of action research emphasizes the active involvement of those affected by the research,
which makes it personal to the researcher in identifying real-world problems and
implementing direct solutions (Lewin, 1946). Lewin’s approach also recognizes the
specific context where the research is taking place, and the need to adapt the methods
accordingly while participating in the different stages of action research (Adelman,
1993).

Participatory action research was particularly well suited to this study because it
aligns with the three circumstances that spurred the practitioner research movement:
the push for more systematic qualitative research as a counterbalance to positivist
approaches; evidence that collaborative, school-based change efforts are more
effective than externally imposed initiatives; and the movement to reclaim teachers’
knowledge about practice as valid (Herr & Anderson, 2015). As | examined the
development and implementation of the mentor training program, action research

provided the structure to both co-create the training with teachers and critically reflect
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on its effectiveness in fostering mentorship and teacher leadership. This dual focus on
inquiry and improvement ensured that the study contributed both to practice and to the
broader understanding of mentorship in schools.

Research Design

This study employs a qualitative action research design, which is both
participatory and iterative in nature. The focus is on addressing a real-world problem by
actively involving practitioners in the research process. Action research follows cycles of
planning, action, observation, and reflection, enabling responsive adjustments based on
participants’ experiences and feedback. This design is particularly well-suited for
educational contexts where the aim is not only to understand but also to improve
practice.

In this study, two full cycles of action research were conducted, utilizing multiple
data collection methods such as semi-structured interviews, surveys, and focus groups.
The research takes place within a local K-5 elementary school, where mentor architects
were co-creating and refining the mentorship training program. The initial cycle was the
development of the program, and the second cycle was the enactment of the program
with the mentors. Mentors then applied the training while supporting new teachers and
provided feedback for ongoing program improvement. | also served as a participant and
one of the mentor architects, a role that aligns with the collaborative and practitioner-
driven nature of action research. The stages of action research, which then later turn
into cycles based upon reflection and continuous improvement, narrows the focus of the
project (Mertler, 2016). This provides the rationale for the research design and why

participatory action research with two cycles is the best methodology for this study.
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The design was used to collect data through interviews, surveys, and focus
groups. Since there were two cycles, there were multiple data points throughout each
cycle to track progress, feedback, and reflection for improvement. | answered the
research questions of intent and involvement by progressively seeing mentorship
improve over the course of the action research cycles, and the perceptions of mentors
on the effects of PERMA when patrticipating in the mentorship training. Participants
were interviewed at different points throughout the research cycle stages to understand
improvement as the study continued. The specific instruments and data resources
include semi-structured interview protocols, focus group discussion guides, ans
reflective journals and field notes. Additionally, data from the Schoology course (mentor
training platform) will be pulled as the mentors participate in the training. The analysis
will include ongoing, cyclical and reflective data analysis, as well as transcribed
interviews, focus group themes, and reflective journal entries. The first cycle of coding
identified patterns, key concepts, and emerging insights. The second cycle of coding
categorized data into broader themes with pattern coding to explore the relationships
between the themes. After the two cycles, a cross cycle comparison was completed to
identify shifts in perspectives, leadership behaviors, and implementation.

Population and Sample

The population for this study is relatively small and purposefully focused. It
consists of the mentor architects who collaboratively designed the mentorship program
and the teachers who participated in the mentor training. All participants are located
within the same K-5 elementary school, which provides a clearly defined context for the

action research. This bounded population allows for a deep exploration of the lived
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experiences of participants while maintaining the collaborative and iterative nature of
action research.

From this population, the study sample includes five mentor architects and fifteen
mentors. All mentors and mentor architects possess at least three years of teaching
experience within the district, ensuring that they bring both knowledge and expertise to
their mentoring roles. All participants were considered co-researchers, contributing
meaningfully to the design, implementation, and evaluation of the intervention. A
convenience sampling method was used, as the participants were drawn directly from
those engaged in the mentorship program. This approach was appropriate given the
relatively small and specific context of the study. Comparable action research studies
use a small population and sample size in order to dive into the perceptions of each
participant and engage in meaningful reflection and feedback in the action research
process. Additionally, participatory research requires the researcher to participate in the
group setting as an equal, active member and enables the researcher to learn how the
actions of participants correspond with their words and develop a deeper quality of trust
that motivates to participants to share, which is beneficial with a small population size
for individual or small group interviews (Mertler, 2016).

To be included in this study, participants have to be mentor architects of the
mentor training program or mentors who are going through the program. They must be
teachers within the same elementary school and in order to be mentors or mentor
architects, and they must have at least three years of teaching experience. The

confidentiality measures are using pseudonyms for mentor teachers, informed consent
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of all participants, controlled access and locked storage of documents, and private
communication.
Participants

All of the mentor architects who participated in designing the mentor training
program are experienced teachers who had previous negative mentoring experiences
or felt that our current mentoring system was not effective. Overall, they considered the
new program necessary and each could identify both strengths and weaknesses in the
mentor training program.

Caroline is a tenured and well-respected teacher in our school. She has been
voted as teacher of the year numerous times and was a teacher at the previous
elementary school for ten years before our new school opened to close the old building.
This carries weight in the building, and she is known as the go-to teacher in her grade
level. She has taken on leadership roles in the school building such as grade level chair
and a coordinator of after school programs. She has participated as a mentor almost
every year for the past five years due to increasing turnover, especially in her grade
level. She has always taught the same grade in the same district and is very
opinionated about leadership decisions that are being made at the school. She is also
currently obtaining her masters in instructional leadership from a local university.

Missy is an experienced teacher coming from several different states, districts,
and grade levels. Her unique experiences give her a broad view on mentorship. She
also serves as an adjunct professor to new early elementary educators who are being
mentored by cooperating teachers. She is the grade level chair and serves on many

district committees. She also has leadership ambition and is obtaining her masters in
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instructional leadership with the hopes of going into administration. Even though Missy
had a wealth of experience, she had a very negative mentoring experience upon
entering our school and district and was very overwhelmed by the changes and
expectations at our high performing school compared to positions in her past.

Ivy is another experience tenured teacher who has taught in several states and
districts. She has taught a myriad of grades and in different school settings. lvy has a
strong personality and is a master teacher. She does not always “play by the rules” of
the school and often pushes to do things her own way. She wants to be in leadership
positions but is overlooked because she struggles to work cohesively with her team and
other members of the school staff. She is a polarizing teacher, well-loved by many
parents and students, but also has had some issues with those who do not see her way
or intentions. She has years of mentoring experience and helped create a mentoring
training program in her former district in another state. She brings a wealth of
knowledge as well as a different perspective to the mentor training program.

Sarah is a teacher that is new to our school within the past two years but has
been teaching the same grade level for over ten years in the surrounding area. She is
looking to be a professor for college education majors to teach early childhood
education and is currently pursuing an advanced degree. She is well respected as a
teacher and had a negative mentoring experience as a new teacher to our school due to
the fact that she did not get along well with her grade level team. She wants to use that
experience to create a more unified training program for all new teachers to our school
and district, specifically for veteran teachers that are new to our school. She is

passionate about mentoring and is a strong researcher and writer.
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Kimberly is also a veteran teacher who was new to our school this year. She
moved from across the country and is finding our school and culture to be very different
from her previous location. She has strong opinions on how a school should operate
based on her last placement, where she was for eight years before moving. Coming to a
larger elementary school has also been adjustment for her and she has had a negative
mentoring experience with her mentor, specifically related to the involvement aspect.
Although she is a veteran teacher, being new to our school made her feel like a new
teacher again. She participated in several mentoring programs in her old school system
and brings a fresh perspective of other ways that mentoring could operate given our
context and getting to know our school setting.

The fifteen mentors in this study, who also include the mentor architects, have
varying years of experience but all have five or more years of mentoring experience.
Table 1 shows their demographics and information. Each mentor was given a number
for anonymity, and their experience, years in our current school district, highest degree,

and age range were all listed.
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Table 1. Mentor Information

Mentor Years of Years in Highest Age Range
Experience District Degree
1 12 12 Bachelors 40s
2 10 4 Bachelors 30s
3 16 12 Bachelors 40s
4 30 23 Bachelors 60s
5 6 6 Bachelors 20s
6 5 5 Masters 20s
7 5 5 Masters 30s
8 10 3 Masters 40s
9 16 4 Doctorate 40s
10 8 5 Masters 30s
11 10 7 Masters 30s
12 8 3 Masters 30s
13 7 3 Masters 30s
14 22 7 Masters 40s
15 22 5 Masters 40s

Table 1 describes participating mentors’ years of experience, total years in education, highest
degree, and age range to show the demographics of the population.

Routine

This participatory action research project consisted of two cycles. The initial cycle
was co-created with the mentor architects before the study began, and the second was
during the enactment of the program with the mentors. The second cycle was more

loosely designed to allow the research spiral of the initial cycle to play out iteratively to
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inform the design of the second cycle (Herr & Anderson, 2015). | implemented the first
cycle with the understanding that the program would be changed depending on analysis
and feedback from mentors because the co-construction of the second iteration of the
mentor training program was central to the research. The first cycle was conducted in
the spring of 2025, and the second in the fall of 2025.
Instrumentation

The instrumentation for this study includes semi-structured interview protocols,
which were used as a guide with open ended questions that were aligned to research
questions. These interviews were conducted throughout the action research cycles to
capture growth and reflection. A focus group discussion guide was also developed to
generate dialogue among participants about the shared challenges and suggestions for
the program, and a flexible set of guiding questions was put into place for this focus
group discussion. Reflective journals and field notes were used to collect ongoing
reflections about their mentorship practices, challenges, and leadership identity. These
were used throughout the research cycles and while they participated in the training and
were asked to provide feedback and reflections on new learning. These instruments
were developed in conjunction with action research best practices (Herr & Anderson,
2015; Mertler, 2016) and suggestions for effective instrumentation during an action
research study.
Validity and Reliability

| determined if data was true and certain through several criteria for establishing
the validity of qualitative research by using concrete actions taken by the researcher.

These five criteria were incorporated into the study and contribute to the overall
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trustworthiness of the data and research (Mertler, 2016). Descriptive validity was used
by verifying the factual accuracy of the account provided in the research, and
interpretive validity represented the accuracy of the interpretations of the participations
behavior by representing their data correctly from interviews, surveys, and focus
groups. Theoretical validity was incorporated to extend beyond the study to relate to a
broader theory on mentorship and teacher leadership. Finally, evaluative validity
confirmed the extent to which the researcher behaved objectively to report the findings
in an unbiased way (Mertler, 2016). Using the interview protocols, surveys, and focus
group discussion guide as well as several other documents noted in the appendices,
this study is reproducible through the validity measures taken.

The reliability of this participatory action research study focuses on ensuring
trustworthiness, consistency, and credibility of the findings through triangulation,
member checking, reflexivity, and consistency through action research cycles.
Triangulation will take place through the use of multiple data sources, methods, and
perspectives to ensure consistency of the findings. This will combine interviews, focus
groups, field notes, and surveys to cross check themes and patterns. Additionally,
member checking will occur as co-researchers review transcripts, interpretations, and
findings to confirm accuracy. This ensures that participants voices are authentically
represented. Reflexivity through journal documents that show personal biases,
assumptions, and evolving perspectives ensure that interpretations are critically
examined for consistency, and finally consistency through action research cycles
provide a built-in check in on reliability, as findings and interventions are tested and

refined collaboratively with participants. In this participatory action research study,
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reliability was ensured not by replicability in the traditional quantitative sense, but by
establishing trustworthiness through strategies such as triangulation, member checking,
reflexivity, and transparent documentation. These measures supported the credibility
and consistency of the findings while honoring the collaborative and iterative nature of
action research.
Data Collection and Management

This participatory action research study employed multiple data collection
methods to capture the lived experiences and perspectives of participants while also
documenting the iterative cycles of planning, action, observation, and reflection. The
following data sources were used: individual interviews, a survey, and focus groups.
Semi-structured individual interviews were conducted with mentor architects at key
points in the study to gather in-depth insights into their experiences, perceptions, and
growth. These interviews were recorded and transcribed with participant consent and
cross checked to ensure accuracy. A short survey was also administered to capture
broad trends, perceptions of the mentorship program, and self-assessments of teacher
leadership, wellbeing, and resilience. The survey data was collected electronically and
stored in a password-protected database. Focus group discussions were facilitated o
encourage dialogue about shared challenges, successes, and recommendations for
improvement. Additionally, the researcher and mentor architects kept detailed field
notes documenting interactions, reflections, and observations throughout each action
research cycle. Handwritten and digital notes where chronologically organized and
coded after each cycle of action research. Finally, Relevant program artifacts, including

mentoring plans, training materials, reflective journals, and professional development
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documents, were collected as evidence of the program’s design and implementation.
Digital and physical artifacts were cataloged and stored in secure, labeled folders to
maintain a clear audit trail. Using a combination of these data sources allowed for
triangulation, strengthening the trustworthiness of the findings and ensuring that multiple
perspectives were considered.

Participants were informed of consent through an initial recruitment and
explanation, potential participants were provided with a clear and detailed explanation of
the study’s purpose, scope, and procedures. This included the goals of collaboratively
developing and refining a mentorship training program, the types of activities involved,
and the intended outcomes of the research. Both verbal and written explanations were
given to ensure comprehension. Written informed consent consisted of the purpose of
the study and the nature of participatory action research, the types of data to be
collected and expected time commitments, the voluntary nature of participation, with the
right to withdrawal at any time. Confidentiality measures, including pseudonyms and
secure data storage, and potential benefits and risks were explained. The researcher’s
dual role as participant and investigator was also brought into consideration for written
consent. Additionally, ongoing consent and transparency was necessary because
participatory action research is iterative, and it was treated as an ongoing process
rather than a one-time event. To maintain trust, all data were de-identified through the
use of pseudonyms, and identifying information was removed from transcripts and
artifacts. Digital data was stored on a password-protected device, and hard copies were
kept in a locked cabinet accessible only to the researcher. Summaries of findings were

shared with participants for feedback (member checking) before being included in the
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dissertation. This practice extended the principle of informed consent into data analysis
and dissemination, giving participants shared ownership of the knowledge produced. By
approaching informed consent as both an ethical requirement and a collaborative
practice, this study ensured that participants were fully aware of their rights, actively
engaged in shaping the research process, and protected throughout their involvement.
Data Analysis Procedures

The research questions for this participatory action research are as follows:

1. In what ways do mentor architects describe how participating in two action
research cycles to develop and implement a structured teacher mentoring
program influence their intent to engage in mentoring and their level of
involvement in mentoring practices?

2. In what ways do teacher mentors describe their perceptions the first year of
implementation after two action research cycles of a structured mentor
training program, particularly in relation to supporting and retaining newly
hired teachers and promoting aspects of wellbeing as described by
Seligman’s PERMA model with (a) positive emotions, (b) engagement, (c)
positive relationships, (d) meaning, (e) accomplishment?

The data collected is relevant to the research questions in the interviews and
survey data to measure how mentor’s intent and involvement changed over time. The
interview data was also used to measure the perceptions of the participants of the
mentor training program with the elements of PERMA to see the effects that the training

program had. Data will be managed through recording and transcription of interviews,
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field notes, and survey data collected electronically and stored in a database with
anonymity. Coding systems and confidentiality procedures will also be put in place.

The analysis of data in this participatory action research study followed an
iterative and cyclical process aligned with the principles of action research: planning,
acting, observing, and reflecting. Data analysis occurred after each research cycle and
again at the conclusion of the study to ensure both immediate responsiveness and long-
term synthesis of findings. Survey data was analyzed using descriptive statistics to
identify trends and patterns and the intent and involvement of mentorship. Likert-scale
responses were summarized to show changes across action research cycles, while
open-ended responses were coded qualitatively to capture recurring themes.
Comparisons were then made across pre, mid, and post program surveys to identify
shifts in perceptions and attitudes. Semi-structured interviews were transcribed verbatim
and analyzed using thematic coding. Member checking was employed by sharing
preliminary interpretations with participants to ensure accuracy. Focus group transcripts
were analyzed to capture collective dialogue, shared challenges, and collective insights.
Themes from focus groups were compared with interview data to strengthen
triangulation and provide deeper insight into the mentorship program’s effectiveness.
This ensures the quality of data analysis through cross-data triangulation and iterative
reflection throughout the research cycles.

Ethical Considerations

This study followed rigorous ethical standards to protect participants while

honoring the collaborative and participatory principles of action research. Because

teachers and mentors were engaged as co-researchers, special attention was given to
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issues of power, confidentiality, and respect for professional roles. Participants were
fully informed about the purpose, goals, procedures, and potential outcomes of the
study before providing consent. The collaborative nature of participatory action research
was explained, including their roles as both participants and co-researchers. Consent
was documented in writing and noted as voluntary with the ability to withdrawal at any
time, which would not affect their employment, professional standing, or relationships
within the school. Opportunities were also given to reaffirm or revisit consent throughout
the action research cycles.

To ensure confidentiality, pseudonyms were assigned to all participants, and
identifying details were removed from data collection. Because | as the researcher was
also a mentor architect and participant in the study, particular attention was given to the
power imbalances. Reflective journaling and peer debriefing were employed to monitor
bias and ensure that participants voices remained central. Additionally, being their
supervisor as assistant principal was addressed and made known that their
participation, or lack of participation, in this program would not affect their employment
status. The study also made sure that risk was minimized and wellbeing was protected
through the PERMA framework through non-evaluative environments, and participants
were reminded they could decline to answer any questions. Member checking and
institutional approval through the Institutional Review Board (IRB) was conducted in
alignment with district policies and ethical guidelines for research. By addressing
informed consent, confidentiality, power dynamics, and collaborative ownership of

findings, this study upheld ethical standards while honoring the participatory values of
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action research, ensuring that teachers’ voices were respected and safeguarded
throughout the process.

Artificial intelligence (Al) tools were used during the dissertation development
process to clarify writing, refine language, and expand upon ideas during the
brainstorming phase. All intellectual contributions, interpretations, and final decisions
regarding content, structure, and analysis were made by the researcher. The Al tools
did not generate original research findings, perform data analysis, or replace the
researcher’s critical judgment.

Limitations and Delimitations

This participatory action research study includes several limitations that may
affect the scope of the findings. First, the study was conducted within a single K-5
elementary school, which limits the transferability of results to other contexts with
different cultures, structures, or resources. Additionally, as the researcher also served
as a mentor architect and participant, the potential for bias and subjectivity was present.
While reflective journaling, peer debriefing, and member checking were used to reduce
this risk, complete objectivity cannot be guaranteed. The action research process was
also time intensive, requiring sustained engagement from both the researcher and
participants, which could impact the depth of data collected within the study’s
timeframe. Finally, the success of the study was dependent on consistent participation,
and any absences or disengagement by participants had the potential to limit the
comprehensiveness of the findings.

The delimitations of this study reflect intentional boundaries established by the

researcher to maintain focus and feasibility. The study was delimited to one elementary
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school within a single district to allow for close collaboration and contextual depth. Only
teachers participating in the mentorship program were included, excluding other school
staff or district personnel. The research focused specifically on the development and
implementation of a structured mentor training program designed to improve teacher
leadership, retention, and wellbeing, rather than addressing all aspects of professional
development. Data sources were limited to interviews, surveys, focus groups, and field
notes to provide a multi-faceted yet manageable approach to analysis. These
delimitations were chosen to ensure the study remained practical, context-specific, and
closely aligned with its action research goals.
Summary

In summary, this study employed a qualitative participatory action research
design to collaboratively develop and implement a structured mentor training program
within a K-5 elementary school. By engaging mentor architects, mentors, and mentees
as co-researchers, the study emphasized shared ownership of both the process and
outcomes. Data were collected through surveys, interviews, focus groups, observations,
field notes, and artifact analysis, with iterative cycles of planning, action, observation,
and reflection guiding continuous improvement. Ethical considerations, including
informed consent, confidentiality, and attention to power dynamics, were prioritized to
protect participants and uphold the collaborative values of action research. While the
study was limited by its single-site context, small sample size, time-intensive process,
and dependence on participant engagement, its delimitations ensured a focused
examination of mentorship, teacher leadership, and wellbeing. Through this design, the

study sought not only to generate meaningful insights but also to enact positive change
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in the mentoring culture of the school community. The following chapter presents the
findings that emerged from these participatory action research cycles, highlighting how
the collaboratively developed mentor training program influenced teacher leadership,

wellbeing, and mentorship practices within the school community.
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Chapter 4: Findings

This chapter presents the findings from the two cycles of action research enacted
over the course of the spring and fall of 2025. As a reminder, the problem statement for
this participatory action research study was related to the teacher retention problem.
Teachers are leaving the profession at high rates, which negatively impacts student
achievement and contributes to a negative school culture. Specifically, the school in this
study had thirteen teachers leave the previous year. Mentoring is one of the possible
solutions to the teacher retention problem, but a strong mentoring program must be in
place for mentoring to be effective. The purpose of study was to work with mentor
architects to develop a teacher mentorship program, with the goals of increasing
mentorship through intent, involvement, and wellbeing leading to greater leadership and
retention in our school. Then, the teacher mentors in the program would participate in
the developed training and provide feedback. Since it is action research, two cycles
were employed following the planning, acting, observing, and reflecting phases, with
adjustments made based on data and feedback. The following research questions
guided this qualitative participatory action research study:

1. In what ways do mentor architects describe how participating in two action
research cycles to develop and implement a structured teacher mentoring
program influence their intent to engage in mentoring and their level of
involvement in mentoring practices?

2. In what ways do teacher mentors describe their perceptions the first year of
implementation after two action research cycles of a structured mentor

training program, particularly in relation to supporting and retaining newly
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hired teachers and promoting aspects of wellbeing as described by
Seligman’s PERMA model with (a) positive emotions, (b) engagement, (c)
positive relationships, (d) meaning, (e) accomplishment?

These questions related to the problem statement by measuring the
effectiveness of the mentoring training program with its intent and involvement within
the Mertz framework, as well as seeing the perception of effects of the PERMA
framework within the mentor training and how it might support increased teacher
retention. The context of this study was my local elementary school district, which
promotes teacher mentorship and retention while also reflecting the broader educational
landscape that emphasizes mentorship as a key strategy for improving teacher
retention and leadership development.

It must also be noted that an important part of this study was the fact that |
worked with teachers (mentor architects and teacher mentors) as co-researchers. Thus,
they were active and respected members of the study whose feedback and suggestions
were used to develop the program. | hoped that the development of this mentor training
program could be expanded for use on the district level in coming years. It was
important for me to have mentor architects and teacher mentors in the school as
collaborators in the development of this program because | believed they had a real
stake in the process and an integral perspective that needed to be considered in the
development of the mentorship development program.

The methodology for this study was qualitative participatory action research,
where the lived experiences of both participating mentor architects, teacher mentors,

and myself could be examined as we engaged in the research process. This allowed for
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data collection through detailed interviews and surveys. With the collaborative
development of the mentorship training program being a central component to improve
mentor quality, strengthen teacher leadership, and increase retention, participatory
action research was the most fitting approach. This is due to the systematic nature of
qualitative research, evidence that school-based change is more effective than external
initiatives (Herr & Anderson, 2015). Action research provided the structure to support
co-researchers and critically reflect on its effectiveness. Additionally, the focus on
inquiry and improvement was fitting for participatory action research within my study to
contribute directly to practice and the broader topic of mentorship within schools.

In this chapter, | organize my findings into five themes. The first is mentorship as
a pathway to leadership, identity, capacity, and advancement where data shows that
mentorship served as a path to leadership that increased intent, involvement, and
wellbeing. In the second theme, intentional, structured and accountable design, |
explore how both the first and second cycles increased accountability for mentorship
and produced more positive results leading to stronger teacher retention. The third
theme is relational trust, professionalism, and wellbeing centered practice, where |
consider how the impact of PERMA and how this is showcased in Cycles 1 and 2. In the
fourth theme, reflective growth and transformational learning through mentoring, |
explain the growth that came from mentorship development, both as developers and
participants. The fifth and final theme, collective leadership, shared vision, and
organizational impact inspects how mentorship as a form of leadership positively
impacts an organization. Before | present the thematic findings, | overview the

development of the program in the first cycle and the changes through the second
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cycle. This detailed overview of the process helps the contextualize the subsequent
findings.
The Cycles
Cycle 1

The first cycle of action research was the development of the mentoring training
program with the mentor architects: Caroline, Missy, Ivy, Sarah, and Kimberly. The
mentor architects helped to develop and refine the program to maximize mentoring
potential and effectiveness at our school. These mentor architects were chosen due to
their advanced teaching skills, experience as a mentor, and a desire to pursue
leadership positions in the school building. Each mentor architect was asked to
volunteer. When questioned why they wanted to join, Missy replied, “| wanted to be a
part of this program because it is your vision and | think we really need to strengthen
our climate here” (Missy, Interview 1, December 11, 2025). Additionally, Ivy added in
the same vein that she was looking for leadership opportunities and wanted to add a
positive contribution to the school, and mentoring has been a way that she has been
able to do that. She said:

I've wanted to branch out into leadership for my entire career. Not being seen for

leadership has made me feel rejected. Because of this program | have been

more vocal that | want leadership positions, and it has made others more

receptive to my feedback. (lvy, Interview 1, December 12, 2025)

The mentor architects (Caroline, Missy, lvy, Sarah, and Kimberly) and | initially
met with a certified mentor trainer for one full day in a professional development session

to build a background on mentoring and better understand the development and design
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of a program and a micro-credential badge. From there, the mentor architects and | met
monthly and discussed what we believed to be the core competencies of mentorship
based on our personal research, understanding, and mentorship experiences. We
discussed what was essential for the teacher mentors participating in the program to
learn. After several meetings, we decided that these four micro-credentials (areas of
learning) were paramount to our school and district context to create effective mentoring
situations: purpose of mentoring, professionalism in mentoring, connections in
mentoring, and celebrations in mentoring. Within each of these micro-credentials,
research was embedded through Mertz’s theory of intent and involvement and
Seligman’s PERMA theory, aligning with Wheeler’s (2024) framework. Once we were
able to narrow down the most important topics, we started placing them into categories
and found overall themes. The first micro-credential, purpose, focuses on the meaning
behind mentoring, roles and responsibilities of mentors, the importance of strengths and
values in mentorship, and implementing positive psychology strategies (PERMA) with
yourself before meeting with your mentee. The next micro-credential, professionalism,
covers mentorship confidentiality, providing feedback, effective communication, difficult
conversations, and being a role-model teacher. The third micro-credential, connections,
discusses building a mentor-mentee relationship, helping your mentee connect to others
in the building, understanding the culture and systems in a school building, and provides
a mentoring calendar with topics to discuss throughout the school year month by month.
The last micro-credential, champion, covers being a champion for your mentee to help
them succeed professionally and personally. It highlights introducing PERMA and

positive psychology, motivating mentors, helping with professional growth and
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development, and celebrating wins both big and small. Overall, it took several meetings
for the mentor architects and | to come up with these sub-topics, and then group them
into broader themes that fit each micro-credential. Once we decided what content we
wanted in each micro-credential, we would choose the area that we wanted to focus on
within the overall theme. For example, Kimberly chose to work on the roles and
responsibilities of mentors within the first micro-credential: purpose. Then, we would
take one month and complete individual research on that topic, and come back to
present our findings. In these meetings, feedback would be provided to each mentor
architect as well as notes and formatting suggestions. According to Kimberly, these
meetings were helpful. She stated:

| loved that we could all bring out the frustrations we felt with the current system

and discuss our perspectives, and take those frustrations and problem solve and

figure out how we can move forward. That gave me the intent as a mentor, | had
this experience and | wanted to provide something different for others. | think that
it came from us being open and able to be vulnerable at the beginning (Kimberly,

Interview 1, December 4, 2025).

Then, at the end of that subsequent meeting, we would decide which topic we
wanted to cover the next month. The entire process took about 6 months total to
develop the initial phase of the program. Once it was completed, we uploaded the
content to an online platform for the mentors to easily access before the new school
year began. Mentor architects were interviewed about their experience developing the
program and Missy added this sense of accomplishment once the first phase was

finished, I felt a sense of achievement because we created something, started
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something, and that was hard. Getting started is the hardest part and I'm proud that we
took on this endeavor that we knew we needed, we were willing to put in the work”
(Missy, Interview 1, December 11, 2025).

We often reflected as a group of mentor architects on what we thought would
work and what would not. Each mentor architect added our own context and experience
mentoring along with the research we were collecting. Mentor architect teachers were
asked how developing this program helped them personally with their own views of
mentorship and leadership. Caroline responded, “This program helped me open my
eyes that there is more than | can do than just be in the classroom. It helped me feel a
sense of accomplishment that | want to continue in a bigger and more impactful way”
(Caroline, Interview, 1, December 16, 2025). Developing a program with the intention of
benefitting others and improving the overall culture and retention at our school helped
many of the mentor architects see the larger picture of educational leadership and
realize the impact that they could continue to make. Similarly, Kimberly added, “This
program has been overall positive, it helped me find a leadership role and a voice in the
building. One teacher that | otherwise wouldn’t talk to came up to me and said I've
listened to you talk two times today, and you are a very natural speaker, it was great to
have people see me in that different way and in leadership roles” (Kimberly, Interview 1,
December 4, 2025). Sarah also added that this made her want to continue to pursue
educational leadership, “I feel like | have seen behind the curtain of leadership and
decision making now, it was like a new starting point for me in my career” (Sarah,
Interview 1, December 17, 2025). Table 2 presents themes derived from interview data

related to the collaborative development of the structured mentor training program.
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Table 2. Themes Relevant to the Development of the Structured Mentoring

Training Program

Theme

Description of Theme in
Program Development

Representative
Interview Codes

lllustrative
Participant
Evidence

Mentorship as a
Pathway to
Leadership
Identity, Capacity,
and

Mentors described the
program as a leadership-
oriented structure that
validated prior
experience, expanded

Mentorship as pathway
to leadership; Program
as leadership
credential; Increased
leadership confidence;

“Being part of
designing the
program made
mentoring feel like
leadership work,

Advancement leadership capacity, and  Seeking leadership not just extra
created accessible beyond the classroom;  responsibility.”
leadership pathways Professional validation
without leaving the
classroom.

Intentional, Participants emphasized  Need for structured “Having a structure

Structured, and
Accountable
Program Design

the need for clear
structures, roles,
scheduling, and
accountability to ensure
mentoring was effective,
sustainable, and
equitable across
participants.

accountability; Mentor
accountability;
Structured scheduling
and checkpoints;
Desire for input in
mentor selection;
Dedicated mentor
leadership role

kept mentoring
from feeling
overwhelming and
helped us stay
consistent.”

Relational, Non-
Evaluative, and
Wellbeing-
Centered
Mentoring

The program was
intentionally designed to
foster trust,
professionalism, and
emotional support,
prioritizing relational
safety and mentor—
mentee wellbeing.

Non-evaluative
mentoring; Wellbeing
checks; Intentional
relationship building;
Empathy-driven mentor
planning; Professional
communication

“It mattered that
mentoring wasn't
evaluative. It felt
safe to be honest.”

Reflective Growth

Reflection and iterative

Self-reflection before

“Each cycle helped

and refinement shaped leadership; Reflective us rethink what
Transformative program development, interpersonal growth; was working and
Learning Through allowing mentors to Learning through prior  what needed to
Mentoring identify gaps, adjust negative mentoring change.”
practices, and deepen experiences; Growth
mentoring effectiveness mindset
over time.
Collective Collaborative Shared vision;

Ownership and
Shared Vision

development
strengthened
commitment, cohesion,
and collective
responsibility for new
teacher success and
school improvement.

Collaborative program
creation; Collective
mentorship culture;
Team bonding and trust
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Table 2 describes the five themes found during the program development, how they are
represented when coding interviews, and illustrative participant evidence with direct quotes from
interviews.

Cycle 2

A key component of this study is that in the second cycle teacher mentors would
be able to participate the mentorship training program and then work with mentees, then
provide feedback. At the end of the first cycle in the spring, the mentor architect
developers and | critiqued the version that we designed to make modifications and
adjustments. The feedback from cycle 1 allowed us to begin the second cycle during the
fall of 2025.

The second cycle of the action research project, although similar to the first,
incorporated specific changes based on feedback received from the first cycle. These
changed include the micro-credentials on Schoology (the virtual platform hosting the
micro-credential), increased focus on mentorship as a form of leadership, a more
structured program design for accountability, relational mentoring, and multiple places
for reflection. After the teacher mentors went through the online mentor training
development program and then mentored for the first semester of the 2025-2026 school
year, they were surveyed on their experiences. The major themes found from the
survey included (1) intentional and consistent mentoring practices, (2) high levels of
engagement and accountability, (3) positive emotion and strength-based support, (4)
mentoring as a source of meaning, leadership, and purpose, and finally (5) reflective
learning and continuous improvement. These themes aligned with the themes found
during Cycle 1, as well. In the next section, | will explain how the themes from Cycle 1

and Cycle 2 are aligned and how specific survey responses match those themes.
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Theme 1, intentional and consistent mentoring practices, aligns with Theme 2
from Cycle 1 (intentional, structured, and accountable mentoring design). These themes
aligned in both cycles because teacher mentors described intentionality of the program
as deliberate, ongoing, and relationally grounded, rather than sporadic or informal. After
participating in the mentorship training program, teacher mentor survey responses
consistently emphasized that the effective mentoring required intentional planning,
consistent presence, and purposeful relationship-building. Teacher mentors framed
intentionality as an active practice demonstrated through regular contact and reflection,
as well as responsiveness to mentee needs. This was shown in survey responses, most
notably through an answer to the question “How do you demonstrate intentionality?” by
a teacher mentor after participating in the program. She stated,

| demonstrate intentionality in my mentorship practices by building relationships,

using reflective questioning and providing timely feedback. My hope is for

positive interactions with my mentee. This could include modeling effective
instructional strategies and following up to support implementation in the

classroom. (Teacher Mentor A, Survey 1)

Additionally, another teacher mentor described their mentor/mentee relationships as
becoming more positive and relationship-based since participating in the training
program.

Theme 2, high levels of engagement and accountability in the mentoring role,
aligns with Theme 2 from Cycle 1 (intentional, structured, and accountable mentoring
design) as well as Theme 3 (relational trust, professionalism, and wellbeing-centered

practice). Theme 2 from Cycle 2 shows that mentors reported strong engagement
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characterized by frequent interaction, shared instructional work, and increased
professional accountability. This was evidenced when teacher mentors reported
speaking and meeting with their mentors daily, and an appreciation for increased
accountability so that teacher mentors could ensure they are aware of roles and
responsibilities. Finally, a teacher mentor shared how participating in the mentor training
program provided a strong sense of accomplishment, “Yes, participating in the
mentorship training program and serving as a mentor has given me a strong sense of
accomplishment. Seeing mentees grow in confidence affirms the impact of the support |
provide” (Teacher Mentor A, Survey 1). The mentor training program increased teacher
mentors’ sense of responsibility and engagement in their professional roles. Even when
time constraints were limited, participants demonstrated a strong commitment by
maintaining meaningful engagement within their capacity.

The next theme in Cycle 2, positive emotion and strength-based support showed
that teacher mentors intentionally cultivated positive emotional climates through
encouragement, reframing challenges, and celebrating growth. This aligns with Theme
3 (relational trust, professionalism, and wellbeing-centered practice ) and Theme 4
(reflective growth and transformative learning through mentoring). In Cycle 2, teacher
mentors focused on positive connections, celebrating wins, and looking at things
through an overall positive lens. One participant stated, “I celebrate small wins,
acknowledge effort, and provide encouraging feedback. | approach mentoring
conversations with optimism, helping my mentee reframe challenges of the classroom
as opportunities for growth” (Teacher Mentor B, Survey 1). Another participant stated,

“My relationships as a mentor have become more intentional and collaborative. | am
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more purposeful in building connections, actively listening, and using reflective
questioning rather than offering solutions” (Teacher Mentor C, Survey 1). Mentors
described positive emotion not as avoidance of challenges, but as a deliberate
mentoring strategy as a result of the mentor training program that supported resilience,
confidence, and emotional wellbeing. This had a strong alignment with PERMA’s
Positive Emotions component.

Theme 4, mentoring as a source of meaning, leadership, and professional
purpose matches with Theme 1 from Cycle 1 (mentorship as a pathway to leadership
identity, capacity, and advancement) in several ways. This theme shows that teacher
mentors experience mentoring as meaningful work that reinforced professional identity
and leadership through influence rather than position. A teacher mentor stated the
following:

| have more accountability, but also more resources. Being a mentor doesn't
mean knowing everything. Being a mentor means being able to share the knowledge
you know while also being humble enough to learn new concepts or skills. My mentee is
teaching me just as much as | am teaching her. (Mentor Teacher D, Survey 1) Another
teacher mentor shared, “As a mentor, | feel like | am supporting the next generation of
educational leaders. It is a lifestyle, not a hobby. Every support leads to the support of
children” (Teacher Mentor E, Survey 1). Teacher mentors found that they were able to
support through classrooms, be reminded of their “why,” model leadership and
influence, and view mentorship as a responsibility since participating in the mentorship
training program. Finally, a teacher mentor stated, “Through mentoring, | am able to

lead by influence by supporting colleagues, modeling effective instructional practices,
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and guiding conversations focused on growth (Mentor Teacher F, Survey 1).
Participating in the mentoring training program provided teacher mentors with a
renewed sense of purpose and professional meaning.

The last theme of Cycle 2, reflective learning and continuous improvement,
aligns with Theme 4 (reflective growth and transformative learning through mentoring)
and Theme 5 (collective leadership, shared vision, and organizational impact). When
teacher mentors in Cycle 2 demonstrated reflective awareness of past experiences and
articulated thoughtful recommendations for strengthening the mentoring program. After
the mentor training program, participants reflected on prior ineffective mentoring,
emphasized trust, listening, and safety. Teacher mentors teachers also called for
improved mentor selection, and the need for more time and recognition of growth.
Participants shared, “Having experienced both effective and less effective mentorship, |
understand the importance of building trust, actively listening, and providing meaningful
support” (Teacher Mentor G, Survey 1). Teacher mentor also provided suggestions as
seen here, “One suggestion is to offer ways to track and celebrate mentee and mentor
growth in order to reinforce motivation and highlight the program’s impact” (Teacher
Mentor H, Survey 1). Teacher mentor showed strong reflective capacity in survey
responses, using both past experiences and current participation to inform program
improvement. Their feedback highlighted a desire for intentional design, psychological
safety, and sustainability. All of these are key elements for long term program success
and retention.

Taken together, the survey data reveals that teacher mentors experienced the

training program as an intentionally designed, relationally grounded, and meaningful
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professional development that increased engagement, supported wellbeing, fostered
leadership identity, and strengthened commitment to mentoring, thus increasing
retention. The themes found in Cycle 2 are important because they align tightly with the
themes from Cycle 1, demonstrating convergence in action research. Additionally, they
map clearly into the PERMA framework, answer both research questions in sections
found below, and provide clear evidence linking mentoring to wellbeing, leadership, and
teacher retention. Table 3 presents the overarching themes identified from open-ended
survey responses, illustrating mentors’ perceptions of intentionality, engagement,

wellbeing, leadership, and program improvement during the first year of implementation.

Table 3. Overarching Themes Identified from Open-ended Survey Responses

Survey Theme

Theme Description

Representative Survey
Evidence

Intentional and
Consistent
Mentoring
Practices

Mentors described intentionality as
purposeful, relational, and ongoing,
demonstrated through regular
check-ins, reflective questioning,
and timely feedback to support
mentees’ professional growth.

“I check in with my mentee
daily...”; “By consistently
meeting at the end of the
day with my mentee to
debrief.”

High Engagement
and Accountability
in the Mentoring
Role

Participants reported frequent
interaction, shared instructional
work, and increased accountability
that strengthened engagement in
both mentoring and classroom
practice.

“Daily contact — multiple
times per day”; “There is a
litle more accountability for
me to make sure I'm aware

of what’s happening.”

Positive Emotion
and Strength-
Based Support

Mentors intentionally fostered
optimism, encouragement, and
emotional support, using positive
framing and celebration of small
wins to promote resilience and
confidence.

“I try to focus on the
positive...”; “| celebrate
small wins, acknowledge
effort, and provide
encouraging feedback.”

Table 3 describes the three themes found in surveys from cycle 2 of action research, with
descriptions and evidence with direct quotes from the survey.

Results

Data Analysis
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Thematic coding for this action research study occurred across two iterative
cycles of data collection and analysis, consistent with the cyclical nature of participatory
action research. Data sources included semi-structured interviews conducted during
Cycle 1 and open-ended survey responses collected during Cycle 2. The analytic
process was designed to capture the mentor architects and teacher mentors’ lived
experiences and the evolving impact of the structured mentor training program over
time.

Transcription and Data Preparation. All Cycle 1 interviews were audio
recorded and transcribed verbatim to ensure accuracy and preserve participants’
authentic voices. Transcripts were reviewed multiple times by the researcher to verify
transcription accuracy and to develop familiarity with the data. During this initial review,
reflective memos were written to document early impressions, emerging ideas, and
potential connections to the research questions and theoretical frameworks. Cycle 2
survey data consisted of open-ended responses and was compiled into a single dataset
for qualitative analysis. Survey responses were reviewed in their original written form to
maintain the integrity of participants’ language and intent.

Cycle 1: Interview Coding and Theme Development. The initial round of open
coding, using the actual words from interviews, was conducted during the interview
transcripts. During this phase, meaningful segments of text were labeled with
descriptive codes that reflected participants’ words, actions, and perceptions related to
mentoring practices, leadership development, wellbeing, and retention. Following open
coding, codes were reviewed through axial coding, grouping similar sentences and

phrases, to identify relationships patterns, and recurring concepts across participants.
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These clustered codes were then synthesized into broader themes that captured shared
experiences and meanings. Throughout this process, the researcher consistently
revisited the research questions to ensure that emerging themes remained aligned with
the study’s purpose.

Cycle 2: Survey Coding and Cross-Data Comparison. Open-ended survey
responses from Cycle 2 were coded using the process of open and axial coding. Initial
codes were generated based on recurring language and concepts related to
intentionality, engagement, relationships, meaning, accomplishment, and leadership.
These survey-derived codes were then compared to the themes identified in Cycle 1
interviews. This cross-cycle comparison allowed the researcher to identify areas of
convergence, extension, and confirmation between interview and survey data. Survey
data often reinforced and deepened interview themes, providing additional evidence of
consistency across data sources.

Selection of Representative Quotes. After themes were finalized,
representative quotes were intentionally selected from both interview transcripts and
survey responses. Quotes were chosen based on their ability to clearly illustrate the
essence of each theme and directly address the research questions. Rather than
selecting quotes based on frequency, emphasis was placed on analytic relevance,
clarity, and representativeness. Interview quotes were attributed to participants using
pseudonyms and date-stamped to maintain confidentiality and transparency. Survey
quotes were presented anonymously. Selected quotes were embedded within the
narrative findings to allow participants’ voices to substantiate the thematic

interpretations.
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Alignment with Research Questions and Theoretical Frameworks.
Throughout the analytic process, themes and selected quotes were continuously cross-
referenced with the study’s research questions and guiding theoretical frameworks.
Wheeler's (2024) framework includes Mertz’s (2004 ) theory of mentorship and
Seligman’s (2011) PERMA model. This ensured that findings remained grounded in
both participant experiences and established theory, while accurately reflecting how
mentoring practices influenced leadership development, wellbeing, and teacher
retention.

Data Quantity

Interviews took place with all five mentor architects that helped co-create the
mentor training program in Cycle 1 of the action research study. This was the original
population. There were 15 teacher mentors that participated in the mentor training
program and then mentored new teachers the fall semester. Of these 15 mentors, 10
answered the open-ended survey questions.

Theme 1: Mentorship as a Pathway to Leadership Identity, Capacity, and
Advancement

Of the five themes that emerged from interview and survey data, mentorship as a
way to increase leadership was among the highest. The data found that teachers
reported that they viewed mentorship as a leadership role, and it advanced their
capacity for other leadership positions and started to picture themselves in other
leadership roles. Mentorship legitimized the developmental pathway where participants
were able to learn about leadership, confidence, and professional advancement.

Expanded codes from the interview and survey themes represented exposure to
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leadership and growth, increased leadership capacity, boosted confidence and initiative,
participating in the program as a leadership credential, and an opportunity for
professional advancement. It also showed them how to develop future leadership
capacity with skills, align professional goals, and apply their prior expertise. Participants
viewed this structured mentoring program as both a leadership incubator and a
professional credential, where experienced educators sought mentorship as a means of
continued growth. Mentor architect Ivy stated, “I don’t pass up leadership opportunities,
to redevelop or remodel something- this can make an impact for many” (lvy, Interview 1,
December 12, 2025). Additionally, mentor architect Caroline described the role in
relation to leadership, “This was an important leadership opportunity for me and others,
where we could play into our strengths and roles and grow into our own leadership”
(Caroline, Interview 1, December 16, 2025). As a different perspective, mentor architect
Kimberly talked about how the development of this program was important for her as a
veteran teacher at a new school, where she could showcase her knowledge and
leadership while being in a new role. She stated, “Levels of experience you carry from
other schools/districts/states don’t always transfer over. You start at the ground floor,
and being a part of this team made me feel like | could branch out into a leadership role
and show my skills” (Kimberly, Interview 1, December 4, 2025). In terms of leadership
capacity, mentor architect Missy described how leadership capacity could be developed
through the structure of specific mentoring programs and the development of them, as
well as being a mentor in general. She summarized by saying, “I am looking further into
leadership roles, so | thought that this would be something great to be involved in, not

only for helping teachers, but also building a further leadership capacity” (Missy,
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Interview 1, December 11, 2025). Mentor architect Sarah was in the process of taking
educational leadership courses, and was able to relate her learning on organizational
change in leadership classes to the first cycle of our action research project. She was
able to draw on that knowledge to advance our program and write about it for her
classes. She shared, “This program played into a couple of other courses that | was
taking at the time, so It was a duel benefit. | was working on this program but also doing
research for my leadership classes” (Sarah, Interview 1, December 17, 2025). In the
survey data, all participants indicated that mentorship had become a form of leadership
for them, specifically leading through influence and focusing on the growth of mentees
to increase overall teaching ability in the building. Overall, the findings indicate that the
structured mentor training program functioned as a meaningful leadership pathway,
enabling participants to recognize, develop, and apply their leadership capacities while
legitimizing mentorship as both a professional credential and a catalyst for continued
leadership growth.
Theme 2: Intentional, Structured, and Accountable Mentoring Design

Mentor architects and mentor teachers involved in the study emphasized that
mentoring must be intentionally designed, structured, and supported through clear
accountability mechanisms to ensure an equitable and successful approach. Many
recurring data points include a need for structure within a mentorship program, mentor
accountability and support, a desire for structured scheduling and checkpoints, and
professional development district-wide on mentoring. Additionally, teacher mentors
recognized the need for cohesive, holistic mentorship focused on wellbeing and the

person, not just mentoring related to the profession. Input for mentorship selection and
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intentional time investment aligned with leadership goals and overall school
mission/vision was also visible. This structure, not rigidity, was essential to sustainability
with the program and promoted stronger intent and involvement as well as mentor and
mentee wellbeing. Clear expectations, checkpoints, and accountability were seen as
safeguards against both ineffective mentor experiences and mentor burnout. Mentor
architect Sarah stated about accountability, “An outline needed to be created for
accountability, mentorship wasn’t really taking place the way it should have been and no
one even knew about it” (Sarah, Interview 1, December 17). Because of the
development and participation in this program, many teacher mentors are discovering
the meaning and need for intent. Mentor architect lvy stated, “l am now more intentional
about creating relationships and maintaining them, because that is an important part of
leadership. You need to make people feel welcome, heard, and supported” (lvy,
Interview 1, December 12, 2025). Accountability also showed up several times in survey
responses, with participants indicating that the intentional design of the program held
them more accountable to meet with their mentor regularly and focus on specific topics
that would increase teaching practices. Teacher mentors also indicated that this
accountability increased engagement and made their time together more purposeful,
and thus increased mentor/mentee relationships. The increase in mentoring resources
from the mentor training program also allowed mentors to deepen and clarify their
purpose. Due to the increase in accountability and more intentional mentoring practices,
the school increased teacher retention, with 14 teachers leaving the previous year and

only 3 leaving after the first year of the mentorship training program being enacted.

113



Table 4 below shows how teacher retention increased in just one year due to the
mentorship training program.

Table 4. Teacher Retention after the Mentorship Training Program

School Year Teachers Retained Teachers Left
2024-2025 45 14
2025-2026 56 3

Table 4 shows teachers that were retained before and after the mentorship training program.

Theme 3: Relational Trust, Professionalism, and Wellbeing Centered Practice
Throughout the process of developing the mentor training program, it became
apparent that high quality mentoring was grounded in relational trust. If trust was not
present, the mentoring relationship was not beneficial. Additionally, professionalism
within the relationship, including confidentiality, and intentional attention to emotional
and professional wellbeing were important to the teacher mentors. The mentor architect
team had many important conversations on the importance of professional
communication, and the ways that can look during mentorship, specifically in a teaching
role. Before those conversations can occur, mentor architects explained the need for
trust to be there first, and one way to establish that was through wellbeing checks
centered around PERMA. These wellbeing checks built upon intentional positivity and
relationship centered care allowed for hard conversations to take place. Expanding
these relationships outside of traditional grade-level mentorships was also important to
the teacher mentors, who felt like mentorship should not be limited by grade level, but
instead a strength and values-based approach to pair like-minded teachers. Having an

overall positive mindset and attitude of teamwork was also important to the mentor
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architects and was an essential part of the overall training development program to
promote a positive school culture and retain teachers. Teacher mentors framed
mentoring as relational labor requiring emotional intelligence, intentional
communication, and care. The mentor architects specifically found that through the
development of this program they were reminded the importance of relationships behind
mentoring, and that comes from a place of taking care of the individual first, and then
working on the professional side after. These were viewed as core mentoring practices,
not peripheral supports. From the interviews, many mentor architects shared how they
were reminded of this importance, including Caroline who stated, “This program has
helped me to take a step back and evaluate the whole picture, and react less. | keep the
negative out of the conversation” (Caroline, Interview 1, December 16, 2025). Mentor
architect Missy also found great relational meaning from participation in this action
research study, sharing, “This program helped me develop relationships, and now |
know that certain responses I've had in the past, | wouldn’t have now knowing what |
know” (Missy, Interview 1, December 11, 2025). Sarah also drew relationship-driven
conclusions in her interview and the importance of this element in mentoring, and her
overall perspective. She stated, “I have made a point to be more positive myself and
focus on relationships in the building after going through this experience” (Sarah,
Interview 1, December 17, 2025). Many of the teacher mentors found that while having
a solid relationship with their mentor is of course important, they also needed to foster
other positive relationships around the building to improve culture and add to their
mentoring relationship by having more positive relationships with other people. This also

went along with the idea of being a “role model teacher” that was discussed to be a
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good mentor. Sarah added, “I really wanted to see stronger bonds being formed at our
school through this program—branching out beyond grade levels and making
connections with people based on values.” (Sarah, Interview 1, December 17, 2025).
Teacher mentors shared how the mentor training increased their relational trust and
wellbeing centered practice by focusing more on the positive and celebrating small
wins. Teacher mentors also noted that the intentional time spent with mentees after
participating in the training program instead of “checking in when needed” was much
more beneficial and built a more trusting relationship. Overall, the findings indicate that
trust-centered, wellbeing-informed, and relationship-driven mentoring practices were
foundational to effective mentor engagement, positive school culture, and sustained
teacher retention.
Theme 4: Reflective Growth and Transformative Learning Through Mentoring
After reviewing the data, it was clear that mentoring catalyzed both personal and
professional transformation through reflection, perspective-taking, and application of
learning to practice. When we first started discussing the growth that is possible through
mentorship, many negative mentoring experiences came up from the original mentor
architects. The mentor architects discussed how unhelpful some mentoring experiences
were and how they wanted to them be different, and in order to do that the teacher
mentors had to be trained to be reflective in order to be transformed. This included both
personal and professional growth. Positive mindset and perspective taking was critical
for the mentor architects, as categorized by some quotes above, as well as the mentors
participating in the training. Some of what was learned in the mentor training program

could also be applied to students in the classroom, which transformed some teaching
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practices as well. Overall, this increased engagement and awareness, and intentional
positivity through reflection. Mentor teachers contrasted prior negative experiences with
the current program, highlighting reflection and intentional design as transformative
elements for them. Learning extended beyond mentoring into professional identity.
Mentor teachers reiterated these feelings during individual interviews, where they
realized the need for greater reflection in mentorship and how they could approach it
better. Mentor architect Kimberly stated, “| need to be more reflective and check in on
needs, this is a point of growth for me. | need to be able to identify when mentoring- this
is where we are and what do you need from me” (Kimberly, Interview 1, December 4,
2025). It also helped participants to see the larger picture of the school and consider the
overall culture, not just what was happening in their own classrooms or grade levels. lvy
shared, “This program helped give me a positive mindset, and be more reflective and to
see the bigger picture. | became more self-reflective, this helped me understand more
of who | am as a teacher, mentor, and leader” (lvy, Interview 1, December 12, 2025).
Kimberly discussed how her participation in the development of the mentor training
program made her examine interactions, “This program helped me think about how |
interact with others and how | contribute to their success, | took my strengths and their
strengths to better align my approach to mentorship” (Kimberly, Interview 1, December
4, 2025). Teacher mentors also noted reflective growth in responses. They stated that
by participating in the mentor training program they were able to analyze their own
mentoring practices, including mentoring experiences in the past, and were able to learn
and grow from those experiences. Teacher mentors also learned more about the most

effective ways to spend time as a mentor and how their mentorship can have a greater
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impact across the whole building when done correctly. In summary, the findings
illustrate that reflective, intentionally designed mentoring practices fostered meaningful
personal and professional transformation, enabling mentors to reframe prior
experiences, strengthen professional identity, and extend reflective learning beyond
mentoring into broader school culture and instructional practice.
Theme 5: Collective Leadership, Shared Vision, and Organizational Impact

The last theme that was found from the data in this action research study was
that mentoring functioned as a collective leadership endeavor that helped promote a
shared vision, collaboration, and long-term school improvement. Teacher mentors
concluded that with the shared vision of the mentor architects, they were able to
achieve something greater than they would have if mentoring alone, and this
collaboration built a collective mentorship culture. Additionally, team bonding and trust
occurred among mentor architects when a commitment was made to improve school
culture and climate. This resulted in mentor architect pride in collaborative program
creation. Participants experienced mentoring as community work rather than an
individual responsibility. This collective ownership strengthened trust, cohesion, and
commitment to improving school climate and teacher retention. Mentor architects
identified this collective leadership in the interviews. Missy shared, “| am hoping that the
mentor participants will get a sense that it is not only their mentor that they can go to,
they can come to anyone in the building and receive the support they need, | hope this
program increases our building networking” (Missy, Interview 1, December 11, 2025).
Sarah stated, “I saw your vision clearly for the program so | was excited about joining. |

loved the collaboration and how we were able to bounce ideas off of each other” (Sarah,
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Interview 1, December 17, 2025). Teacher mentors found that participating in the
mentor training program helped them better understand their own “why” for mentoring
and were able to see the big picture of the impact of mentoring on a school building.
Additionally, the mentor training program increased collective leadership by allowing
mentors to see themselves as leaders in the building and people who could bring about
active change, rather than just bystanders in the school. Overall, the findings indicate
that when mentoring is enacted as a collective leadership practice grounded in shared
vision and collaboration, it strengthens school culture, fosters collective efficacy, and
supports long-term teacher retention.
Research Question Findings
Research Question 1

In what ways do mentor architects describe how participating in two action
research cycles to develop and implement a structured teacher mentoring program
influence their intent to engage in mentoring and their level of involvement in mentoring
practices?

Intent to Engage in Mentorship. The data shows that Themes 1 (mentorship as
a pathway to leadership identity) and 5 (collective leadership, shared vision, and
organizational impact) answer this question directly. They demonstrate that mentor
architects’ intent to engage was strongly shaped by the collaborative design process
and the leadership-oriented framing of mentorship. This is consistent with Mertz’s theory
that mentors move from viewing mentorship as an informal or an add-on responsibility
to perceiving it as a purposeful leadership role (Mertz, 2004). Mentor architects reported

an increased motivation to mentor when mentorship was positioned as a leadership
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pathway rather than a compliance task (Theme 1: mentorship as a pathway to
leadership identity) and viewed as a collective responsibility supported by a shared
vision and peer collaboration (Theme 5: collective leadership, shared vision, and
organizational impact). The action research format of co-creating the program increased
ownership, professional validation, and commitment, reinforcing the intrinsic motivation
to engage in mentorship. Across the cycles of action research, teacher mentors’ intent
deepened rather than diminished. Reflection and revision cycles strengthened the
alignment between personal leadership goals and mentoring roles, indicating a
sustained and growing intent to engage.

Depth of Involvement in Mentoring Practices. The depth of involvement was
evidenced by mentor architects’ movement from surface-level support to intentional,
reflective, and relational mentoring practices consistent with Mertz's emphasis on
developmental, reciprocal mentorship. Structure and accountability consistent with
Theme 2 Intentional, Structured, and Accountable Mentoring Design) enabled mentor
architects to engage consistently, allocate time intentionally, and move beyond reactive
support toward proactive mentoring. Relational practices related to Theme 3 (Relational
Trust, Professionalism, and Wellbeing Centered Practice) demonstrated depth through
emotional attunement, wellbeing check-ins, and non-evaluative trust-based
relationships. Additionally, reflection cycles related to Theme 4 (Reflective Growth and
Transformative Learning Through Mentoring) allowed mentor architects to refine
practice, respond to challenges, and apply learning across contexts. This demonstrated
increasing sophistication of mentor behaviors over time. The mentors’ depth of

involvement increased as the program progressed, especially after reflection cycles
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highlighted gaps, workload tensions, and relational needs. This led to intentional
adjustments in practice.
Research Question 2

In what ways do teacher mentors describe their perceptions the first year of
implementation after two action research cycles of a structured mentor training program,
particularly in relation to supporting and retaining newly hired teachers and promoting
aspects of wellbeing as described by Seligman’s PERMA model with (a) positive
emotions, (b) engagement, (c) positive relationships, (d) meaning, (e) accomplishment?

P- Positive Emotions. Positive emotions were supported by Theme 3
(Relational Trust, Professionalism, and Wellbeing Centered Practice) and Theme 4
(Reflective Growth and Transformative Learning Through Mentoring). Teacher mentors
reported that positive emotions increased after participating in the structured mentor
training program through perspective taking, renewed professionalism and optimism,
and emotional regulation through reflection. Intentional positivity and supported
relationships reduced stress for both teacher mentors and mentees, contributing to
more sustainable mentoring relationships.

E- Engagement. Engagement was shown to be present in Theme 1 (Mentorship
as a Pathway to Leadership Identity, Capacity, and Advancement) when teacher
mentors saw mentoring as aligned with leadership goals. Additionally, in Theme 2
(Intentional, Structured, and Accountable Design) when clear structures and
expectations were put in place. Finally, in Theme 5 (Collective Leadership, Shared

Vision, and Organizational Impact) where mentors felt part of a collaborative mentor
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community. Structured scheduling, accountability, and shared ownership in the mentor
training program enhanced sustained engagement across the action research cycles.

R- Positive Relationships. Positive relationships were strongly supported by
Theme 3 (Relational Trust, Professionalism, and Wellbeing Centered Practice) when
teacher mentors emphasized trust-building, cross-grade collaboration, and non-
evaluative, empathy driven relationships gained from participating in the structured
mentor training program. These relational practices were perceived as critical to new
teacher retention, especially during transitions to new roles and high-stress periods.

M- Meaning. Meaning was found from the data related to Theme 1 (Mentorship
as a Pathway to Leadership Identity, Capacity, and Advancement) and 5 (Collective
Leadership, Shared Vision, and Organizational Impact). Teacher mentors described
mentorship as purpose-driven work and a way to leave a professional legacy.
Mentorship was also seen as a meaningful contribution to school climate and teacher
success, and thus student success.

A- Accomplishment. Accomplishment was supported by Theme 2 (Intentional,
Structured, and Accountable Design) and Theme 4 (Reflective Growth and
Transformative Learning Through Mentoring). Teacher mentors identified
accomplishments in program creation and implementation, improved mentoring
competence both individually and throughout the school, through the mentor training
program, and observable growth in mentees. The program itself functioned as a

tangible achievement and leadership credential, reinforcing professional efficiency.
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Synthesis

Together, these themes demonstrate that collaborative program design

increased the mentor architects’ intent to engage, and that structured, reflective

implementation deepened the mentors’ involvement. Relational, wellbeing centered

practices supported new teacher retention, and action research cycles enabled

continuous refinement aligned with Mertz’s theory. Rather than mapping PERMA to a

single theme, the findings show that wellbeing outcomes emerged holistically across

themes, reinforcing the program’s comprehensive design. PERMA outcomes emerged

organically, validating the program’s holistic impact. Below, Table 4 shows a thematic

PERMA alignment table that clearly identifies sections of wellbeing that were integrated

throughout the data set.

Table 5. Alignment of Emergent Themes with Seligman's PERMA Model

Emergent Positive Engagem Positive Meaning Accomplishm
Theme Emotions ent (E) Relationshi (M) ent (A)
(P) ps (R)

Mentorship Increased  Sustained  Strengthene Purpose-  Program

as a Pathway confidence participatio d mentor— driven participation as

to Leadership , optimism, n dueto mentee and mentoring leadership

Identity and and alignment  peer and credential;

Growth validation  with leadership legacy- growth in
through leadership relationships building leadership
leadership  goals capacity
recognition

Intentional, Reduced Increased  Trust Meaning Successful

Structured, stress and consistenc strengthene derived program

and overwhelm y and d through from implementatio

Accountable  through intentional  reliability aligned n; effective

Mentoring clarity and involveme and clear goalsand mentoring

Design structure nt expectations shared outcomes

mission

Relational Emotional Deeper Trust-based, Meaning Improved

Trust, safety, relational non- found in relational

Professionali  positivity, engageme evaluative caring for  competence

sm, and and ntin relationships

123



Wellbeing- psychologi mentoring across grade the whole and
Centered cal interaction levels person communication
Practice wellbeing s
Reflective Positive Increased Improved Profession Application of
Growth and mindset awareness interpersonal alidentity reflective
Transformativ  shifts and responsiven developm practices to
e Learning through intentional  ess ent mentoring and
Through reflection practice classroom
Mentoring and instruction
perspectiv
e-taking
Collective Pride, Engageme Stronger Meaning
Leadership, morale, nt through  professional through
Shared and collaborati  networks contributio
Vision, and collective on and and collegial nto
Organization  optimism shared bonds school-
al Impact ownership wide
improvem
ent

Table 5 describes how the five major themes from the data aligned with the elements of the
PERMA model with direct language showing how each element was represented.

Triangulation

Triangulation across interview data, open-ended survey responses, and reflective
action research cycles strengthened the credibility and trustworthiness of the findings.
Consistent patterns emerged across data sources indicating that teacher mentors
experienced the structured mentor training program as an intentionally designed,
relationally grounded, and leadership-oriented practice. Mentor architects described
mentorship as a pathway to leadership development, professional validation, and
collective responsibility, while mentor teachers echoed these findings through reports of
intentional relationship building, frequent engagement, accountability, and renewed
sense of purpose. Additionally, both data sources highlighted the importance of trust,
wellbeing-centered mentoring practices, and reflective learning as essential

components of effective mentorship. Across action research cycles, participants
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identified similar needs for structure, collaboration, and continuous refinement, further
reinforcing the alignment of findings. The convergence of themes across multiple data
sources supports the credibility of the results and demonstrates that mentors’
perceptions of increased engagement, wellbeing, leadership development, and
retention were not isolated experiences, but shared and sustained outcomes of the
mentor training program.
Relation to Retention

The findings in this chapter relate to teacher retention through leadership identity
and professional validation, belonging and support, structure, wellbeing, increased
school climate, and sustainability over time. Retention through leadership identity and
professional validation strongly correlate with Themes 1 (Mentorship as a Pathway to
Leadership Identity, Capacity, and Advancement) and 5 (Collective Leadership, Shared
Vision, and Organizational Impact). One of the strongest predictors of teacher retention
in the findings was professional validation. When mentorship was framed as a
leadership pathway rather than a formal obligation, mentors felt seen, valued, and
invested in. Teachers also pursued future opportunities within the district, and
experienced teachers were less likely to seek leadership fulfilment elsewhere (in
another field). This aligns with retention literature showing that teachers remain where
they can grow without leaving the classroom. Teacher mentorship offers a career-
sustaining role, reducing attrition among mid-career and veteran teachers who often
leave due to stagnation rather than burnout alone. The mentorship training program
increased leadership capacity and helped teachers view mentorship as another way to

be valued in their profession.
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Retention through belonging and support are consistent with Themes 3
(Relational Trust, Professionalism, and Wellbeing Centered Practice) and 5 (Collective
Leadership, Shared Vision, and Organizational Impact). New teacher attrition is strongly
linked to isolation and lack of belonging. The themes found in this study show that
intentional, non-evaluative mentoring relationships build psychological safety, normalize
struggle and growth, and create a sense of relational attachment to the school
community. Teacher mentor's emphasis on wellbeing checks, empathy, and trust
directly addressed the emotional labor of teaching. This scaffolding from the mentorship
training program increased new teachers’ likelihood of staying by ensuring that they felt
rather than judged, particularly during their most vulnerable first semester and first year.

Retention through structure that prevents burnout is another element that aligns
with Themes 2 (Intentional, Structured, and Accountable Mentoring Design) and 4
(Reflective Growth and Transformative Learning Through Mentoring). Teacher mentors
and mentor architects identified lack of structure as a risk factor for attrition when a
formal program or expectations are not set up. The structured mentor training program
mitigated this risk by clarifying roles and expectations, providing schedules,
checkpoints, and accountability, and reducing cognitive overload and role ambiguity.
For teacher mentors, structure prevented overcommitment and role strain. This in turn
helped mentees by insuring consistent support and not sporadic help. This balance was
critical for retaining both groups, as unstructured mentoring often leads to frustration,
inequity, and burnout.

Retention through wellbeing (PERMA) as a systematic outcome relates to the

first four themes presented in this chapter. The PERMA-aligned findings reveal that
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retention was supported through systemic wellbeing, not surface level morale boosts.
This was evidenced through positive emotions, which reduced stress and increased
optimism through supportive relationships. It was also evidenced through engagement,
sustained involvement through meaningful, goal-aligned mentoring, and relationships
that involved trust-based connections that anchored teachers to the school. Additionally,
meaning was brought in through purpose driven mentoring work that reinforced why
teachers are here in the first place. Finally, accomplishment through visible growth in
mentors and thus mentees related to professional pride for mentors. Teachers were
more likely to remain in their positions when their emotional, relational, and professional
needs were met simultaneously.

Retention through collective efficacy and school climate relates directly to Theme
5 (Collective Leadership, Shared Vision, and Organizational Impact). The mentor
training program fostered collective efficacy, a key predictor of retention. Teacher
mentors described shared ownership of teacher success, collaborative problem-solving
for retention challenges, and pride in contributing to school-wide improvement. This
collective approach shifted retention from an individual leadership burden to a shared
organizational responsibility, strengthening school climate and reducing turnover.

Finally, retention was found across action research cycles, resulting in
sustainability over time. Importantly, retention-related benefits intensified across cycles
of action research. Reflection identified stress points and workload challenges early
within the first cycle. The program adjustments then increased sustainability, and the
teacher mentors’ commitment deepened as they saw a tangible impact. This initiative

process ensured the program remained responsive across cycles rather than static,
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increasing long-term retention potential. In conclusion, the findings suggest that teacher
retention improves when mentoring is structured (reducing burnout), relational
(increasing belonging), leadership-oriented (providing growth pathways), wellbeing
centered (supporting PERMA), and collectively owned (strengthening school climate).
Rather than retaining teachers through incentives alone, this mentor training program
retained teachers by meeting the human and professional needs that cause teachers to
stay.

Summary

This chapter presented the findings of this action research study, which
examined how the collaborative development and implementation of a structured
mentor training program shaped mentors’ intent to engage in mentorship, depth of
involvement in mentoring practices, and perceptions of wellbeing and retention. Data
was collected across two cycles of action research and included semi-structured
interviews form Cycle 1 and open-ended survey responses from Cycle 2. These data
sources were systematically analyzed using thematic coding procedures to identify
patterns and shared meanings across participants’ experiences.

Analysis of the interview and survey data revealed five overarching themes: (1)
Mentorship as a Pathway to Leadership and Growth, (2) Intentional, Structured, and
Accountable Mentoring Design, (3) Relational Trust, Professionalism, and Wellbeing-
Centered Practice, (4) Reflective Growth and Transformative Learning Through
Mentoring, and (5) Collective Leadership, Shared Vision, and Organizational Impact.
These themes were consistent across data sources, demonstrating convergence

between interview and survey findings, as demonstrated in Table 6.
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Table 6. Alignment of Cycle 1 and Cycle 2 Themes Across Action Research

Cycles
Cycle 1 Themes Aligned Cycle 2 Themes Explanation of Alignment
Mentorship as a Mentoring as a Source of Both themes emphasize
Pathway to Meaning, Leadership, mentoring as a developmental
Leadership and and Purpose pathway that enhances
Growth leadership capacity, professional
identity, and a deeper sense of
purpose in educators.
Intentional, Intentional and Cycle 2 refines this theme by
Structured, and Consistent Mentoring highlighting the implementation of
Accountable Practices; High Levels of consistent practices and
Mentoring Design Engagement and increased accountability as
Accountability outcomes of structured mentoring
systems.
Relational Trust, Positive Emotion and The relational and wellbeing
Professionalism, and  Strength-based Support  focus from Cycle 1 evolves into a
Wellbeing-Centered more explicit emphasis on
Practice positive emotions and strengths-

based mentoring approaches
(PERMA alignment).

Reflective Growth and Reflective Learning and Reflection remains central across

Transformative Continuous Improvement both cycles, with Cycle 2

Learning Through emphasizing ongoing

Mentoring improvement and sustained
reflective practices embedded in
mentoring.

Collective Leadership, High Levels of Cycle 2 captures how collective

Shared Vision, and Engagement and leadership translates into shared

Organizational Impact Accountability; Mentoring responsibility, engagement, and
as a Source of Meaning, a unified sense of purpose that
Leadership, and Purpose impacts the broader organization.

Table 6 describes how themes from Cycle 1 and Cycle 2 aligned in action research after the
development and implementation of a mentorship training program.

In relation to the first research question, the findings indicated that participation in
the collaborative design and implementation of the mentor training program influenced
mentor architects’ intent to engage in mentorship by positioning mentoring as a

meaningful leadership role rather than an informal responsibility. The data also showed
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that intentional structure, accountability, and reflection supported increased depth of
involvement in mentoring practices across cycles of action research.

In relation to the second research question, mentors described the first year of
program implementation as supportive of both new teacher development and mentor
wellbeing. Teacher mentors’ responses reflected elements of Seligman’s PERMA
model, including positive emotions, engagement, positive relationships, meaning, and
accomplishment. Teacher mentors’ emphasized the importance of relational trust,
positive and strength-based support, reflective practices, and collective collaboration in
promoting wellbeing and contributing to a supportive school culture. These practices
were also perceived as contributing to teacher retention by strengthening professional
relationships, increasing engagement, and reinforcing a shared commitment to the
school community.

Overall, the findings presented in this chapter demonstrate that the structured
mentor training program was experienced as intentionally designed, relationally
grounded, and a leadership-oriented that supported mentor engagement, professional
growth, wellbeing, and retention. The convergence of findings across interviews,
surveys, and action research cycles strengthened the credibility of the results and
provided a comprehensive understanding of mentors’ experiences during the first year
of implementation.

Chapter 5 builds upon these findings by discussing the implications of the results
in relation to the research questions, theoretical frameworks, and existing literature. It
also addresses implications for practice, policy, and future research related to mentor

training, teacher leadership development, and retention.
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Chapter 5: Conclusion

This participatory action research study explored two cycles of inquiry involving
five mentor architects who collaborated with the researcher to design a structured
mentorship training program, as well as ten teacher mentors who participated in the
training and subsequently implemented it with their mentees. The first cycle was the
development of the program with the mentor architects, and the second cycle was
where feedback was taken and the program was enacted with teacher mentors and
mentees. Over the course of these two cycles, | collaborated with my co-researchers to
improve the program to make an impact on mentorship in the school building. The
research focused on the intent and involvement of the mentor architects, and overall
elements of wellbeing of mentors as described by Seligman’s PERMA model (Seligman,
2011) and the impact of teacher retention in a school building. Each participant’s
experiences were translated through the researcher by transcribing their accounts and
coding them into themes through two action research cycles. Research regarding
teacher retention suggests that teachers are leaving the field more and more each year
(Brill & McCartney, 2008). Due to this problem, this study investigated building and
participating in a mentorship development program using Seligman’s (2011) positive
psychology framework, PERMA, and the Mertz (2004) mentoring framework to see if
enhancing mentor practices would impact teacher retention and wellbeing. Five themes
emerged and were aligned from the first and second research cycles. The key findings
in this study showed the following outcomes from developing and participating in a
mentorship training program:

¢ Mentorship as a pathway to leadership
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e Improved accountable design of the mentorship program

¢ Improved wellbeing centered practice

e Transformational learning through mentorship

e Improved collective leadership

This final chapter includes a discussion of my findings in light of the literature and
the conceptual framework (Wheeler, 2024) followed by my recommendations and
implications. My first contribution to the literature is the intent and involvement of
mentors after engaging in a participatory action research project codesigning a
mentorship program, and the self-efficacy that came with it. My second contribution is
the retention element along with increased wellbeing that the mentor teachers
experienced along with their mentees as a result of the mentorship development
program and the increased retention rates. After discussing my findings in the light of
the existing literature and my theoretical framework, | make recommendations and draw
out implications for teacher mentorship. | conclude this chapter with a brief final
reflection.
Summary of the Study
This participatory action research study was used to explore the experience of

mentor architects and teacher mentors acting as coresearchers designing a mentor
training program, and the influence the program had on the intent to engage,
involvement, and wellbeing of those teacher mentors. The basis for this study is
grounded in Mertz’s theory of mentorship (2004) and Seligman’s PERMA theory (2011)
to combine intent and involvement with wellbeing for increased effectiveness in

mentorship practices, ultimately with the goal of retaining teachers. Teacher mentors
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must be actively engaged in the mentorship process in order for successful mentoring
outcomes (Cherkowski & Walker, 2019). When mentors are engaged, not only do
mentees benefit, but their students as well, creating overall success in the building
(Washburn-Moses, 2010). Ideally, when effective mentorship is taking place, new
teachers feel more successful and are more likely to stay in their current teaching roles,
but the development of mentor training programs to do so is an underutilized area of
educational research. This study hopes to fill that gap in the literature on the influence of
mentoring to promote wellbeing and increase teacher retention.

Research Questions

The following research questions guided this qualitative participatory action

research study:

1. In what ways do mentor architects describe how participating in two action
research cycles to develop and implement a structured teacher mentoring
program influence their intent to engage in mentoring and their level of
involvement in mentoring practices?

2. In what ways do teacher mentors describe their perceptions the first year of
implementation after two action research cycles of a structured mentor
training program, particularly in relation to supporting and retaining newly
hired teachers and promoting aspects of wellbeing as described by
Seligman’s PERMA model with (a) positive emotions, (b) engagement, (c)

positive relationships, (d) meaning, (e) accomplishment?
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Review of Methodology
| used a qualitative participatory action research study to explore the experience
of mentor architects and teacher mentors over the course of two action research in the
development of a teacher mentor training program. The research questions were
aligned with the conceptual framework focusing on Mertz’s (2004) intent and
involvement, and Seligman’s (2011) PERMA theory under the umbrella of Wheeler’s
(2024) framework through positive psychology. The mentor architects were interviewed
and the interviews were then coded and transcribed. The teacher mentors participated
in an open-ended question survey. Following open coding, the data were analyzed
using axial coding to group similar phrases and statements, allowing for the
identification of relationships, patterns, and recurring concepts across participants.
These grouped codes were then synthesized into broader themes that reflected shared
experiences and collective meaning.
Limitations
1. This study focused only on one K-5 elementary school in the state of Alabama.
2. The researcher served as a mentor architect and participant.
3. The action research process was time intensive, requiring sustained engagement
from the researcher and participants.
4. The success of the study was dependent on consistent participation.
Major Findings Related to Literature and Interpretations
Mentorship as a Pathway to Leadership
The participants in this action research study experienced mentorship as a form

of leadership and as a way to gain new leadership experiences while practicing
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mentoring. This relates to the literature showing that when teachers are given
leadership opportunities, they are able to maintain autonomy while relying on
collaboration to increase their leadership practices and collective efficacy around the
school (Ghosh et al., 2013). Additionally, the study found that mentors increased in
confidence, leadership identity, and agency through their participation in the mentorship
training program as evidenced by interviews and survey results. This aligns with the
research indicating that teacher leadership emerges when educators extend their
influence beyond their own classrooms through collaboration and support of others
(Danielson, 2006). As mentors engaged more deeply in mentoring practices, they
demonstrated the characteristics that described teacher leaders in the literature,
including advocacy, collaboration, and instructional influence.

The study’s finding of mentorship as a pathway to leadership reflects a strong
connection between leadership, self-efficacy, confidence, and leadership development.
The literature suggests that mentorship increases confidence, and in turn confidence
strengthens leadership capacity (Zuckerman, 2001). This was evident with the
participant’s experiences, as mentors described growing confidence int their abilities
which translated to a willingness to take on broader leadership roles. The participants’
words further support this finding:

“This was an important leadership opportunity for me and others, where we could
play into our strengths and grow into our own leadership.” (Caroline)

“l am looking to further my leadership roles, so | thought that this would be
something great to be involved in, not only for helping teachers, but also building more

leadership capacity.” (Missy)
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Furthermore, the findings support the literature suggesting that mentoring shifts
teachers professional identity, leading them to see themselves as leaders within their
schools (Thornoton, 2014; Ponte & Twomey, 2014). Participants in this study similarly
described a transformation in how they viewed their roles, moving from classroom
practitioners to contributors to broader school improvement efforts:

“I feel like | have seen behind the curtain of leadership and decision making now,
it was like a new starting point for me in my career.” (Sarah)

The findings also align with the research on shared and transformational
leadership, which emphasizes that leadership is not confined to administrators but can
be distributed across teachers through structures like mentoring. When teachers are
given leadership opportunities like mentoring, they develop both autonomy and
collaborative capacity, reaching higher levels of professional interdependence (Ghosh
et al., 2013). Similarly, the transformational leadership theory highlights those mentoring
relationships, when grounded in encouragement, modeling, and vision, can inspire and
develop leadership roles in other (Johnson & Kaslow, 2014). This directly reflects the
leadership growth observed in this action research study.

Finally, this study reinforces the idea that organizational conditions, such as trust,
support, and intentional program design, are essential for leadership to emerge through
mentorship. Literature emphasizes that when a school fosters trust and provides
opportunities for mentoring, teachers are more likely to engage in leadership behaviors
and contribute to a positive school culture (Basaran & Cakir, 2023; Cobangolu &

Bozbayindir, 2019). The structured mentor training program in this study creates these
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conditions, enabling mentorship to function as a sustained and meaningful pathway to
leadership.
Improved Accountable Design of the Mentorship Program

The finding in this action research study that accountability within mentor training
strengthens mentoring effectiveness is strongly supported by the literature, which
emphasizes that intentional structures, clear expectations, and ongoing evaluation are
essential parts of high quality-mentoring programs. In this study, participants identified
that structured expectations, consistent follow-through, and clearly defined roles
increased their engagement and commitment to mentoring practices. This aligns with
literature indicating that strong mentoring cultures are built through accountability,
alignment, communication, and intentional training structures (Carmeli et al., 2009).
When mentoring programs incorporate these elements, they move beyond informal
support systems and become purposeful, results-driven professional practices.

Additionally, the finding reflects the importance of organizational support and
monitoring of mentoring practices. The literature highlights that effective mentor training
requires not only initial preparation but also ongoing assessment of progress, clear
program goals, and continuous support (Lunsford, 2022). Participants in this study
similarly described how accountability measures, such as structured check-ins, defined
expectations, and feedback loops, enhanced both their intent to engage and their level
of involvement in mentoring.

The finding also reinforces research suggesting that without accountability and
structure, mentoring programs often lack depth and effectiveness. When mentors are

left without guidance or expectations, they tend to rely on surface-level topics and
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support rather than engaging in educative and collaborative mentoring practices
(Feiman-Nemser, 2001; Langdon & Ward, 2014). The accountability embedded in the
mentor training program in this study addressed this gap by promoting intentional,
reflective, and skill-based mentoring practices, and the results from the interviews with
the mentor architects and surveys from the teacher mentors show the appreciation of
accountability:

“An outline needed to be created for accountability, mentorship wasn'’t really
taking place the way it should have been and no one even knew about it.” (Sarah)

Furthermore, the findings align with the literature on program implementation and
policy, which stresses that successful initiatives require clear directives, measurable
outcomes, and fidelity of implementation (Mazmanian & Sabatier, 1983; Spillane et al.,
2009). The structured mentor training program provided these elements, ensuring that
mentoring practices were not only implemented but also sustained with integrity.
Participants described the importance of the improved accountability in the following
ways:

“There is more accountability for me to make sure I'm aware of what's happening
and can support my mentee.” (Teacher Mentor B)

“l have more accountability and also more resources. Being a mentor doesn't
mean knowing everything. Being a mentor means being able to share the knowledge
you know while also being humble enough to learn new concepts or skills. My mentee is
teaching me just as much as | am teaching her.” (Teacher Mentor D)

Finally, accountability in mentor training also contributed to improved mentoring

quality and reduced negative mentoring experiences, which is supported by literature
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indicating that poorly structured or unsupported mentoring can lead to ineffective or
harmful relationships (Eby et al., 2000; Washington & Cox, 2016). By embedding
accountability into the training process, the program helped establish clear
expectations, ethical practices, and consistent support, thereby strengthening the
overall mentoring experience.

Improved Wellbeing Centered Practice

The finding from the study that wellbeing centered practices strengthen
mentoring experiences and outcomes is strongly supported by the literature on positive
psychology, which positions wellbeing as essential to both teacher effectiveness and
sustainability in the profession. In this study, mentors emphasized the importance of
intentionally incorporating wellbeing practices, such as emotional support, relationship
building, and strengths-based conversations into mentoring. This aligns directly with
positive psychology theory, which shifts focus from deficit-based models towards
strengths, flourishing, and optimal functioning (Seligman & Csikszentmihalyi, 2000). The
literature suggests that when educators operate within a wellbeing-centered framework,
teachers are more resilient, engaged, and likely to remain in the profession, which
reinforced the outcomes observed in this study.

Additionally, the findings closely align with Seligman’s PERMA model, which
identifies positive emotion, engagement, relationships, meaning, and accomplishment
as the core components of wellbeing. Mentors in this study described practices that
directly reflect these elements, such as building strong relationships, fostering positive
emotions through encouragement, and helping mentees find meaning in their work.

Research indicates that these components collectively contribute to increased job
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satisfaction, reduced burnout and improved professional performance (Seligman, 2011,
Fredrickson, 2011), further supporting the impact of well-being centered mentoring.

Also, the findings support research indicating that strength-based mentoring
approaches increase wellbeing, trust, and engagement. When mentors initially identify
and build on strengths, they foster optimism, confidence, and resilience among mentees
(Seligman, 2005). This was evident that the study, where teacher mentors’ focus on
encouragement and growth contributed to stronger relationships and more meaningful
mentoring interactions. The study also aligns with literature suggesting that wellbeing-
centered mentoring can transform school culture. Positive psychology practices
embedded within mentoring relationships contribute to increased collaboration, trust and
overall school climate (Hargreaves & Shirley, 2022). As mentors in this study engaged
in wellbeing-centered practices, these effects extended beyond individual relationships
to influence broader organizational culture. The participants in the action research study
described improved wellbeing practice in interviews and survey responses:

“Checking in specifically on wellbeing is very important- asking how someone is
mentally is not considered enough, and learning how to balance everything that comes
with being a classroom teacher.” (Sarah)

“The program helped my mindset because | didn’t’ feel like | belonged until |
became a part of this mentor team. There was a camaraderie of- this has been hard for
me- what do we do about it? It helped my mental health at school to feel less alone.”

(Kimberly)
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“My relationships as a mentor have become more intentional and collaborative. |
am more purposeful in building connections, actively listening, and using reflective
questioning rather than offering solutions” (Teacher Mentor A)

Finally, the findings reinforce emerging research that positions mentorship as a
key driver of wellbeing awareness and application in schools. Mentors play a critical role
in helping teachers understand and apply wellbeing strategies, making their work more
sustainable and meaningful (Wheeler et al., 2024). This study contributes to that
emerging body of research by demonstrating how structured mentor training can
intentionally embed wellbeing practices into mentoring.

Transformational Learning Through Mentorship

The finding that mentorship fosters transformational learning is strongly
supported by the literature, which positions mentoring as dynamic, reciprocal, and
growth-oriented process that extends beyond skill development to reshape professional
identity, practice, and thinking (Langdon & Ward, 2014). In this study, participants
described mentorship as a process that led to deep reflection, shifts in instructional
practice, and changes in how they viewed themselves as educators. This aligns with
literature defining mentorship as more than guidance or coaching, but rather as a
holistic and developmental relationship that promotes both professional growth and
career advancement (Kram, 1988; Mertz, 2004). The emphasis on intent and
involvement within Mertz’'s framework further supports this finding, as higher levels of
engagement in mentoring relationships lead to deeper, more meaningful learning

experiences.
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Additionally, the findings strongly align with the concept of educative or
collaborative mentoring, which is explicitly described in the literature as a process that
promotes continuous professional growth, reflective practice, and transformation of
teaching (Feiman-Nemser & Carver, 2012). Participants in this study engaged in
reflective dialogue, co-learning, and application of new strategies. These are key
characteristics of educative mentoring that lead to pedagogical transformation and
improved instructional practices. The study also supports literature emphasizing that
transformational learning occurs through meaningful, often challenging conversations
within mentoring relationships. Research indicates that moving beyond surface-level
interactions to include critical, constructive dialogue and reflection is essential for deep
learning and professional change (Stanulis, 2006; Wexler, 2019). Participants’
experiences in this study mirrored this process, as they described growth resulting from
reflection, feedback, and navigating complex professional conversations.

Furthermore, the findings align with literature highlighting the mutual and
reciprocal nature of transformational mentoring. Mentors and mentees both grow
through the relationship, engaging in a process of shared learning rather than one-
directional knowledge transfer (Langdon & Ward, 2014). This mutual growth was
evident in the study, where mentors also reported changes in their own practices and
perspectives. The study also reinforces research suggesting that transformational
mentoring contributes to broader organizational and cultural change. Mentorship is
described as a “change agent” within schools, capable of influencing instructional
practices, professional culture, and overall school improvement (Mullen, 2005). As

participants in this study applied their learning beyond individual mentoring interactions,
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the impact extended to classroom instruction and collaboration across the school. This
is evident in the findings from participants noted here:

“Checking in specifically on wellbeing is very important- asking how someone is
mentally is not considered enough, and learning how to balance everything that comes
with being a classroom teacher” (Mentor Teacher A).

“This program helped me open my eyes that there is more than | can do than just
be in the classroom. It helped me feel a sense of accomplishment that | want to
continue in a bigger and more impactful way” (Caroline)

Finally, the finding support literature that connects transformational learning in
mentorship to resilience, confidence, and sustained professional growth. Educative
mentoring has been shown to increase teacher resilience and shift mindsets toward
continuous improvement (Trevethan & Sandretto, 2017). This was reflected in the study,
where participants demonstrated increased adaptability, reflective capacity, and
commitment to ongoing development:

“As a mentor, | feel like | am supporting the next generation of educational
leaders. It is a lifestyle, not a hobby. Every support leads to the support of children.”
(Mentor Teacher D).
This finding reinforces that transformational learning through mentorship not only
enhances individual growth but also cultivates a sustained commitment to leadership,
resilience, and the long-term success of both teachers and students.
Improved Collective Leadership

The finding from the action research study that structured mentor training

contributed to improved collective leadership is strongly supported by the literature,
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which emphasizes that mentorship serves as a key mechanism for developing shared
leadership, strengthening school culture, and expanding teacher influence across the
organization (Cherkowski & Walker, 2019). In this study, participants described
mentoring as extending beyond individual relationships to foster collaboration, shared
responsibility, and unified vision for school improvement. This aligns with the literature
indicating that developmental networks within school promote shared leadership,
allowing teachers to function with both autonomy and interdependence (Ghosh et al.,
2013). As mentoring structures were strengthened through the mentor training program,
participants moved toward this interdependent model, contributing collectively to school-
wide growth as shown in this response:

“l have implemented positive emotion as a mentor after going through the
training through constructive, supportive, feedback” (Mentor Teacher B).

Additionally, the findings reflect research on trust as a foundational condition for
shared leadership. The literature emphasizes that teachers are more likely to engage in
leadership roles when they are trusted members of the organization, and that school
leadership plays a critical role in fostering this trust (Basaran & Cakir, 2023; Cobangolu
& Bozbayindir, 2019). In this study, the structured mentoring program created conditions
of trust and psychological safety, enabling teachers to collaborate more openly and take
on leadership responsibilities. The study also supports literature connecting mentorship
to increased teacher self-efficacy and leadership capacity, which are essential
components of collective leadership (Kangas-Dick & O’Shaugnessy, 2020). As mentors
developed confidence and professional agency, they were more likely to contribute to

broader school initiatives and influence their peers. This aligns with the research
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indicating that mentorship strengthens confidence, which in turn enhances leadership
behaviors and promotes collaborative practices (Zuckerman, 2001; Harris & Jones,
2019).

Furthermore, the findings align with the literature on transformational and
distributed leadership, which highlights that leadership is most effective when it is
shared among members of the organization. Transformational leadership fosters
collaboration, open communication, and collective commitment to improvement (Kilic et
al., 2023). Participants in this study demonstrated these characteristics, as mentoring
became a vehicle for collective problem-solving, shared learning, and continuous
improvement. This study also reinforces research suggesting that mentorship can serve
as a driver of cultural transformation within schools. When teachers view themselves as
leaders and mentors, they contribute to a culture of reflection, collaboration, and
innovation (Thornton, 2014). Participants in this study describe similar outcomes, where
mentoring strengthened relationships across grade levels and fostered a more cohesive
and supportive school environment, as shown here:

“l am hoping that the mentor participants will get a sense that its not only their
mentor that they can go to, they can come to anyone in the building and receive the
support they need, | hope this program increases our building networking.” (Missy)

Finally, the findings support literature indicating that organizational support and
intentional structures are necessary to sustain collective leadership. When school and
district leaders prioritize mentorship through resources, time, and professional

development, they create the conditions necessary for shared leadership to flourish

145



(Searby et al., 2017). The structured mentor training program in this study provided
these supports enabling mentoring to evolve into a system of collective leadership.
Findings Related to the Research Problem

Chapter 1 discussed the research problem as teacher attrition without positive
mentorship supports in place. Mentoring has been identified as a potential strategy for
addressing teacher retention challenges (Johnson & Kaslow, 2014); however, its
effectiveness depends on the presence of a well-structured mentoring program. There
is limited formal evidence examining the impact of the development of a mentor
program and promoting retention among both mentors and mentees within a local
school setting.

The findings in this study support improved teacher retention due to a structured
mentorship training program, evidenced by the mentors’ increased intent, involvement,
and wellbeing. The leadership, confidence, structure, and accountability of the
mentorship training program allowed mentors to be more effective in their mentoring
roles and have better relationships with their mentees, causing more teachers to stay in
their positions at one elementary school. Specifically, the leadership role that
mentorship provided reinvigorated many mentors in their own roles as teachers and
reminded them of their love for education, which led them to be better mentors and
encourage mentees. The accountability of the program also helped to keep mentors on
track and focus on specific topics and skills to maximize the mentoring relationship,
increasing its effectiveness. Additionally, the wellbeing practices of the mentorship
training program taught many mentors to take a more holistic approach, allowing them

to focus on the teacher’s wellbeing, not just general tips in their first years of teaching at
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the local elementary school, which increased retention as well. Transformational
learning also took place through the mentorship training program, which reframed
mindsets and enhanced relationship building skills to be effective mentors. Finally, the
improved collective leadership strengthened the entire school building by furthering the
mission and vision of the school, increasing teacher buy in and improving the culture
and climate of the school.

Findings Related to the Research Questions

This study examined how participation in the two cycles of action research to
develop and implement a structured mentor training program influenced mentor
architects’ intent and involvement in mentoring, as well as teacher mentors’ perceptions
of the program’s impact on teacher support, retention, and wellbeing. Findings indicate
that engaging in the collaborative design and implementation process strengthened
mentor architects’ commitment to mentoring by engaging in it as a meaningful
leadership opportunity. The introduction of intentional structures and accountability
measures further increased mentors’ consistency and depth of involvement in
mentoring practices.

In the first year of implementation, teacher mentors perceived the program as
highly supportive of new teachers with a focus on wellbeing, particularly through its
emphasis on relationship building, structured engagement, and reflective practice.
These supports aligned with Seligman’s PERMA model, as mentors reported fostering
positive emotions, increasing engagement, building strong relationships, enhancing
meaning in their roles, and experiencing a sense of accomplishment. Collectively, the

findings suggest that a structured, collaboratively developed mentoring program can
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enhance mentor engagement, promote teacher wellbeing, and contribute to improved
teacher retention within a local school context.
Significance of the Study

Teacher retention increases school improvement and student achievement (Birill
& McCartney, 2008). The importance of understanding mentor training and the impact
on teacher retention is crucial to ensuring that teachers remain positive in their
professions and develop meaningful relationships that enhance their wellbeing. The
influence of the teacher mentor is no longer about one single relationship, but the
collective efficacy that ensues due to effective mentoring practices in a local school
building. This study advances both local practice and the broader understanding of
teacher mentoring as a leaver for leadership development, wellbeing, and retention
within elementary school settings through two cycles of action research.

The study contributes to the field by addressing the notable gap in the literature
regarding structured mentor training programs. While mentoring is wildly recognized as
a support for new teachers, this research provides evidence that intentional,
collaboratively developed mentoring training grounded in Mertz’s framework of intent
and involvement can meaningfully shape how mentors engage in their roles. Findings
indicate that when mentors are trained with clear structures, expectations, and
opportunities for reflection, their intent to mentor deepens and their level of involvement
becomes more consistent and impactful.

The study also highlights mentoring as a pathway to leadership. Participants
described increased confidence, professional agency, and a clearer sense of leadership

identity through their involvement as mentor architects and teacher mentors. This
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positions mentoring not simply as a support mechanism for novice teachers, but as a
leadership development model that builds internal capacity within a school. As a result,
this study offers practical implications for school leaders seeking sustainable ways to
cultivate leadership without relying solely on formal administrative roles. The findings
also emphasize the importance of the structure and accountability in mentoring design.
The development of consistent practices, such as scheduled check-ins, clear
expectations, and intentional mentor-mentee matching, was directly linked to improved
engagement and effectiveness. This provides a replicable framework for schools and
districts aiming to strengthen mentoring programs in ways that move beyond informal or
inconsistent implementation.

Additionally, this study in its significance of the integration of wellbeing centered
practices, aligned with Seligman’s PERMA framework. Mentors reported that the
program fostered positive emotions, engagement, relationships, meaning, and
accomplishment, not only for mentees but also for themselves. This suggests that
mentoring, when intentionally designed, can serve as a mechanism to enhance teacher
wellbeing. The research also underscores the role of mentoring in building relational
trust and collective leadership. Findings revealed that structured mentoring contributed
to a more collaborative and supportive school environment where teachers feel valued
and connected beyond their grade levels. This cultural shift supports the development of
a shared vision and collective responsibility, aligning mentoring with broader school
improvement efforts.

Finally, the use of participatory action research enhances the study’s significance

by demonstrating the power of practitioner-led inquiry. By engaging mentor architects
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and teacher mentors as co-researchers, the study not only produced meaningful
findings but also built ownership, reflection, and continuous improvement into the
process. This reinforces the value of action research as both a methodology for change
and a professional learning strategy in schools. In sum, this study is significant because
it shows that a collaboratively developed, structured mentor training program can
simultaneously strengthen mentoring practices, develop teacher leadership, promote
wellbeing, and contribute to teacher retention, offering both a practical model for
schools and a meaningful contribution to the research on mentoring in education.
Implications for Practice

The responsibility for applying these implications to practice lies with all
individuals who have the ability to influence the policies that shape K-12 education. This
can be anyone who cares deeply for those that impact education the most. Effective
mentorship ensures that teachers feel supported and less alone in their first years of
teaching or at a new school. The work of a teacher mentor, and the effective training of
them, can reduce the stress of teachers and increase their overall wellbeing and
increase confidence. The implications for practice from this action research study center
on how schools can design, implement, and sustain mentoring in ways that strengthen
teacher effectiveness, leadership, wellbeing, and retention.

The development of structured, intentional mentor training programs shows that
mentoring should move beyond informal support to a clearly defined, structured
program. Schools should establish explicit expectations, timelines, mentor-mentee
interactions, and consistent protocols. The findings suggest that structure increases

both the mentors’ intent and level of involvement, leading to more meaningful and
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consistent mentoring practices. The use of mentoring as a leadership development
pipeline was also another important implication. Mentoring should be positioned as a
formal pathway to teacher leadership. Providing opportunities for experienced teachers
to serve as mentor architects or mentors builds leadership capacity, strengthens
professional identity, and supports succession planning withing the entire school. This
approach allows schools to cultivate leadership from within rather than relying solely on
external hires or administrative roles.

Mentor training also shows an important implication for prioritizing wellbeing-
centered mentoring practices. Incorporating the training with practices from Seligman’s
PERMA framework and embedding strategies that promote positive emotions,
engagement, relationships, meaning, and accomplishment helps mentors and mentees
manage stress, build resilience, and remain committed to the profession, directly related
to supporting retention efforts. Establishing accountability and consistency in mentoring
also highlights the need for accountability systems such as scheduled meetings,
documentation of mentoring interactions, and progress monitoring. School leaders
should ensure that mentoring is not optional or inconsistent, but rather a monitored and
supported component of school improvement efforts.

Strengthening relational trust and professional norms is an implication for
practice in that effective mentoring requires a foundation of trust, confidentiality, and
professionalism. Schools should train mentors in communication skills, including how to
facilitate reflective conversations and navigate difficult discussions. Intentional mentor-
mentee matching based on strengths, values, or needs can further enhance relational

trust. Embedded reflective practice and continuous improvement also is important to
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realize that mentor training should include structured opportunities for ongoing
reflections, journaling, peer discussions, and feedback cycles. This supports
transformational learning and allows mentors to continuously refine their practice, which
was a key driver for growth identified in the study.

Another important implication was promoting collective leadership and
collaborative culture. Mentoring should be leveraged as a school-wide practice that
builds collective leadership. Encouraging cross-grade collaboration, shared problem-
solving, and team-based mentoring structures helps break down silos and fosters a
unified vision aligned with school improvement goals. Aligning mentoring with school
improvement and retention goals is another implication that mentoring programs should
be intentionally aligned with broader initiatives such as school improvement priorities,
instruction goals, and teacher retention strategies. The findings indicate that when
mentoring is embedded into the larger systems of school improvement, it contributes to
stronger organizational culture, increased teacher support, and improved teacher
retention outcomes. Overall, this study implies that mentoring is most effective when it is
intentional, structured, wellbeing-focused, and leadership-driven, transforming it from a
support strategy into a core component of sustainable school improvement.
Implications for Future Research

Future research in the area of teacher mentoring and wellbeing, specifically in
relation to action research and the development of a mentor training program, should
continue to address how mentorship can be improved and the impacts it has on the
mentors and mentees. Action research can be used as a method to explore other ways

mentors can be trained and effective practices to increase wellbeing and sustained

152



mentoring success. Mentorship as a pathway to teacher leadership also has important
implications for building internal capacity and sustaining school improvement efforts
over time. Additionally, the emphasis on wellbeing-centered practices highlights the
importance of supporting teachers holistically. By intentionally integrating elements of
positive emotion, engagement, relationships, meaning, and accomplishment, the
mentoring program contributed to a more supportive and resilient professional culture.
Efforts should be made to continue to address the teacher retention problem and ways
that can effectively reduce teacher attrition and promote student success.

Mentor intent and involvement should continue to be studied as well as the
impacts of mentorships in various academic settings. Future research may also build on
this work by examining long-term impacts on teacher retention, expanding the model
across multiple sites, or further exploring the relationship between mentoring, leadership
development, and student outcomes.

Final Thoughts and Conclusions

This action research study sought to examine how the collaborative development
and implementation of a structured mentor training program influenced mentors’ intent
to engage in mentoring and their level of involvement in mentoring practices, through
two cycles of action research. Grounded in Mertz’s (2004) framework of mentoring
intent and involvement and informed by positive psychology through Martin Seligman,
this study contributes to a growing body of research that positions mentoring as both a
support system and a catalyst for professional growth. The findings across both cycles
of action research demonstrate that mentoring, when intentionally designed and

collaboratively developed, becomes far more than a compliance-based initiative.
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Instead, it evolves into a dynamic structure that fosters leadership development,
reflective practice, relational trust, and collective efficacy. Mentor architects and teacher
mentors reported increased clarity in their roles, stronger commitment to mentoring, and
deeper engagement in mentoring practices as a result of the development of and
participation in structured training and iterative cycles of reflection and refinement.
These outcomes affirm that both intent and involvement are not static traits, but rather
constructs that can be developed through purposeful training and sustained support.

A key conclusion of this study is that mentorship serves as a powerful pathway to
teacher leadership. Participants consistently described growth in confidence,
professional identity, and leadership capacity, suggesting that mentoring can function as
an embedded leadership development model within schools. The study also
underscores the critical roles of structure and accountability in effective mentoring.
Clearly defined expectations, consistent meeting structures, and opportunities for
reflection created a sense of purpose and direction that strengthened mentor
engagement. At the same time, the findings emphasize that structure must be balanced
with flexibility, allowing mentors to respond to the individual needs of mentees.
Furthermore, the development of relational trust and professionalism emerged as a
foundational element, reinforcing that effective mentoring depends on safe, supportive
relationships where honest dialogue and growth can occur.

Another important conclusion is the impact of mentoring on collective leadership
and school culture. As mentoring practices became more consistent and intentional,

participants described a shift toward greater collaboration, shared responsibility, and
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alignment with school goals. This suggests that mentoring can serve as a unifying force
within a school, strengthening both individual practice and organizational coherence.

The use of participatory action research was instrumental in achieving these
outcomes. By engaging mentor architects and teacher mentors as co-researchers, the
study fostered ownership, voice, and continuous improvement throughout the process.
The iterative nature of action research allowed participants to reflect on practice,
implement changes, and evaluate their impact in real time, making the findings both
meaningful and immediately applicable to the local context. While this study provides
valuable insights, it is important to acknowledge its context-specific nature. Conducted
within a single elementary school setting, these findings may not be universally
generalizable. However, the principles of intentional design, collaborative development,
and wellbeing-centered mentoring offer transferable insights for other schools and
districts seeking to strengthen mentoring programs.

In conclusion, this study affirms that a structured, collaboratively developed
mentor training program has the potential to significantly enhance mentoring practices,
develop teacher leadership, support wellbeing, and contribute toward improved
retention. Mentoring, when grounded in theory and implemented with intentionality, can
transform school culture and serve as a cornerstone of sustainable school

improvement.
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1.0 Study Summary
This study employs a qualitative research approach using participatory action research to
explore the experiences of mentor teachers developing and participating in a mentorship

training program.

A convenience sample of mentor architects will take part in semi-structured interviews
designed to capture a thick-description of the educators’ experiences with developing a
teacher mentor program to strengthen practice and wellbeing. A convenience sample of
all mentors will also participate in an online survey via Qualtrics. UPDATE: Teachers
volunteered for the mentor training program. They met the criteria if they were employed
at one specific elementary school, with at least 3 years of teaching experience, and a
desire to mentor. The mentor architects, the teachers who helped develop the training
program, were chosen to participate based on their desire to be teacher leaders in the
building and improve the existing mentoring structure.

Interviews will be recorded, either via Zoom for electronic meetings or audio recording
for in-person meetings. The research will then be analyzed, member-checked, and value-
coded for results. mentor architects and mentors who were involved in the program
architects will participate in an online survey where they are asked about their role as
mentors and their perceptions of wellbeing in the mentorship program and the effect it
had on them in their experience as mentors. Participants must be either mentor architects
who helped develop the program and are also mentors, or mentors who participated in the
training program. Email invitations will be sent to these participants.

The results of this study will be published in a dissertation illuminating how teachers
experience developing and participating in a mentor training program. Ultimately this
study seeks to inform educational leaders and researchers about the development of a
teacher mentorship program, with the goals of increasing mentorship through intent,
involvement, and wellbeing leading to greater leadership and retention in our school.

2.0 Objectives
2.1 Describe the purpose, specific aims, and objectives.

The purpose of this qualitative action research study is to work with mentor
architect teachers to develop a teacher mentorship program, with the goals
of increasing mentorship through intent, involvement, and wellbeing leading
to greater leadership and retention in our school. The specific aims of this
study are to then use the results of this study to positively impact a local
school through positive mentorship experiences and improve upon the
program through cycles of action research The objective of this study is to
use the perceptions of the mentor architects and mentors to gauge the intent
and involvement and wellbeing created by the development and
participation in the program.

2.2 State the hypotheses to be tested.
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RQ 1: “To what extent does the collaborative development and implementation of a
structured mentor training program, grounded in Mertz’s theory of mentorship, shape
mentor architects’ and mentors’
- (a) intent to engage in mentorship and
- (b) depth of involvement in mentoring practices as they go through cycles of

action research?
RQ 2: “How do teacher mentors perceive the first year of implementation of the
structured mentor training program they developed, particularly in relation to
supporting and retaining newly hired teachers and promoting aspects of well-being as
described by Seligman’s PERMA model with
- (a) Positive Emotions
- (b) Engagement
(c) Positive Relationships
- (d) Meaning
- (e) Accomplishment?”

30 Background*
3.1 Describe the relevant prior experience and gaps in current knowledge.

Teacher retention problem- teachers are leaving the profession at high rates, this has
negatively impacted student achievement and contributes to a negative school culture.
Mentoring is one of the possible solutions to the teacher retention problem, but a strong
mentoring program must be in place for mentoring to be effective. To date there is little
formal evidence on the practice of training mentors to increase teacher leadership through
mentoring practices and wellbeing, thus promoting retention among mentors as well as
mentees. (Brill & McCartney, 2008; Mackey, 2022; Soulen & Wine, 2021; Arthur &
Bradley, 2023).

3.2 Describe any relevant preliminary data.

At this stage no formal preliminary data has been collected specific to the context of this
study on educators developing a mentor training program focused specifically on
leadership and wellbeing. However there has been research that points to gap in the
literature around the data this study seeks to find:

The reviewed literature establishes mentorship as a key factor in teacher wellbeing,
retention, and leadership development, drawing strong connections between positive
psychology and mentoring practice. Using the PERMA Framework (positive emotion,
engagement, relationships, meaning, accomplishment), research highlights how
mentorship supports positive school relationships, culture, and professional growth.
Studies further emphasize that structured mentor training enhances leadership capacity,
self-efficacy, and school culture, while mitigating negative mentoring experiences.

However, despite clear evidence of mentorship’s benefits, there remains a research gap:
few studies focus specifically on the intentional design of mentor training programs that
integrate leadership development and positive psychology, particularly for teachers new
to a district. Current research primarily addresses induction and retention, not how
structured training can empower mentors as leaders or bolster emotional resilience.
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This synthesis provides preliminary justification for the dissertation’s focus—developing
a structured mentor training program that (a) embeds positive psychology principles, (b)

fosters teacher leadership, and (c) supports both mentor and mentee wellbeing within the
unique context of district transitions.

3.3 Provide the scientific or scholarly background for, rationale for, and
significance of the research based on the existing literature and how
will it add to existing knowledge.

This study advances scientific knowledge by addressing a critical gap in the
literature regarding how structured mentor training programs can be intentionally
designed to build teacher leadership, enhance wellbeing, and improve retention—
particularly for teachers new to a district. While mentoring is widely recognized as
beneficial for teacher retention, few studies have examined how intentional training
grounded in leadership development and positive psychology can elevate mentoring
effectiveness and contribute to school improvement efforts.

The research is guided by the Wheeler Framework (2024), which integrates
Seligman’s PERMA theory and Mertz’s mentoring framework within a positive
psychology lens. This conceptual foundation supports a participatory action
research design that links mentor development to teacher wellbeing, leadership
growth, and shared problem-solving within school contexts.

The study’s significance lies in its potential to inform both theory and practice by
demonstrating how collaboratively designed mentor training can promote teacher
empowerment, strengthen school culture, and increase mentor and mentee
wellbeing. It contributes practical guidance for districts seeking to implement
sustainable mentorship systems that foster leadership and retention, ultimately
supporting positive social change in education.

4.0 Study Intervention/Investigational Agent
4.1 Description: N/A

4.2 Drug/Device Handling: N/A

4.3 If the drug is investigational (has an IND) or the device has an IDE or a
claim of abbreviated IDE (non-significant risk device), include the
following information: N/A

Identify the holder of the IND/IDE/Abbreviated IDE.
If your test article meets the criteria for a waiver of IND or IDE,
please describe:

. Explain procedures followed to comply with sponsor
requirements for FDA regulated research for the following:
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FDA Regulation IND Studies IDE studies Abbreviated
IDE studies
21 CFR 11 X X
21 CFR 54 X X
21 CFR 210 X
21 CFR 211 X
21 CFR 312 X
21 CFR 812 X X
21 CFR 820 X

5.0 Procedures Involved*
5.1 Describe and explain the study design.

This study employs a Participatory Action Research (PAR) methodology using a
qualitative, iterative design aimed at addressing a real-world problem—enhancing
mentorship, leadership, and teacher retention through the collaborative development
of a structured mentor training program. The PAR approach engages practitioners
directly in the research process through continuous cycles of planning, action,
observation, and reflection, enabling responsive adaptations based on participant
feedback. Two cycles of action research guide the study: the development phase, in
which the mentor training program was co-constructed with teacher participants
(“mentor architects”), and the implementation phase, in which the program was
applied and refined. UPDATE (tense and explanation): Data will be collected
through interviews, surveys, and focus groups to capture mentor teachers’
perceptions of the program’s impact on their leadership, wellbeing, and engagement
in mentorship. As a participant-researcher, the researcher collaborated with mentors
to design and examine the training process, aligning with the principles of Mertler’s
(2016) action research framework. This design not only fosters professional growth
among participants but also generates practical, context-driven insights for
improving mentorship systems and teacher retention within the district. The training
has already been designed and is currently taking place, but data will not be
collected until the training is complete along with IRB approval. The mentorship
training program was conducted by me, the action researcher, along with the team
of mentors (teacher leaders at this school) who worked together for one year to
design the program and implement it at the start of the new school year.

5.2 Provide a description of all research procedures being performed and
when they are performed, including procedures being performed to
monitor participants for safety or minimize risks.

This research involves semi-structured interviews and a survey for data
collection. This approach allows for questions to be focused but open ended
to allow the participants to explore any ideas or interpretations of questions
they may encounter. It also allows for follow up questioning through a
survey after the interviews are completed. The identified safety risk is a
minimal risk of a breach of confidentiality. These risks have been outlined
in the consent letter and recruitment email. UPDATE (procedures): the
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study procedures that will take place are a one hour open ended interview
for mentors as well as a 10 question open ended survey through Qualtrics
for all mentors involved in the mentor training program. The interview
transcripts will be sent to mentors after the one-hour interview for member
checking via email. The open-ended survey will take roughly 30 minutes to
complete. The survey will be delivered via email with the recruitment letter
included and with follow up emails (included) sent to increase participation.

Describe procedures or methods in place to lessen the probability or
magnitude of risks.

Interview transcripts, survey data will be kept in a secure Box folder. The
interviews are not anonymous. Interview recordings and transcripts will be
kept in the Box folder as well with permission. The researchers will use the
email list from the mentorship documentation to send out invitations. The
recruitment/invitation email, with a link to the consent form and survey, will
be sent to the mentor architects and mentors by the researchers through
Qualtrics. Participants will submit their survey directly through Qualtrics.
The Qualtrics feature that collects [P addresses will be turned off to keep the
survey anonymous. Two to three weeks after the initial email invitation, a
second invitation will be sent out to the same group. A follow up email will
ask the mentors and mentor architects who have submitted the survey to
ignore the message and make a second request to those who have not
completed the survey to do so. A third email will be sent to mentors and
mentor architects two to three weeks after the follow up email. No
additional messages will be sent after this time. The Zoom recordings will
be deleted as soon as the transcripts are downloaded. All identifiable
information will be removed from the transcripts after they are downloaded.
The data will be kept in a Box folder for no more than 3 years.

Describe all drugs and devices used in the research and the purpose
of their use, as well as their regulatory approval status: N/A

Describe the source records that will be used to collect data about
participants

Interview scripts and surveys will be uploaded under “Local Site Documents™ in
Endeavor.

What data will be collected during the study and how will that data will
be obtained?

Data will be collected via teleconferencing software, Zoom, and audio files on the
researcher’s computer for in-person interviews. All information will be stored in an
encrypted online storage platform (auburn.box.com). All survey data will be
collected via Qualtrics and stored on Box.

Data source(s): Will recorded data directly or
=New Data indirectly identify participants?
OExisting Data KYes
ONo
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use of:
O Educational Tests
(cognitive diagnostic,
aptitude, etc.)

2 Interview
O Audio

O Observation
0 Video

Measures
O Photos

O Digital Images

O Internet / Electronic

[ Locations or Tracking

0O Physical / Physiological
Measures or Specimens

X Surveys / Questionnaires
0O Private records or files
[0 Other (please specify):

Data collection will involve the | Will study data be stored within a

HIPAA covered facility?
OYes
ZNo

If yes, which facility(ies)? (To
determine AU HIPAA covered entities,

please refer to Auburn University’s
HIPAA page):

5.7 [f there are plans for long-term follow-up (once all research related
procedures are complete), what data will be collected during this

6.1 If data or specimens will be banked for future use, describe where the
specimens will be stored, how long they will be stored, how the
specimens will be accessed, and who will have access to the

6.2 List the data to be stored or associated with each specimen. N/A

6.3 Describe the procedures to release data or specimens, including: the
process to request a release, approvals required for release, who can
obtain data or specimens, and the data to be provided with

period? Nonc

6.0 Data and Specimen Banking*
specimens. N/A
specimens. N/A

7.0 Sharing of Results with Participants®

7.1 Describe whether results (study results or individual participant
results, such as results of investigational diagnostic tests, genetic
tests, or incidental findings) will be shared with participants or others

A AUBURN UNIVERSITY
101050 Foaw wew Saard
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(e.g., the participant’s primary care physicians) and if so, describe
how the results will be shared.

Dissemination methods: Individual's data will be shared with interview participants
for member-checking via password protected documents.

Aggregated findings for Action Rescarch Cycles: Once the study 1s concluded and
data analysis is complete the findings will be shared via a comprehensive report in
the researcher's dissertation to contribute to the broader ficld of educational

rescarch.
8.0  Study Timelines*
8.1 Describe:

. The duration of an individual participant’s participation in the
study: | hour for individual interviews, 30 minutes for survey, 15-20
minutes for member checking

. The duration anticipated to enroll all study participants: 1 month

. The estimated date for the investigators to complete this study
(complete primary analyses). The estimated end date for the completion
of this study is May 2026, with the primary analysis to be complete within 3
months.

9.0 Study Endpoints* (Exempt)
9.1 Describe the primary and secondary study endpoints.

Primary: Educators’ Perception interviews: involving capturing and the description
of educator experiences with developing and participating in a mentorship training
program.

9.2 Describe any primary or secondary safety endpoints.

Primary: There are no physical or safety nisks or traditional safety endpoints in this
study as it involves a non-invasive interview and survey method.

10.0 Inclusion and Exclusion Criteria*
10.1 Describe the targeted population.

The target population for this study consists of the faculty of one central Alabama
city school district’s elementary school. The key charactenstics are:’

o Minmmum 3 years® experience teaching
o Participated in the mentor training program

This population will help the study focus on the experiences of educators regarding
mentorship training.

10.2 Describe how individuals will be screened for eligibility
Participants will be considered eligible if they:
- Have 3 years of expenience teaching
- Arc a current mentor teacher

- Developed or participated in the mentorship training program
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10.3 Describe the criteria that define who will be included or excluded in
your final study sample.

Exclusion criteria:

- Insufficient experience: teachers who have not worked for 3 years or
who are not currently mentors at our school.

- Unwillingness to participate: individuals who are unwilling to complete
the interview or survey will not be included.

10.4 Indicate specifically whether you will include or exclude each of the
following special populations:

O Pregnant & Known O Atrisk O LBGTQIA+
peopleffetuses interpersonal for/Experiencing
relationships substance use disorder
INCLUDE
O Minors 0O At risk O Refugees O American
of/Experiencing Indian/Alaskan
homelessness Native
O Priscners/Justice- O Persons with O Disabled O AU faculty, staff,
Involved economic people/People with students
disadvantages disabilities
I Persons with O Decisionally or O Unauthorized X Non-AU
educational intellectually immigrants Students
disadvantages impaired INCLUDE

11.0 Local Number of Participants
11.1 Indicate the total number of participants to be accrued locally. 15

11.2 If applicable, distinguish between the number of participants who are
expected to be enrolled and screened, and the number of participants
needed to complete the research procedures (i.e., numbers of
participants excluding screen failures.) N/A

12.0 Vulnerable Populations*®

12.1 If the research involves individuals who are vulnerable to coercion or
undue influence, describe additional safeguards included to protect
their rights and welfare. N/A

13.0 Recruitment Methods
13.1 Describe when, where, and how potential participants will be recruited

Due to the nature of this study, single site, conventence sampling will be utilized. Mentor
architects will be recruited for their participation through email to meet in person or via
zoom for individual, semi-structured interviews. UPDATE: (email recruitment): Email
addresses will be obtained through their school email accounts, which are public through
the school website. Mentor architects and mentors will be recruited for the survey through
email. Participants are not associated with Aubum University. Recruitment materials will
provide an overview of the study, including its purpose, eligibility criteria, and the
voluntary nature of participation. These materials will be distributed in accordance with the
University's distnibution policies and specific policies of the individual research site.

13.2 Describe the source of participants.
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Faculty of local Elementary School

13.3 Describe the methods that will be used to identify potential
participants.
Willing participants at study site. UPDATE: (participant identification) Participants
will be identified as mentor teachers who have at least 3 years of teaching
experience and volunteer to mentor, as well as possess leadership qualities that
have deemed them qualified to mentor a new teacher to the school as set by school
administration.

13.4 Describe materials that will be used to recruit participants
Recruitment email and consent forms are attached in Local Site Documents

13.5 Describe plans to compensate participants, keeping in mind the
institutional policies set forth by Procurement and Business Services.
Be sure to include the amount and timing of any payments to
participants: N/4
14.0 Withdrawal of Participants®

14.1 Describe anticipated circumstances under which participants will be
withdrawn from the research without their consent.

Participants may be withdrawn from the rescarch without their consent under the
following circumstances:

o Non-compliance: if participant fails to complete the required interview

o Ineligibility: if it is discovered that the participant does not meet the
cligibility critena

o Adverse Events: if any unforeseen risks or discomforts arise that could

affect the participants safety or well-being, the researcher may withdraw
the participant to ensure their protection

Participants will be notified of any such decisions if they become necessary.
14.2 Describe any procedures for orderly termination.

[n the event of participant withdrawal or termination, the following procedures will
be followed to ensure an orderly termination:

o Notification: participants will be notified via email if they are withdrawn
from the study, along with an explanation for the withdrawal

o Data Handling: any data collected from the participant up until the point of
withdrawal will be securely stored and, if necessary, will be removed from
the study upon request

o Closure: the participant will be thanked for their time and contributions,
and any further participation in the study will cease. No additional follow-
ups or requests will be made post-withdrawal

These steps will ensure a respectful and organized termination process.

14.3 Describe procedures that will be followed when participants withdraw
from the research, including partial withdrawal from procedures with
continued data collection.

UNIVERSIT
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When participants withdraw from the rescarch, the following procedures will be followed:

o Voluntary Withdrawal: If a participant chooses to withdraw, they may do so at
any time without penalty. They will be informed that their participation is no
longer required, and they will not be contacted further.

o Data Handling: Participants will have the option to request the removal of their
previously collected data. If no such request 1s made, existing data will continue
to be used in accordance with their prior consent.

These procedures ensure participants’ autonomy 1s respected throughout the study.

15.0 Risks to Participants®

15.1 List the reasonably foreseeable risks, discomforts, hazards, or
inconveniences to the participants related the participants’
participation in the research

Psychological or Emotional Discomfort:

o Risk: Participants may feel uncomfortable discussing topics related to vulnerable mentorship
experiences.

o Magnitude: This discomfort is likely minimal and temporary but may cause mild stress
durning interviews.

o Mitigation: Participants will be reminded that they can skip any question or withdraw from
the study at any time without penalty. Supportive, non-judgmental language will be used in
all communications.

Breach of Confidentiality:

o Risk: A breach of confidential or identifiable data could occur, leading to unintended
exposure of participants’ responses.

o Magnitude: This risk is low but could have moderate consequences, such as discomfort or
social impact within the workplace if identities are revealed.

o Mitigation: All data will be stored securely. Identifying information will be removed from
records, and only the researcher will have access to the data. Participants will be assured
that confidentiality is a prionty.

Coercion or Pressure:

o Risk: Educators might feel pressured to participate due to perceived expectations from
their school or colleagues.

o Magnitude: This risk 1s low but could lead to an unwilling or less open participation.

o Mitigation: Recruitment materials and consent forms will emphasize the voluntary nature
of participation, ensuring that there is no obligation to take part. Participants can withdraw
at any point without consequences.

Time Inconvenience:
o Risk: Participants may find that the time required to participate in interviews is an

inconvenience.
o Magnitude: This is a low-level risk, but participation may take up to an hour of their time.
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o Mitigation: The study will provide clear time estimates upfront.

By implementing these mitigation strategics, the risks to participants are minimized to ensure
a safe and comfortable research experience.

15.2 If applicable, indicate which procedures may have risks to the
participants that are currently unforeseeable.

At this time, there are no anticipated unforesecable nsks associated with the study
procedures. However, as with any research involving personal and professional experiences,
unforeseen psychological or emotional reactions could anse during discussions of workplace
well-being or job satisfaction. If such risks emerge, participants will be reminded that they
can pause or withdraw from the study at any time and will be provided with resources for
additional support if needed.

15.3 If applicable, indicate which procedures may have risks to an embryo
or fetus should the participant be or become pregnant. N/'A

15.4 If applicable, describe risks to others who are not participants (e.g.,
risks to ethnic or cultural groups, risks to sexual partners of
participants, etc.). N/A

Potential Benefits to Participants*

16.1 Describe the potential benefits that individual participants may
experience from taking part in the research.

Participants may not expenience direct personal benefits from taking part in this study. However,
some participants might find value in reflecting on their experiences through the interview
process, which could increase their self-awareness about mentorship. Additionally, participating
may provide a sense of contributing to research that aims to improve mentorship practices. The
probability of these benefits is moderate, with minimal magnitude and short-term duration.

Data Management” and Confidentiality

Data will be collected:

O

Anonymously with no direct or indirect coding, link, or awareness by key personnel of
who participated in the study

=

Confidentially, but without a link to participant’s data to any identifying information
(collected as “"confidential” but recorded and analyzed “"anonymous”)

b

Confidentially with collection and protection of linkages to identifiable information.

A AUBURN UNIVERSITY

17.1 Describe the data analysis plan, including any statistical procedures.
Provide a power analysis as necessary.

Qualitative Analysis: Data from interview responses will be analyzed using thematic analysis
to identify key themes and pattemns in participants' experiences. Coding will be conducted to
categorize responses, and the findings will be used to explain and contextualize the
quantitative results. Survey responses will be coded using thematic analysis to identify key
themes and patterns and then categorize into broader themes, with pattern coding to explore
the relationships between themes. Cross cycle comparison will take place along with member
checking and collaborative analysis.
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17.2 Describe the steps that will be taken to secure the data (e.g., training,

authorization of access, password protection, encryption, physical
controls, certificates of confidentiality, and separation of identifiers
and data) during storage, use, and transmission.

Interview transcripts and survey data will be kept in a secure Box folder. The interviews are
not anonymous. [nterview recordings and transcripts will be kept in the Box folder as well
with permission. The rescarchers will use the email list from the mentorship documentation
to send out invitations. The recruitment/invitation email, with a link to the consent form
and survey, will be sent to the mentor architects and mentors by the researchers through
Qualtrics. Participants will submit their survey directly through Qualtrics. The Qualtrics
feature that collects [P addresses will be turned off to keep the survey anonymous. Two to
three weeks after the initial email invitation, a second invitation will be sent out to the same
group. A follow up email will ask the mentors and mentor architects who have submitted
the survey to ignore the message and make a sccond request to those who have not
completed the survey to do so. A third email will be sent to mentors and mentor architects
two to three weeks after the follow up email. No additional messages will be sent after this
time. The Zoom recordings will be deleted as soon as the transcripts are downloaded. All
identifiable information will be removed from the transcripts after they are downloaded.
The data will be kept in a Box folder for no more than 3 years.

17.3 Describe any procedures that will be used for quality control of

collected data.

To ensure the quality and accuracy of the collected data, the following procedures
will be implemented:

o

Data Entry Verification: Any manually entered data (e.g., from interviews) will be
double-checked for accuracy.

Standardized Protocols: All interviews and data collection procedures will follow
standardized protocols to ensure consistency across participants.
Member-checking: Individual interviews will be member-checked during the data
integration phase to ensure accuracy and consistency in analysis.

Anonymous surveys- all survey data will be collected anonymously without
surveys and limited to one response per participant.

17.4 Describe how data or specimens will be handled study-wide.

=]
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Information Included: Data collected will include interview transcripts and survey
responsces. No biological specimens will be collected. Data will not include Protected
Health Information (PHI), it also will not include Family Educational Rights Privacy Act
(FERPA) or Protection of Pupil Rights Amendment (PPRA) data. All identifying

information will be replaced with pseudonyms.

Storage: Data will be stored on encrypted, password-protected servers via Aubum Box.
Physical materials (e.g., consent forms) will be securely locked in cabinets and uploaded
to Box. Data will be kept for up to five years after the study concludes, in comphiance
with institutional policies.
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o Access: Only authorized members of the research team will have access to the data.
Permissions will be granted based on the role and necessity of access to ensure
confidentiality.

o Data Transmission: Data will be transmitted electronically via secure, encrypted

channels. No identifying information will be transmitted alongside sensitive rescarch
data. The research team is responsible for securely receiving and transmitting any
participant data.

o Transportation: If data needs to be transferred physically, it will be encrypted and stored
on secure drives, with strict tracking protocols in place.

o Access to Information: The research team is authorized to access information through
participants’ voluntary consent, and no external sources of information (e.g., school
records or mentorship documentation) will be accessed without appropriate permissions.

These procedures ensure proper protection, handling, and confidentiality of the data across
the study.

17.5 Describe the steps that will be taken to protect participants’ privacy
interests.

To protect participants' privacy interests, the following steps will be implemented:

o Informed Consent: Participants will be fully informed about the nature of the study, what
information will be collected, and how their data will be used. Consent will be obtained
voluntanly without any pressure.

o Anonymity and Confidentiality: Participants' identitics will be anonymized using
pseudonyms. Personal identifiers will not be linked interview data. Data will be stored
securely and shared only with authorized members of the research team. Anonymity will
also be retained durning the survey.

o Prvate Data Collection: Interviews will be conducted in a private setting (e.g., over
secure video calls or in a private room), ensuring participants' personal and professional
information 1s not disclosed to others. Survey data will be private and [P addresses will
not be collected.

o Limited Access: Access to personal data will be restricted to authorized personnel only.
Information provided during interviews will not be shared with employers, colleagues, or
other third parties.

These steps will ensure that participants' personal information is protected, and their
privacy interests are respected throughout the study.

17.6 If data are collected with identifiers and coded or linked to identifying
information, describe the identifiers and how identifiers are linked to
participants data. Provide the rationale for coding or linking the data
with identifying information.

Initials will be used to link the participant to their corresponding audio transcript
and visual file. The identifiers will be stored separately from the research data to
ensure confidentiality. The linking of identifiers is necessary for:
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- Participant Tracking: To ensure accurate and organized data collection
across differcnt phases of the study.

17.7 Describe how and where identifying data and/or code lists will be
stored. Be specific (building, room number, AU Box, etc.). Describe
how the location where the data is stored will be secured. For
electronic data, describe security measures. If applicable, describe
where IRB-approved and participant signed consent documents will
be kept on campus for 3 years after the study ends.

All participants will be asked to maintain confidentiality. All identifying information will
be coded and kept in a separate file. The information collected will only be used for its
intended purpose and will not be provided to any other organization or entity. The
information will be stored in a secure, encrypted cloud-based storage platform (AU Box)
when not in use.

17.8 Describe how and where data will be stored (e.g., hard copy,
audiolvisual files, electronic data, etc.), and how the location where
data is stored is secured. If data is separated from identifying data,
please indicate that. For electronic data, describe data security.

The data collected will be used solely for the rescarch study and will not be shared with any
external organizations or entitics. The information will be stored in a secure, encrypted
cloud-based storage platform (AU Box) when not in use.

17.9 Indicate the latest date that identifying information will be retained
and how the information or links will be destroyed.

[dentifying information will be retained until one year after the study ends to allow for data
verification. After this date, all identifying information and any links between the
identifiers and data will be securely destroyed. Electronic files will be permanently deleted
from all storage devices.

18.0 Provisions to Monitor the Data to Ensure the Safety of Participants*
18.1 Describe:

. The plan to periodically evaluate the data collected regarding
both harms and benefits to determine whether participants
remain safe. The plan might include establishing a data
monitoring committee and a plan for reporting data monitoring
committee findings to the IRB and the sponsor. N/A

. What data are reviewed, including safety data, untoward events,
and efficacy data. N/A

. How the safety information will be collected (e.g., with case
report forms, at study visits, by telephone calls with
participants). N/A

. The frequency of data collection, including when safety data
collection starts. N/A

. Who will review the data. N/A

. The frequency or periodicity of review of cumulative data.

The statistical tests for analyzing the safety data to determine
whether harm is occurring. N/A
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Any conditions that trigger an immediate suspension of the
research. N/A

19.0 Compensation for Research-Related Injury

21.0

A AUBURN
~—

19.1 If the research involves more than Minimal Risk to participants,
describe the available compensation in the event of research related
injury. N/A

19.2 Provide a copy of contract language, if any, relevant to compensation
for research-related injury. N/A

Economic Burden to Participants

20.1 Describe any costs that participants may be responsible for because
of participation in the research. N/A

Consent Process
21.1 Indicate whether you will you be obtaining consent, and if so describe
the consent process.

vl 'V

Yes, informed consent will be obtained from all participants. UPDATE: (Consent):
subjects will complete the consent process in person when they sign the consent
form before the interview as well as before the survey that takes place. It will be
given to them in their local school building.

Location: The consent process will take in-person or via email prior to beginning
the interviews. Surveys will take place online, participants may complete it at a
location of their choosing.
Waiting Period: Participants will have an opportunity to review the consent
document as long as they need before making a decision. They will not be
required to proceed immediately. There will be a consent form for the interview
and the survey.
Ongoing Consent: Ongoing consent will be ensured by reminding participants at
the beginning of each phase of the study (interviews/survey) that participation is
voluntary and that they can withdraw at any time without penalty.
Consent Process Adherence: We will follow the procedures outlined in HRP-
090 - SOP - Informed Consent Process for Research to ensure compliance and
participant understanding.
o IfHRP-090 is not followed, the following alternative steps will be taken:
o Role of Individuals: The primary investigator will be responsible for
administering and overseeing the consent process.
o Time Devoted: Participants will have unlimited time to review the
consent form provided and ask questions via email before proceeding.
¢ Minimizing Coercion or Undue Influence: The consent form will clearly
state that participation is voluntary, and participants are free to decline or
withdraw at any time. No compensation or incentives will be tied to
sighing the consent.
o Ensuring Understanding: The consent form will use clear, accessible
language, and a brief summary of key points will be provided at the start.
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Participants will also have the option to contact the research team for
further clarification before proceeding.

This approach ensures that participants have ample opportunity to review the
consent, understand their rights, and decide whether to participate without pressure
or influence.

Non-English Speaking Participants N/A

Waliver or Alteration of Consent Process (consent will not be obtained,
required information will not be disclosed, or the research involves
deception) N/A

Participants who are not yet adults (infants, children, teenagers) N/A
Cognitively Impaired Adults N/A

Adults Unable to Consent N/A

22.0 Process to Document Consent in Writing

221

222

223

Describe whether you will be following HRP-091 - SOP - Written
Documentation of Consent. If not, describe whether and how consent
of the participant will be documented in writing.

We will follow the procedures outlined in HRP-090 - SOP - Informed Consent Process for
Rescarch to ensure compliance and participant understanding. If HRP-090 is not followed,
the following alternative steps will be taken:

Role of Individuals: The primary investigator will be responsible for administering and
overseeing the consent process.

Time Devoted: Participants will have unlimited time to review the consent form provided
and ask questions via email before proceeding.

Minimizing Coercion or Undue Influence: The consent form will clearly state that
participation 1s voluntary, and participants are free to decline or withdraw at any time. No
compensation or incentives will be tied to signing the consent.

Ensuring Understanding: The consent form will use clear, accessible language, and a
brief summary of key points will be provided at the start. Participants will also have the
option to contact the rescarch team for further clarification before proceeding.

Will participants be asked to sign the consent document? & Yes &
No

Will you use an electronic consent document? & Yes [ No
Please complete the table below:
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Waiver of Consent (Including existing de-identified data)
Waiver of Documentation of Consent (Use of Information Letter, rather than consent
form requiring signatures)
0O | Waiver of Parental Permission (in Alabama, 18 years-olds may be considered adults for
research purposes)
Provide the rationale for the waiver request, if applicable:
The research presents no more than minimal risk of harm to participants and
involves no procedures for which written documentation of consent is normally
required outside of the research context. The consent script is attached in
relevant documentation.
23.0 Setting

23.1 Describe the sites or locations where your research team will conduct
the research.

=0

. The rescarch team will identify and recruit participants through a
convenience sampling of the rescarch site. The chosen site 1s a local Alabama
city school district elementary school.

- Rescarch procedures will be performed online via Zoom or in a private
location at the local school building.

. A community advisory board will not be involved.

24.0 Resources Available

24.1 Describe the resources available to conduct the research:

. We will be able to recruit the required number of participants since we have
access to all involved and participating in the mentorship training program.
We will recruit 100% of them, unless they decline to participate.

. I will conduct and complete the rescarch over a 3 month period (December-
March) in order to allow time for participation.

. The facilitics are either online (Zoom interview/online survey)orina
classroom/private meeting room of a local school building for one on one
Interviews.

25.0 Multi-Site Research”
25.1 Study-Wide Number of Participants* N/A
25.2 Study-Wide Recruitment Methods*

. If this is a multicenter study and participants will be recruited by
methods not under the control of the local site (e.g., call centers,
national advertisements) describe those methods. N/4

. Describe when, where, and how potential participants will be
recruited. N/4

. Describe the methods that will be used to identify potential
participants. N/4
Describe materials that will be used to recruit participants. Ni4
If this is a multi-site study where you are the lead investigator,
describe the processes to ensure communication among sites
N/

25.3 Describe the method for communicating to engaged participating
sites. N4
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25.4 If this is a multicenter study where you are a participating
site/investigator, describe the local procedures for maintenance of
confidentiality. N/4

As a reminder, please upload all additional materials supporting your
protocol to ‘Local Site Documents' in Endeavor. This includes, but is not
limited to:

+ Data collection instruments

* Letters of support/permission

* Debriefing forms

* Vendor vetting documentation

* Scripts

+ Data use agreements

» Conflict of Interest (COl) management plans

* Referral lists

« Emergency Action Plans (EAPs)

+ Data Safety Monitoring Board (DSMB) plans

+ Data security plans

+ Recruitment materials (i.e., flyers, social media posts, etc.)

« Additional training certificates that are external to CITI (i.e., phlebotomy
certificates, youth protection training, etc.)

* Clinical trial registration confirmation

+ Relevant appendices (i.e., mental health safety plan, MRI appendix (HRP-801),
anonymous data collection assurance (HRP-902), etc.)

J | ERS
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Appendix B: Local Cite Approval Letter

Midtown Elementary School

Helping Today's Stars Reach Tomorrow's Skies

Midtown Elementary School

140 Coefer Blvd

Madison, AL 35758

256-837-1189
sademeester@madisoncity.k12.al.us
11/30/2025

Institutional Review Board
Auburn University

Dear Committee Members,

On behalf of Midtown Elementary School, I am pleased to offer this formal letter of support for
Lauren Romano Cecil and the proposed doctoral dissertation study entitled “Developing a
Teacher Mentoring Program to Strengthen Practice and Wellbeing” which focuses on the
collaborative development and implementation of a structured mentor training program.

Midtown Elementary is committed to fostering teacher growth, leadership development, and
long-term retention within our school community. We recognize that high-quality mentorship
plays a critical role in supporting both new and veteran educators, strengthening instructional
practices, and promoting a positive professional culture. This action research project aligns
directly with our school’s goals and provides an opportunity for our staff to engage in a
meaningful, practitioner-centered inquiry process.

We fully support the implementation of this study on our campus. This includes:

« Allowing the researcher to conduct interviews, focus groups, observations, and training
sessions with volunteer staff members.

« Providing access to school facilities and resources as needed and appropriate.

« Supporting communication between the researcher and participating teachers.

« Collaborating to ensure that all research procedures respect instructional time,
confidentiality requirements, and district policies |

Participation by staff members will be entirely voluntary, and we understand that all data
collected will be handled confidentially and used solely for research and program-improvement

140 Coefer Blvd, Madison, AL 35758 Phone: 256-837-1189 Fax: 256-837-1258

194



purposes. We also acknowledge that findings from this study have the potential to strengthen our
existing mentorship structures and contribute to long-term improvements in teacher resilience,
leadership capacity, and retention within our school and district.

We appreciate the opportunity to partner in this work and look forward to the insights that will
emerge from the study. If you have any questions or need additional information, please feel free
to contact me at sademeester(@madisoncity k12.al.us.

Thank you for your consideration and for supporting meaningful research that enhances
educational practice.

Sincerely,
Savannah Demeester

Principal, Midtown Elementary School

140 Coefer Bivd, Madison, AL 35758 Phone: 256-837-1189 Fax: 256-837-1258
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Appendix C: Informed Consent Document

“

AUBURN UNIVERSITY

COLLEGE OF EDUCATION

FOUXDATIONS. LEADEESHIF ANXD TECHNOLOGY

INFORMED CONSENT DOCUMENT

(NOTE: DO NOT SIGN THIS DOCUMENT UNLESS AN IRB APPROVAL STAMP WITH CURRENT DATES

HAS BEEN APPLIED TO THIS DOCUMENT.)

Title of research study’: Developing a Teacher Mentoring Program to Strengthen Practice and

Wellbeing

Investigator: Dr. Ellen Hahn
The following table is a short summary of this study to help you decide whether or not you would like
to participate in this research study. More detailed information is listed later on in this form.

General Information

You are invited to participate in a research study to better
understand the experiences of mentor teachers who are developing
and participating in a mentorship training program. The study is being
conducted by Lauren Romano Cecil, Ph.D. candidate, under the
direction of Dr. Ellen Hahn in the Auburn University Department of
Education, EFLT. You are invited to participate because you are
veteran mentor teacher with more than three years of experience.
(UPDATE: Revised)

Purpose

The purpose of this qualitative action research study is to work with
mentor architect teachers, teacher leaders who collaborated to design a
mentorship training program, to develop a teacher mentorship program.
The goals of this study are to increase mentorship in a local school
building through intent, involvement, and wellbeing leading to greater
leadership and retention in our school. This study will show the impact
on training of mentor teachers and the ways to increase mentorship in
local school buildings (UPDATE: verbs updated; clarification provided).

Duration & Visits

There will be one interview lasting 1 hour and the transcript and

notes will be shared with you for member-checking. There will also be a
survey that will take 30 minutes. The total duration of time spent for this
study is 1 hour to 1 hour 30 minutes.

Overview of
Procedures

If you decide to participate in this research study, you will be asked to
sit for an in-person interview and answer questions in an open-ended
study.

Risks

The risks associated with participating in this study are minimal as all
identifying information will be replaced with pseudonyms, and your
answers will not be shared outside the boundaries of the study.
Additionally, the survey will be anonymous and |P addresses will not be
collected.

Benefits

There are no direct benefits to you for participating in this study other
than reflecting on your time in the mentorship program and acting as a
mentor. The benefit to researchers is to build knowledge surrounding
mentorship and the development of mentorship programs and the
effects they have on the retention and benefits of new teachers.

A AUBURN UNIVERSITY
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Alternatives The alternative is not to participate in this study.

Right to Withdraw from | If you change your mind about participating, you can withdraw at any
the Study time by not signing the informed consent waiver or notifying the
interviewer that you wish to leave the interview or stop the interview
process. Your decision about whether to participate or to stop
participating will not jeopardize your future relations with Auburn
University, the Department of Education or Lauren Romano Cecil,
Ph.D.candidate.

DETAILED INFORMATION

The following is more detailed information about this study.

Why am I being invited to take part in a research study?

You are invited to participate in a research study to record educator experiences as a mentor
developing and participating in a mentorship training program. The study is being conducted by
Lauren Romano Cecil, Ph.D. candidate under the direction of Dr. Ellen Hahn in the Aubum University
Department of Educational Foundations, Leadership, and Technology. You were selected as a
possible participant because you are a mentor teacher in a participating local elementary school with
at least 3 years of teaching experience.

How many people will be studied?
We expect about 15 people locally will be in this research study.

What should | know about a research study?
« Someone will explain this research study to you.
« Whether or not you take part in the research study is up to you. You may wish to talk to your
family and friends about participating in the study.
You can choose not to take part in the study.
You can agree to take part in the study and later change your mind.
Your decision will not be held against you.
* You can ask all the questions you want before you decide whether you would like to take part
in the study or not.

Why is this research being done?

The purpose of this qualitative action research study was to work with mentor architect teachers to
develop a teacher mentorship program, with the goals of increasing mentorship through intent,
involvement, and wellbeing leading to greater leadership and retention in our school. There is
currently a teacher retention problem in local schools. Teachers are leaving the profession at high
rates, this has negatively impacted student achievement and contributes to a negative school culture.
Mentoring is one of the possible solutions to the teacher retention problem, but a strong mentoring
program must be in place for mentoring to be effective. To date there is little formal evidence on the
practice of training mentors to increase teacher leadership through mentoring practices and wellbeing,
thus promoting retention among mentors as well as mentees. The potential benefits to others through
this research will be finding the benefits and most effective parts of developing a mentorship training
program and its effects on teacher leadership and wellbeing to mentors who developed the program
and participated in the training.

What will be involved if | participate?

If you decide to participate in this research study, you will be asked to participate in a semi-
structured interview lasting approximately 1 hour and a follow up 30-minute survey at a later
date. Specifically, as a research participant, you will be asked to:
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« Participate in a semi-structured interview conducted via teleconferencing or in-person per your
convenience

= 1 hour for the interview

« Participants will interact with Lauren Romano Cecil, the interviewer

= Online via teleconferencing software or at the research site (School Conference Room)

= Your interview will be recorded, the purpose of the recording is to ensure accurate
transcription and for participants to refer
= back to for member verification

« The recordings will be stored in an encrypted cloud-based storage platform and will be kept for
1 year after completion of the dissertation

= The recordings will be destroyed by 8/1/2026

« Participate in an open-ended survey via Qualtrics

* 30 minutes for the survey

= Survey responses will be collected anonymously and saved in an encrypted cloud-based
storage platform and will be kept for 1 year after the completion of the dissertation

Interviews may be recorded using audio recording devices to assist with accuracy of your responses.
You have the right to refuse the audio recording. Please initial one of the following options:

YES, | consent to audio recording.

NO, | do NOT consent to audio recording.

Interviews may be recorded using video devices to assist with the accuracy of your responses. You
have the right to refuse the video recording. Please initial one of the following options:

YES, | consent to video recording.

NO, | do NOT consent to video recording.

How long will the research last and what will | need to do?
We expect that you will be in this research study for 1 hour and 30 minutes total.

Is there any way being in this study could be bad for me?

The risks associated with participating in this study are:

o Psychological Risk: The risks associated with participating in this study are minimal as all
identifying information will be replaced with pseudonyms, and your answers will not be shared
outside the boundaries of the study.

o Physical Risk This study could involve in-person research activities that carry an inherent risk
for transmission of illnesses including respiratory viruses such as COVID-19, flu, and RSV.
Should you feel uncomfortable, you can either ask researchers to wear a mask, participate via
teleconferencing software, or elect not to participate in this research project.

Will being in this study help me in any way?

If you participate in this study, you may find the experience reflective in your mentorship role and
renew your passion for working with teachers new to a school or district, and you may become
encouraged about the leadership and positive effects that effective mentoring brings to a school
climate and culture. UPDATE: (clarification): Researchers cannot guarantee any direct benefit
resulting from participation in this study.

Will | receive compensation for participating?
No
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What happens if | do not want to be in this research?

Participation in research is completely voluntary. You can decide to participate, not participate, or
discontinue participation at any time without penalty or loss of benefits to which you are otherwise
entitled. Your decision not to participate or to stop participating will not jeopardize your future relations
with Auburn University, the Department of Educational Leadership, Foundations, and Technology or
the local school where the research is taking place. Your alternative to participating in this research
study is to not participate.

What happens if | say yes, but I change my mind later?
You can leave the research at any time; it will not be held against you. If you choose to withdraw, your
data can be withdrawn as long as it is identifiable.

What happens fo the information collected for the research?

Your privacy will be protected. Any information obtained in connection with this study will remain
confidential. Information obtained through your participation may be used to complete the
requirements of a dissertation. Efforts will be made to limit the use and disclosure of your personal
information, including research study and medical records, to people who have a need to review this
information. We cannot promise complete secrecy. Organizations that may inspect and copy your
information include the IRB and

There are some important things that you need to know. The Certificate does not stop reporting that
federal, state or local laws require. Some examples are laws that require reporting of child or elder
abuse, some communicable diseases, and threats to harm yourself or others. Disclosures that you
consent to in this document, or you make yourself are not protected. The Certificate cannot be used
to stop a sponsoring United States federal or state government agency from checking records or
evaluating programs. The Certificate also does not prevent your information from being used for
other research if allowed by federal regulations.

Researchers may release information about you when you say it is okay. For example, you may give
them permission to release information to insurers, medical providers or any other persons not
connected with the research. The Certificate of Confidentiality does not stop you from willingly
releasing information about your involvement in this research. It also does not prevent you from
having access to your own information.

We will protect your privacy and the data you provide by keeping your research data and your
identifying information separate, linked only by a randomly generated participant code. Only study
staff will have access to your research data.

Who can I talk to?
If you have questions, concerns, or complaints, or think the research has hurt you, talk to the research
team at ler0018@auburn.edu. This research has been reviewed and approved by the Auburn
University Institutional Review Board (IRB). You may contact the Auburn University IRB at (334) 844-
5966 or IRBadmin@auburn.edu if:
Your questions, concemns, or complaints are not being answered by the research team.
+ You cannot reach the research team.
You want to talk to someone besides the research team.
You have questions about your rights as a research subject.
» You want to get information or provide input about this research.
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Having read the information provided, you must decide whether or not you wish to participate in this
research study. Your signature documents your permission to take part in this research. A copy of this
document will be given to you to keep.

Signature of subject Date
Printed name of subject Date
Signature of person obtaining consent Date

Printed name of person obtaining consent

Page Sof 5

Participant Initials: Version Date: August 1, 2024
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Appendix D: Survey Questions

Survey Questions

Draft 1

Short answer open-ended questions
Population: mentor architects and mentors
Via Qualtrics- delivered through email

1.
2.
3.

7.

8.
9.

In what ways do you demonstrate intentionality in your mentorship practices?

How involved are you as a mentor?

How have you implemented positive emotion as a mentor after going through the
mentorship training?

Has mentoring helped you stay engaged with your work as a classroom teacher?

In what ways have your relationships changed as a mentor since going through the
mentorship training program?

In what ways has serving as a mentor given you a sense of meaning or purpose in your
work as an educator?

After participating in the mentorship training program and mentoring, do you have a
sense of accomplishment or achievement?

Has mentorship translated to a form of leadership for you?

How have your past mentoring experiences shaped you as a mentor?

10. How would you improve this program going forward?
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Appendix E: CITI Program Certificates

a4 Completion Date 19-Oct-2025
I [ | Expiration Date 19-Oct-2028
" Record ID 72942806

<X PROGRAM

This is to certify that:

Lauren Romano

Not valid for renewal of
certification through CME.

Has completed the following CITI Program course:

Responsible Conduct of Research
(Curriculum Group)
AU Basic RCR Training for ALL Faculty, Staff, Postdocs, and Students
(Course Learner Group)
1-RCR
(Stage)

Under requirements set by:

Auburn University b stitutional

Generated on 19-Oct-2025. Verify at www.citiprogram.org/verify/?wc480e2dc-146b-4d25-8a31-07e1a4399c10-72942806
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/| Completion Date 04-Nov-2023
I [ | Expiration Date 04-Nov-2026
‘. Record ID 59491524

<X PROGRAM

This is to certify that:

Lauren Romano

Not valid for renewal of
certification through CME.

Has completed the following CITI Program course:

IRB # 2 Social and Behavioral Emphasis - AU Personnel - Basic/Refresher
(Curriculum Group)
IRB # 2 Social and Behavioral Emphasis - AU Personnel
(Course Learner Group)
1 - Basic Course
(Stage)

Under requirements set by:

Auburn University borative Institutiona

w.citiprogram.org

Generated on 19-Oct-2025. Verify at www.citiprogram.org/verify/?wfced3a67-3014-4225-8ea5-903c920df929-59491524
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Completion Date 13-Oct-2025
Expiration Date 13-Oct-2028
Record ID 59491525

HOIMNE

< PROGRAM

This is to certify that:

Lauren Romano

Not valid for renewal of
Has completed the following CITI Program course: certification thraugh CME.

IRB Additional Modules
(Curriculum Group)
Hot Topics
(Course Learner Group)

1 - Basic Course

(Stage)
Under requirements set by:

Auburn University Collaborative Institutional Training Initiative

101 NE 3rd Avenue, Suite 320
Fort Lauderdale, FL 33301 US

www.citiprogram.org

Generated on 19-Oct-2025. Verify at www.citiprogram.org/verify/?w359ecfc9-e613-466c-ac49-95d458ade479-59491525
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Completion Date 14-Oct-2025
Expiration Date 14-Oct-2028
Record ID 59491523

g Tl

<X PROGRAM

This is to certify that:

Lauren Romano

Mot valid for renewal of
Has completed the following CITI Program course: cartification through CME,

IRB Additional Modules
(Curriculum Group)
Internet Research - SBE
(Course Learner Group]

1 - Basic Course

(Stage)
Under requirements set by:

Auburn University Collaborative Institutional Training Initiative

101 NE 3rd Avenue, Suite 320
Fort Lauderdale, FL 33301 US

www.citiprogram.org

Generated on 19-0ct-2025. Verify at www.citiprogram.org/verify/?wb7b874d3-ee95-461f-a1a5-cbd90663f416-59491523
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O

<X PROGRAM

This is to certify that:

Lauren Romano
Has completed the following CITI Program course:

IRB Additional Modules
(Curriculum Group)
Research in Public Elementary and Secondary Schools - SBE
(Course Learner Group)
1 - Basic Course
(Stage)

Under requirements set by:

Auburn University

Completion Date 14-Oct-2025
Expiration Date 14-Oct-2028
Record ID 59491521

Not valid for renewal of
certification through CME.

CITI

Collaborative Institutional Training Initiative

101 ME 3rd Avenue, Suite 320
Fort Lauderdale, FL 33301 US

www.citiprogram.org

Generated on 19-Oct-2025. Verify at www.citiprogram.org/verify/?wc217b87f-be22-43da-9de8-d07e7cfffd20-59491521
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Completion Date 14-Oct-2025
Expiration Date 14-Oct-2028
Record ID 59491522

aCITI

< PROGRAM

This is to certify that:

Lauren Romano

Not valid for renewal of
Has completed the following CITI Program course: certification through CME.

IRB Additional Modules
{Curriculum Group)
Research with Children - SBE

(Course Learner Group}
1 - Basic Course
(Stage)
Under requirements set by:
Auburn University

Collaborative Institutional Training Initiative

101 NE 3rd Avenue, Suite 320
Fort Lauderdale, FL 33301 US

www.citiprogram.org

Generated on 19-Oct-2025. Verify at www.citiprogram.org/verify/?w9bf65452-dcf1-4c59-b5e4-22459948e82d-59491522
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Appendix F: Interview Protocol

Interview Protocol
Mentor Architects
Action Research Cycle Round 1

Protocol: 1-hour transcribed interviews each (zoom); Interviews will develop survey will
develop focus group (friangulate data); 5 intent, 5 involvement, PERMA questions (15 total)

General Questions

1. What were your first thoughts when you were asked to be a part of the development of
this mentoring program?
2. What were your current thoughts about mentoring at our school at that time?

3. What did you hope to get out of this experience?

Intent
+ What motivated you to take on a role as a mentor architect and a mentor?
Anticipated Benefits & Purpose

« What do you hope the mentors and mentees will gain from your involvement as a co-
collaborator?

Commitment & Willingness

+ Under what conditions would you be more likely to continue as a mentor architect in the
future?

Influence of Training / Preparation (if relevant to your study)

+ How has co-designing the mentor training program influenced your intent to mentor? Has
it increased, decreased, or clarified your desire to mentor?

« What aspects of the training development most shaped your intent to serve as a mentor
and mentor architect?

Reflective & Forward-Looking
« If you were given the chance to design your ideal mentoring role, what would it look like
and why?
‘é‘ AUBURN UNIVERSITY
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Involvement
« How do you balance being a mentor architect with your other professional duties?
Actions & Practices

+ How often do you meet with the mentoring committee, other mentors, and mentees, and
what do those meetings usually involve?

Level of Commitment

= What challenges, if any, affect the depth of your involvement as a mentor?
Influence of Training / Preparation

« How has co-designing mentor training shaped your involvement in mentoring?
Reflective & Forward-Looking

+ Looking back, how would you describe your growth as a mentor since becoming
involved?

PERMA Questions

* In spite of the daily stresses that come with your role in the classroom and as a mentor,
have you found that the mentor training program or being a mentor architect was able to
help you maintain a positive mindset? If so- can you describe that (Positive emotion)

* In the terms of staying connected to your work and daily engagement, did the mentor
training program and being a mentor help you be successful in staying focused?
(engagement)

« How has being a mentor architect helped you navigate relationships you have to manage?
(Relationships)

* What professional priorities did the training program or being a mentor encourage you to
make to be a leader in the school building? (Meaning)

* How has your professional achievement been influenced by being a mentor?
(achievement)

AT AUBURN UNIVERSITY
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Backup questions:

« What personal or professional values influence your decision to mentor others?

« How willing are you to dedicate time and energy to mentoring, and why?

« What kinds of responsibilities as a mentor are you most prepared to take on?

« What specific strategies do you use when working with mentees?

= How do you believe mentorship contributes to your school/district community?

= How do you envision your ongoing involvement in mentoring within this district?

« Can you share an example of a mentoring experience that reflects your involvement?

= What parts of the training have you applied most directly in your mentoring practice?

‘What additional supports would help you deepen your involvement as a mentor?

How do you see mentorship fitting into your professional goals?

‘What outcomes do you hope to achieve for yourself as a mentor architect?

Looking ahead, what role do you see your participating in this training play in your

career?

« Can you describe how you are currently involved in mentoring at your school/district?

= To what extent has the training increased your confidence or ability to stay engaged in
mentoring?

+ How do you plan to maintain or expand your involvement in mentoring in the future?

A AUBURN UNIVERSITY
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Appendix G: Qualtrics Survey

Lauren Romano Cecil
Developing a Teacher Mentoring Program to Strengthen Practice and Wellbeing
Survey Link

https://auburn.qualtrics.com/ife/form/SV_b433VKiT1JiF9qu
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Appendix H: Recruitment Letters

Recruitment Letters

Mentor Architect Individual Interviews

Initial Recruitment Email for Interviews:

Subject Line: Research Study Invitation: Mentor Architect Interview Request
Email Message Body:

Dear Mentor Architect

I hope this message finds you well. | am inviting you to participate in a research study that has
been approved by Institutional Review Board at Auburn University. The purpose of this
qualitative action research study is to work with mentor architect teachers to develop a teacher
mentorship program, with the goals of increasing mentorship through best practices, leadership,
and wellbeing leading to greater retention in our school.

We are secking participants who had experience developing this program as mentor architects.
Your insights and reflections are invaluable, and findings from this study can help inform the
field of educational leadership and mentorship. Participation is voluntary.

If you would like to participate in the mentor architect interviews, please respond to this email
with your availability to set up a one-on-one interview with me.

The individual interview will take approximately 1 hour to complete. I will be happy to come to
your location at a time that works best for your schedule.

Here is the link to the consent form if you wish to participate in the interview:
HRP 502a Consent

If you have any study related questions or if any problems arise, please contact Lauren Romano
Cecil, Doctoral Candidate, Department of Educational Leadership, Foundations, and
Technology, Auburn University. 205-612-6572, ler0018(@auburn.edu.

Thank you for considering this opportunity to share your experiences and contribute to this
important research.

Best regards,
Lauren Cecil

The Auburn University Institutional Review Board has reviewed this study. Protocol
#STUDY 00000949

Follow-up Recruitment Email:

A AUBURN UNIVERSITY
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Subject Line: REMINDER: Mentor Architect Interview Request

Email Message Body:

Dear Mentor Architect,

This is a follow-up message concerning my earlier invitation for you to schedule an individual
interview on the effectiveness of a mentor training program. If you already scheduled and
completed the interview, please ignore this message.

Here is the link to the consent form to review and complete if you wish to do so:

HRP 502a Consent

If you have any questions or would like more information, please contact: Lauren Romano Cecil,
Doctoral Candidate, Department of Educational Leadership, Foundations, and Technology,
Auburn University. 205-612-6572, ler0018(@auburn.edu.

Thank you for considering this opportunity to share your experiences and contribute to this
important research.

Best regards,
Lauren Romano Cecil

The Auburn University [nstitutional Review Board has reviewed this study. Protocol
#STUDY 00000949
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Recruitment Letter for Survey
Subject Line: Research Developing a Teacher Mentoring Program to Strengthen Practice and
Wellbeing

Email Message Body:
Dear Mentors,

I hope this message finds you well. I am inviting you to participate in a research study that has
been approved by Institutional Review Board Auburn University. The purpose of this qualitative
action research study is to work with mentor architect teachers to develop a teacher mentorship
program, with the goals of increasing mentorship through best practices, leadership, and
wellbeing leading to greater retention in our school.

We are seeking participants who have experience as a mentor who has participated in this
training program. Your insights and reflections are invaluable, and findings from this study can
help inform the field of educational leadership and mentorship. Participation is voluntary.

If you would like to participate, please complete the survey below via Qualtrics. The Qualtrics
feature that collects IP addresses is turned off. If you complete the survey, you will also have an
opportunity to volunteer to participate in a follow-up focus group interview. You can complete
the survey without volunteering to participate in an interview.

If you decide to participate, please complete the following steps:

Click on the link to the survey below.
Read the consent form.

Complete the survey.

Submit the survey electronically

S

We estimate the survey will take approximately 30 minutes to complete.
Here is the link to the consent form and the survey for you to review and complete if you
wish to do so:

https://auburn.gualtrics.com/jfe/form/ SV b433VKiT1JiF9qu

If you have any study related questions or if any problems arise, please contact Lauren Romano
Cecil, Doctoral Candidate, Department of Educational Leadership, Foundations, and
Technology, Auburn University. 205-612-6572, ler0018(@auburn.edu.

Thank you for considering this opportunity to share your experiences and contribute to this
important research.

Best regards,

Lauren Romane Cecil The Auburn University Institutional Review Board has reviewed this
study. Protocol #STUDY 00000949

A AUBURN UNIVERSITY
—

1272
TUuD

214



Follow-up Recruitment Email:

Subject Line: REMINDER: Research Study Invitation: Developing a Mentoring Program to
Increase Practice and Wellbeing

Email Message Body:
Dear Mentor,
This is a follow-up message concerning our earlier invitation for you to complete and return an

electronic survey on the role and practices of mentors participating in a mentorship training
program. If you already have returned the survey, please ignore this message.

Here is the link to the consent form and the survey for you to review and complete if you
wish to do so:

https://auburn.qualtrics.com/jfe/form/SV b433VKjT 1JiF9qu

If you have any questions or would like more information, please contact Lauren Romano Cecil,
Doctoral Candidate, Department of Educational Leadership, Foundations, and Technology,
Auburn University. 205-612-6572, ler0018@auburn.edu.

Thank you for considering this opportunity to share your experiences and contribute to this
important research.

Best regards,
Lauren Romano Cecil

The Auburn University Institutional Review Board has reviewed this study. Protocol
#STUDY 00000949
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